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Appendix A

The profiles of educator-respondents

The list below is a detailed description of educators’ profile and their distinctive research and

teaching interests that further highlights the reasons for their selection.

S/n | Names Profiles

1. IkechukwuOnyegiri | Onyegiri(Ph.D.)is a professor of Housing at the

(Prof) Department of Architecture Imo State University Owerri-
Nigeria. At the time of this interview, he has taught
architectural design and employed the use of the
‘Integrated Project Design Model’ for over two decades.
He argues that this approach enables students to be
situated and embedded in the local context to
understand what the real issues are. His research interest

is on housing, urban, and community design methods.

2. Ruth Morrow (Prof) | Ruth Morrow is a professor of Architecture at Queens
University, Belfast, United Kingdom. Morrow’s
involvement in research and teaching in architecture
spans over two decades with a keen interest in the
interconnection between people, place, architectural
design pedagogy and practice through the exploration of
inclusive design methods. She is an advocate of feminist
pedagogy that calls for the recognition and promotion of
students' voices in the design studio, through disabling
design approaches. Her research centres on the
understanding of the creative process, inclusive

strategies and design methods.

3. DoinaPetrescu (Prof) | Petrescu (Ph.D.) is a Professor of Architecture and Design
Activism at the University of Sheffield. Her research
interest is on gender and space in contemporary society

with the view that there are other ways of re-




appropriating and taking control of public spaces as both
a citizen and an active agent. Through her studio
collective practice -atelier d'architectureautogérée,
Petrescu believes that learning could be co-created in a
socially-minded kind of way by empowering the
inhabitants of big cities and students through the Live

Projects to take active control of their learning.

Ashraf Salama (Prof)

Salama (Ph.D.) is a Professor of Architecture and head,
Department of Architecture, University of Strathclyde,
UK. His research focuses on curriculum development,
design studio teaching practices, transformative and
critical pedagogy, and urban design. He places strong
emphasis on the impact of socio-cultural factors in

shaping the built environment.

Jhono Bennett

Bennett is a studio teaching staff member at the
University of Johannesburg, South Africa. His master
degree thesis questioned the existing design studio
model that holds the assertion that the consequences of
every architectural process end up as a building. Through
his thesis, Bennett demonstrated that by developing a
design response to vulnerable social and communal local
networks, architecture could create a synergy between
the architect, local people, context, and their social needs
through a social-technical spatial design approach. Using
the aforementioned model, Bennett arques that
criticality and empathy are two essential capacities that
students need to develop in order to address the
complexities challenging communities in the Global

South.

Jeremy Till (Prof)

Professor Jeremy Till is the head of Central Saint Martins
and Pro Vice-Chancellor at University of Arts London. He

hadbeen involved in architecture practice before joining




academia.His research centres on ethics of architecture,
social and political dimensions of spatial production,
scarcity, and spatial agency. Through his research, Till
argues that the contingency of architecture practice
demands for a new form of education agenda rather than
anew form of knowledge with the view that every new
knowledge becomes obsolete within a short period of

time.

Maurice Mitchell
(Prof)

Maurice Mitchell is a Professor of Architecture at the
CASS Faculty of Art, Architecture and Design,
London Metropolitan University. He is interested in the
narrative interplay between technical and everyday
cultural factors in the production and occupation of the
built environment, particularly in situations of rapid
change and scarce resources where new identities are
forged through the process of ‘making and fit.'His
experience working with students in communities in the
Global South, in places such as Ghana, Sierra Leone, and
India among others, has exposed him to first-hand design
challenges in marginal communities as he experimented

with his ‘Loose Fit’ approach as a form of the LiveProject.

Viviana d’ Auria

Viviana d'Auriais an Associate Professor in Human
Settlements and Development at the Department of
Architecture, Urbanism, and Planning,
KatholiekeUniversiteit Leuven, Belgium. Her research
explores critical and spatial analyses of modern dwelling
environments and practice of everyday life. D' Auria
argues that architectural education should go beyond the
stiffened technical approach to learning architectural
design by exploring ways of understanding and
addressing the dynamism of context-related challenges

in the contested communities of the Global South.

Garret Gantner

Gantner (Ph.D.) is a Senior Lecturer at the Department of




Architecture and Planning, University of Witwatersrand,
Johannesburg, South Africa. Through the interconnection
between practice and education, Gantner explores how
knowledge from a socially-minded form of architecture
practice informs a design studio model that places
emphasis on situated learning and context-specificity. He
was a former Head, Department of Architecture, Kigali
Institute of Science and Technology
(now University of Rwanda) where he shaped a new
curriculum in architecture following the
rationale of exploring the meanings androles for the

profession in a local context.

10

Costanza La Mantia

Costanza La Mantia is a registered architect and holds a
Ph.D.Urban and Regional Planning from University of
Palermo (Italy) with an architecture background. She
worked with Garret in shaping the curriculum for the
Department of Architecture Kigali Institute of Science
and Technology, Uganda. Le Mantia at the time of this
interview was a post-doctoral fellow at the University of
Witwatersrand, Johannesburg, South Africa, where she
engaged in a project ‘Resilience Assessment for
Sustainable Urban Development.! Her research and
teaching approach focuses on bridging the gap between
local and cultural identity, preservation and innovation
through the application of design principles relating to
local and sustainable agenda. Central to her research is
participatory slum upgrading with the aim of linking
policy framework and spatial issues through community

participation and flexible governance processes.

11

Sandra Denicke-

Potcher

Denicke is the Acting Deputy Head, School of
Architecture, London Metropolitan University. She is

engaged in the Undergraduate Live Projects design




studio. Denicke co-founded Studio 3 -Architecture
+urbanism, and public works that focus on exploring new
ways of practicing and representing architecture.
Denicke, amongst other things, believes the premise that
the role of the architect is changing and as such student-
architects should be exposed to hands-on learning
approach through critical community engagement and
participatory democracy leading to knowledge co-

creation and multiple authorship.

12

Henry Sanoff (Prof)

Henry Sanoff is a Professor of Architecture at School of
Architecture, College of Design, North Carolina State
University Raleigh, USA. Since the 1960s Sanoff has been
one of the leading proponents of Community Design that
advocates for a socially, democratic, and shared
approach to learning and doing architecture through a
service-learning model. His research and teaching revolve
around community participation, social architecture,
design research, design methodology, social housing,
children’s environments, community arts, ageing

populations, and design programming.

13

Hussam Salama

Hussam Salama (Ph.D.) is an Assistant Professor and
Head, School of Architecture, German University in Cairo,
Egypt. His research and teaching interests revolve around
architectural  design  education, urban  design,
architecture and urban design theories. Part of his
research project focused on exploring cities in the Middle
East with a central interest in the aggressive narrative
development of the city of Dubai. Salama argues that
learning in the context of everyday lived experiences
allow the complexity and complicated nature of human,
social, political, economic and cultural realities to be

understood and addressed appropriately within the same




context.

14

Alexander Opper

Alex Opper is an architect, designer, artist, educator and
a writer. He is the director of the master degree
programme in Architecture at the University of
Johannesburg, South Africa. His practice-led research
employs the physical and mental space of the design-
studio that explores the crossing and overlapping
conditions of pedagogical possibilities. Opper’s approach
to teaching draws on the negotiated relationship and
interaction between the design studio and pedagogical
projects that directly immerse students within the
specific local context of Johannesburg socio-cultural
conditions. This “allows for relationships — between the
architecture of cities, and cities of architecture — to be

questioned, tested and developed.” !

15

Eric Charles Wright

Eric Wrightis a practicing architect and teaching
academic at the University of Johannesburg, South
Africa. His philosophy and teaching approach
investigates the changing nature of Johannesburg as a
city, a landscape, and people. Wright explores the nexus,
overlap, and the tangential connection between
teaching, practice, and the idea of the city such that
teaching, practice and the city become entwined and

interdependent.

16.

Bridget Horner

Bridget Horner (Ph.D.) is an Architect and academic at
the University of KwaZulu Natal, South Africa. She is also
the Director of Space Syntax South Africa; a registered
global practice concerned with the enhancement of the
social, economic, and environmental performance of
buildings and urban spaces. Horner’s research interest
lies in evidence-based analysis and strategic design
process that explores interdisciplinary engagement

between architecture and other allied disciplines with the

Yhttps://www.uj.ac.za/contact/Pages/Alex-Opper.aspx’.

9




assertion that interdisciplinary learning engenders co-
production of knowledge through learning/working with

or from others.

17.

Harriet Harriss

Harriet Harriss (Ph.D.) is a senior tutor at The Royal
College of Art, London, UK. Her teaching and research
interest centres on exploring new and alternative ways of
developing pedagogical models within the context of the
design education with an emphasis on socially-engaged
Live Projects and community-based learning. Her
doctoral research thesis examined how architecture 'Live
Projects' enable the development of 3 critical skill-sets for
future practice with the assertion that teamwork, civic
engagement, risk and ambiguity management are
quintessential capacities needed in navigating the
unstable terrain of architecture practice. Through her
research, Harriss, holds the assertion that the campus
setting with its siloed nature is neither capable of
supporting the testing of materials at scale nor able to
encourage students to take risks, hence the need to
rethink the right place and approach to educating the

next generation of architects.

18

Mark Olweny

Mark Olweny(Ph.D.) is an architect and urban designer,
and Associate Dean of the Faculty of the Built
Environment, Uganda Martyrs University. His Ph.D
research thesis centred on socialisation in architectural
education with an emphasis on the values of socially-
engaged learning processes. Olweny through his
engagement with students in community design projects
explored ways of testing how new design approach that
connects the locals with the future design to explore
ways of responding to social, cultural, political, and

climatological conditions of the local context.

10
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Carin Cambrinck

CarinCambrink (Ph.D.) is a practising architect and
academic staff at the Department of Architecture
University of Pretoria, South Africa. The trio of her
research, practice, and teaching experiences has exposed
her to diverse learning and teaching approach that
centred on how practice informs teaching and research
within the context of community design learning.
Cambrink demonstrated that architecture could be used
as a form of intervention, to mediate between the
complexities that challenge marginal communities. In
her Ph.D. thesis: “A model to address marginality of the
architectural profession in the South African discourse on
informal settlement upgrade”, Cambrink, proposed a
Community Action Planning method developed by
Goethert&Hamdi (1997) as a transformative matrix in

addressing marginality in all its appearances.

20

Beatrice De Carli

De Carli (Ph.D.) is a programme leader in MA in Urban
Design, University of Sheffield, UK. Her research interest
lies in the exploration of ways of addressing global
inequality and uneven development of urban areas by not
only examining the cause and effect, but exploring design
tools and approaches towards creating planned
interventions that are predicated on developing
strategies and tactics of re-appropriation, understanding
space and social relations with the use of mapping
techniques. De Carli explores different Urban design
approaches that engage participation, action learning
through the live projects that connect teaching, practice
and the everyday lived experiences as a citizen and

engaged urban practitioner.

11
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Leo Care

Leo Care is the director of the MArch course and co-
director of Live Works, University of Sheffield, UK. His
research interest centres on community-led and
participatory design approach with emphasis on how to
integrate health and safety design strategies into building
projects and construction processes. Care’s engagement
in the design studio and the Live Projects explore ways of
enabling students and local communities they work with
learn collaboratively toward co-creating knowledge and
life-long learning. Central to his teaching and research
engagements is the development of learning and design
tool kits that expose students to a diverse range of
pedagogical opportunities inherent in the Live Projects

such kits include the Feedback handbook.

22

HermieDelport

(Voulgarelis)

HermieDelport (Ph.D.) is a lecturer at Cape Peninsula
University of Technology, Cape Town, South Africa. Her
research interest centres on Design-Build pedagogical
models that explore ways of enabling students to develop
self-build capacities towards addressing housing needs in
Johannesburg.  Delport has developed a series of
pedagogical design studio models that centre on
community design projects; entrepreneur activist
architecture practice, ‘passport’ —an integrated design
studio model; collaboration and design-build project

approach in local communities.

23

Cristina Cerrulli

Cristina Cerulli(Ph.D.) is a practising architect and a
Senior Lecturer at Sheffield Hallam University, at the
time of this interview she was an academic at the
University of Sheffield, UK. Her work and research
centres on social innovation and critical management
that explores ways of empowering students not only to
be innovative in their creative, entrepreneurial
engagement with an alternative approach to

architectural design practice but also the need to

12




question the normative architectural education and
practice. Cerulli runs a social enterprise architecture
practice (Studio Polpo) that centres on ways of enabling
local business (not for profit) within communities strive
for social benefits. She sees her research and practice to
revolve around terms such as knowledge transfer,
collaborative, and trans-disciplinary approach that

engender co-production of knowledge.

24

Tony Ward (Prof)

Tony Ward is a Professor of Architecture at the University
of Auckland, New Zealand. His research interest centres
on community design, consensus building, socio-cultural
and community empowerment, critical pedagogy, critical
education theory. Ward believes that education is partly
the cause of today's problems. Hence architectural
education should be geared towards developing social
equality by enabling students to develop criticality and a
capacity to question the way they learn. Through his
teaching Ward advocates for critical pedagogy, student-
centred learning, student-as-producer, cooperative
learning, community engagement and learning for social

change.

25

Thomas Dutton

(Prof).

Thomas Dutton was a Cincinnati Professor of Community
Engagement, Department of Architecture and Interior
Design, Miami University, USA. Before his death in June
2017, Dutton’s research and teaching centred on social
justices and equality, critical pedagogy and critical
theory. Drawn from his belief that architectural
production should go beyond the work of the architect
but engenders the participation and collaborative
engagement with community members. This led to the
establishment of the Centre for Community Engagement
in 2002 at Cincinnati to promote collaborative learning

within local areas.

13




PROFILE OF NIGERIAN EDUCATOR-RESPONDENTS

Profile of Nigerian educators engaged in the focus group

1 Alexander Fakere

Alexander Fakere (PhD) is a practising architect and a
design studio tutor at the Department of Architecture,
Federal University of Technology Akure, Nigeria. His
research centres on the design studio pedagogy,
housing and urban design methods, sustainable local
building materials and ways of addressing and
managing communal conflicts in local

villages/neighbourhood in South-West Nigeria.

2. David Oyedemi

David Oyedemi is a lecturer at the Ladoja-Akintola
University of Technology Ogbomosho, Nigeria and
also a PhD research student at the University of
Sheffield. His research and teaching centres on
community design methods, the importance of
landscape design in health and wellbeing, users’
participation in co-housing within local communities in
Nigeria. Oyedele explores how students use

precedence in their design process in the design studio.

3. RemygiusNwokocha

RemygiusNwokocha is a licensed architect and an
assistant lecturer at Imo State University, Owerri-
Nigeria. His research centres on ways of enabling
students to develop capacities to design and work with
rural communities in Nigeria. Nwokochaargues that
the Integrated Project Model enable students develop
capacities and skills to self-initiate projects in the midst

of challenges facing marginal communities.

4. Ayodelelkudayishi

Ayodelelkudayishi is a senior lecturer at the Federal
University of Technology Akure (FUTA), Nigeria. His
research and teaching centres on barrier free
architecture of inclusion, thermal comfort design
approaches and multiple ways of developing

responsive design that are context specific and address

14




users’ needs through the normative design studio

model.

Aliyu Sani

Aliyu Sani is a lecturer at the Ahmedu Bello University,
Zaria, Nigeria and also a PhD research student
University of Sheffield. His research and teaching
interest revolves around contemporary architectural
design approaches and ways of addressing housing
deficit in Nigeria with an emphasis on developing
framework for self-build housing development in
Nigeria. Sani teaches architectural design methods,
sociology of housing, ways of developing hybridity
between traditional building materials/techniques and

the contemporary construction techniques.

AminatAjenifujah-Abubakar

AminatAjenifujah-Abubakar is an assistant lecturer at
the Department of Architecture, Federal University of
Technology Owerri, Nigeria. Her research interest sits
at the junction between architecture as a fixed object
architecture and architecture as a mobile unit that
changes with time, context, people, and place.
Ajenifujah-Abubakar explores with her student’s ways
of evaluating different impressions about peoples’
experiences of the mobility of architecture. This is
upon the assertion that local mobile architecture does
not only transcend between culture and space but
possessing the capability of responding to changing

needs of users.

15




APPENDIX A3

POSITION PAPER
This paper discusses the findings of a PhD (work-in progress) thesis on negotiated pedagogy.

Research Title: Negotiated pedagogy: Instigating the acquisition and development of skills
for future practice in Nigeria.

Research Background

This research was prompted by the researcher’s own experience as a student and educator whose education
only prepared him for a different kind of practice, one that is not only removed from the experience of the
everyday practice (where the design studio is isolated from its surrounding) but yet to come to terms with

the changes taking place in recent times.

This thesis is also a response to several debates by educators in architectural education in Nigeria through
different fora, for instance, a recent conference organised by the Association of Architectural Educators in
Nigeria (AARCHES). The debate accentuates the notion that architectural education in ‘Nigeria is at cross
road’, this is drawn upon the argument that architects’ education rarely equip them to respond to the social,
cultural, political, and environmental complexities challenging the contemporary society (Olotuah, 2006;
Chukwuali, 2001). Other educators further argue that the curriculum of architectural education since its
inception in 1952 (when the first school of architecture was found) was predicated on the Beaux Art and the
Bauhaus orthodoxy which is unfit for use as it only promotes Eurocentric that are in stark contrast with the

Nigeria values (Arayela, 2001; Uji, 2001; Olotuah & Adesiji, 2005).

It is not only that the curriculum of architectural education was modelled after the Beaux Art and Bauhaus
orthodoxy but also the notion that it does not reflect the core fabric of the Nigerian socio-cultural diversities
and mix or being informed by it (Olotuah, 2006). Further to this assertion that the curriculum of
architectural education in Nigeria does not reflect the complexity of the context where it is explored
(curriculum as lived) , which resonates the argument that over 54 years of its existence from the Zaria
experience until recently the curriculum is perceived to have been reviewed once at the end of 1960s, yet it
has never taken on board the influence of the socio-cultural and political plurality of the Nigerian rich
cultural diversity (Olotuah, 2016:28). Nigerian educators and their counterparts in other parts of the world
have continued to advocate for a pedagogy that is not only influenced by the socio-cultural and political
exigencies of the context it is explored but also a pedagogy that is capable of responding to the

contemporary needs of the ever-changing society.

16



The research argues that one of such ways of responding to the pedagogic needs of the curriculum of
architectural education in Nigeria is not by developing a new curriculum because whatever that is new will
definitely be obsolete and irrelevant ‘by the time your students face the real world’ (Till, 2005). It is by

developing a negotiated pedagogy capable of equipping students with capabilities for future practice.

In doing this, the thesis examined alternative pedagogies that call for more social forms of learning, utilised
three methodological approaches (Review of existing literature, interviews of educators, and a case study
approach), the sample of data cut across three contexts (North America, and Europe, and Africa).The data
was analysed to further crystallise the understanding of how educators construct meanings and describe
their teaching experiences. It was followed with three case studies that examined students lived experiences

in order to evaluate how the claims made by educators played out.

The following key findings emerged from the study, which is further evaluated through focus group,

workshop and online survey.

The findings are grouped into five sections:
Section A: Learning techniques

Section B: Context

Section C: Pedagogic theories and approaches
Section D: Future practice and future skills

Section E: Barriers capable of challenging the acquisition of capabilities

Research Findings

Section A: Learning techniques

1. The traditional design studio pedagogy is been criticised for the lack of social
responsiveness as it is geared towards developing the ‘solitary genius’ rather than a social
collaborator. This notion of architecture as a solitary practice is being challenged by
encouraging architecture schools to place emphasis on ways of ‘learning/working
with’ others through inclusion, diversity, group work, collaboration, interdisciplinary

teamwork, co-production.

”i

2. The assertion that “architecture is too important to be left to architect” is further
resonated in the empirical research as the normative design studio is criticised for not
engaging user/clients in the design and decision-making processes. Evidence from data

suggests that introducing users/clients and other professionals into the learning and

17



design context enrich the process while co-creating knowledge and product that is useful
to both students and users. The understanding of architecture and authorship further
crystallises the assertion that the outcome of co-production creates multiple voices and
multiple aesthetics while that of a sole authorship creates one signature, one voice, and

one coherent aesthetics.

Beyond challenging the orthodoxy of the design studio learning, is the view that
developing a pedagogy that exposes students to multiple types of learning experiences,
which challenges the notion of ‘one size fits all’ or seeing every consequence of
architecture as a building. Hence, students should be exposed to different types of
pedagogies in other to “appreciate knowledge and complexities of issues from different

perspectives” (Sanoff & Toker, 2003:3).

Section B: Context

18

Immersing students in their project context is seen as a way to address the notion that the
design studio is not responsive to the social, political, economic, and cultural concerns of
the context it tends to design for, this is seen in the way students only design from the
prescriptive brief of the tutor rather than learning from lived experiences. The assertion
accentuates the notion that immersing students in the project context does not only
enable them to understand the complexities and realities inherent in the everyday life but
equip them with the capacities to engage with the users in the process of co-developing

the needed interventions within that context.

Another proposition challenges the claim that it is only when students are situated in a
context before they could address its inherent challenges with the view that using digital
media tools helps in developing a network that links the community of practitioners to the
project context and the users without necessarily being immersed in the context. Digital
media tools present dynamic opportunities for architects and students to collaborate,
share resources, navigate difficult terrains while providing interventions, resources, and
shared knowledge to a wider community of users/partners. However, the digital media-
networking tool is not without its own challenges as students argue that it denies them
the opportunity of engaging directly with the real users of the spaces, they are working in.
It further raises the question of whether digital media tools are capable of stimulating the
same amount of reality that is present in situated learning approach and also to what
extent is the digital media platform enabling the full delivery of the attributes of

negotiated pedagogy since it simulates reality from a third-party perspective.



Three context related issues have been identified to influence pedagogical frameworks:
the student context (relating to issues around student’s socio-cultural background), the
institutional context (relating to the ethos of the school of architecture), and the project
context (relating to issues about project site and its characteristics). When develop
pedagogy it is important to evaluate how it relates to these three contextual issues (the
student, institutional, or project contexts) in addressing issues of social, political, and
cultural concerns within that context. Evidence from this study advocates for a balance
between context related issues such that students will have a rounded knowledge of and

how to respond to different context related issues.

The understanding of context raises a fundamental question of whether context in any
way influences the type of pedagogic model or action method to be used in a pedagogic
project? Further evidence from the research suggests that a pedagogic model could be
transposed into another context without necessarily influencing the meta-framework but
influences the nature of action learning method that is site-specific, hence each
context/site dictates the action method of engaging with the elements and actors present
in that context. More so, project types have been identified to dictate the type of model

needed in any context.

Students identify public engagement approach as a used technique in relating to users,
stakeholders, and partners in a live project to enable all active participants in the project
to be connected and situated in the learning process where individual contribution are

negotiated towards reaching a consensus design decision within a project.

Section C: Pedagogic theories and approaches

19

9. Architectural design education is criticised for not originating and developing its own

theories but rather lean on other disciplines for theoretical support yet taking a theoretical
position is seen as a requirement that legitimates a pedagogical praxis in architectural
education (Brown, 2014). Critical, feminist, and transformative pedagogies were seen to
legitimate All the educators engaged in the research were keen not only about aligning
their pedagogical framework to an existing theoretical body of knowledge as drivers and
underpinnings to what they do but also the passion for developing a pedagogy that equips
the students towards developing critical thinking capacities. However, another interesting
observation evidenced in the study shows that educators placed little or no interest on

affixing a label or title to the pedagogy they espoused despite being more reflexive in



20

10

11.

12.

exploring, developing, and experimenting with the models. It is further evidence that the
title of the pedagogical models was less important to educators than the theories
underpinning those models; however, this observation seems to contrast with the
normative design studio models reviewed in Chapter 2 where all the models were

inherently defined while deriving meaning from their titles.

. The normative design studio pedagogy is been criticised for promoting Tutor-Centred

Learning approach that explores the '‘Banking Concept’ to learning, which likens the
students to empty bank accounts while the teacher deposits knowledge into the students
as depositories (Freire, 1970). The above notion of object/subject relationship between the
tutor and the student is challenged through the theory of critical pedagogy that does not
only enable students to question how the knowledge they receive equip them for future
practice but also empower the tutor and the students alike to seek out ways of co-
producing knowledge and break down all forms of learning barriers. Through critical
pedagogy, the learner and the teacher become partners and collaborators in the learning
process while the learning approach moves from Tutor-Centred to Student-Centred

learning.

Critical pedagogy invites students to take political position and be in charge of their
learning. Transformative pedagogy as being demonstrated in the research takes critical
pedagogy a step further by not only empowering students to question how they construct
knowledge through the way they learn but also able to explore how those knowledge
components could be transformed in addressing practical problems. Feminist pedagogy
like critical pedagogy encourages diversities in teaching and learning, not only in terms of
gender but also calls for students’ voices to be recognised in the design studio learning
environment. It promotes and advocates for people who are not brought into mainstream
thinking and all forms of knowledge that students come with into learning to be
recognised. Feminist pedagogy in architectural education encourages all forms of
pedagogical approaches, supports all forms of disabilities not only in learning but also in

project design processes.

The introduction of critical pedagogy in architectural education is important but when it
should be introduce is unclear, as some respondents argue that critical pedagogy is
politically and socially motivated therefore it should not be introduced at the early stage
of a student’s academic career as it is capable of promulgating politically oriented
architects while some educators believe students should be encouraged to take political

positions and be in charge of their learning process.



Section D: Future practice and future skills

21

13.

14.

15.

16.

Negotiated pedagogy possess the capabilities to instigate the acquisition and
development of skills for future based on the unique diversities each of the component
brings into the negotiation process. The interstitial position of negotiated pedagogy
provides opportunity to experiment and evaluate multiple ways skills could be developed
with no restrictions. Negotiated pedagogy empowers the acquisition of the following skills
and capabilities: interdisciplinary collaboration, teamwork, capability to understand users’
needs, presentation, self-initiation of projects, critical thinking, reflective thinking,
listening, synthesis, negotiation, empathy, duty of care. While future practices include
making and fit, self-initiation of project, incremental building, critical practice, and social

technical spatial design practice.

Developing future practice goes beyond the acquisition of professional practice skills and
certificate of professional competence but being driven by empathy, care, and tenacity
towards identifying values that are embedded within a system that one can connect to. It
entails moving out of the usual mode of practice of waiting for client’s commissioning but
instead seek-out ways to self-initiate projects. One of such ways involves but not limited
to identifying how to improve public spaces, develop a pedagogy that engages the
users/client in the design process, taking risk, providing interventions in marginal
communities that requires students and architects to be immersed and situated in a

project context in other to identify challenges and prospects inherent in that context.

There is an emphasis that future practice should involve a loose-fit rather than a tight-fit
approach that sees architecture as a fixed object to be installed in a space and abandoned
but instead loose-fit presents architecture as a dynamic process of continuous change. A
loose-fit approach encourages hands-on ‘making and fits’ through ‘short live construction,
temporary construction, post-occupancy evaluation, changes and adaptation, intuitive
constructions, incremental building of the city’. The above assertion challenges the notion
of architecture as a fixed object which its process of production does not take on board
the complexities and contingent nature of its users, the inherent socio-cultural and
political realities of the project context that are capable of impacting on the surrounding

environment.

There is a call for interdisciplinary collaborative practice that enables disciplines to learn

from each other in other to promote hybridity and co-production but the focus is that
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each discipline should be able to define its contribution in the process and also understand

the contributions of others while exploring the nexus of each disciplinary boundaries.

Developing future skills is important but what determines the type of skills that are
needed to deliver the expected learning and project outcomes is the type of project not
necessarily the type of practice. The argument accentuates the understanding that
different projects employed different skill-sets, however evidence from the research
suggests that future practice does not influence the type of future skills needed for
practice but rather each project dictates the skill-sets needed in other to deliver the
proposed learning and project outcomes. Further assertion draws on the notion that each
project is conceived from a pedagogical framework; hence pedagogical framework is also

capable of influencing the types of skill-sets needed to deliver the proposed outcomes.

It is not enough to identify future skills that students and practitioners need to develop in
a particular pedagogical model and project but the most important question is how do we
ascertain the skills that educator claim students have acquired be assessed? Evidence
from the study suggests different assessment mechanisms capable of reconfiguring the
power relations between students and educators while also valuing equally the product
and processes (in terms of the amount of synthesis) invested in developing product
outcome. There are several ways of evaluating students’ skills and input, some such ways
are public presentation, peer review, student’s reflective diary, client and mentor

feedbacks2.

Team and group working techniques were emphasised as critical approaches that are
needed to challenge the ‘high level of individuality’ and the ‘solitary’ nature of the design
studio pedagogy. The ability to work as a team in a group project lies in the understanding
of the group dynamics and the capacity to develop the needed skills in other to relate
efficiently with the members of the team. This process involves early integration and
identification of skills that members come with into the learning process such that those

skills could be harnessed and further developed.

Section E: Barriers capable of challenging the acquisition and development of
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capabilities

Working in groupsfteams without necessarily developing capacities to understand,
negotiate, and communicate with members is challenging and capable of blurring the

dynamics in the learning process.
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There is a growing concern by students and tutors involved in this research that time and
‘timing’ play a critical role in learning and developing pedagogical projects. The concern
underscores the debate that the time allocated for projects (live or design studio based)
within the structure of the curriculum is not sufficient for students to develop the
expected learning and project outcomes wand also reflect on their learning experiences.
The majority of the students believe the allocated time is neither adequate to reflect on
their learning nor sufficient to meet up with the proposed outcomes considering the

amount of work expected of them.

Language barrier is been identified as one of the challenges to architectural education and
practice in a multi-cultural learning context, it is capable of inhibiting students’ active
participation and development in a group project. However, it is been suggested that the
tutor should understand students’ context related issues and develop an appropriate
pedagogy that will equip students with the capacities to respond to those issues within

that context.

Not being realistic of what students can offer to communities or users they work with is
capable of dampening trust amongst the parties in a collaborative live project. There is a
call for students who are engaged in the Live Projects that involve the community/users to
be realistic of what they can offer and make claims that are authentic and feasible within
the project timeline rather than making ambitious and unrealistic promises that are

capable of eroding trust while dampening users’ expectations.

‘Designing from afar’ as a pedagogic/practice model expands ways of developing and
engaging remotely with digital communities where it is impracticable to be immersed in
the context. The digital media tools through the use of social media such as Facebook,
twitter, WordPress, Instagram enables knowledge and information sharing. Beyond the
promises and opportunities that digital tools offer lies some challenges as students
believe that digital tools take away the complexities and realities inherent in the project
context, and likewise leads to poor data correspondence between the students and the

direct users.

There is an assertion that what is gained in a co-produced project (live or studio) is likely to
be unbalanced and exploitative if the conditions and terms of participation of the parties
involved are not explicitly stated or negotiated in that process. Hence there is a need to

explore dynamic but negotiated approaches that engender true democratised users’
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participation in the learning and making processes where all learning/project outcomes

are critically evaluated before the start of the project.

Some educators argue that the legacy of the Live Projects does not live beyond the six
weeks of the live project module due to project temporality and the nature of pedagogical
frameworks, though it creates something of immediate value to the client/stakeholders
and learning experiences to the student. There is a call for this temporality of the Live
Projects to be challenged through developing medium-long term pedagogical projects
that promote incremental and sustainable building processes while developing a
programme to outlive the six weeks duration of the Live Projects within an academic

programme of a school of architecture.



Appendix A4
Pilot study

Piloting the empirical research opens up opportunities to critically evaluate the values inherent in
the research findings. This aided answering the research questions and also helped to examine
how respondents construct their own experiences. This enabled the definition of what
constitutes negotiated pedagogy. | conducted a face-to-face pilot interview and one online
telephone interview with three educators who were Ph.D. research students. This approach
enhanced the evaluation of the interview questions in terms of coherency and clarity that helped
reduced ambiguity and obscurity as some questions were reworded. It also exposed several
unforeseen challenges that resulted from conducting the interviews. For example, the recording
tape used for the first pilot study had poor audio quality while the Skype online telephone
interviews were marred by technical problems due to poor internet connection. These challenges

were identified and addressed in the main interview protocol.

Using Ph.D. research students with a minimum of three years teaching experience in
architectural design enabled the process of experimenting how respondents understand
interview questions and enhanced constructive feedback on the questions that generate
elements for further exploration. The choice of the interviewees was also based on data
accessibility, as Robert Yin argued, “that proximity to the source of data is valuable for
qualitative research”.? The interview questions were influenced by the findings of the literature
review and more importantly the research question. Two questions in the pilot study were
harmonised prior to the main interview as they were addressing the same issue, for example,
respondents were asked to discuss their innovative experiences in teaching design and also to
discuss a typical teaching experience that is socially-minded. The pilot study was only
undertaken in the first part of data collection (interviews of educators); however, the case study
inquiry was not piloted. The analysis of the pilot study created different narrative accounts of the
respondents’ experiences of how the design works and their understanding of negotiated

pedagogy with an emphasis on the design as the remits of the education of the architect.

2Yin, p. 92.
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Appendix B

Ba: Interview Protocol and Questions

The following interview protocols were designed to provide a detailed insight towards

organising and conducting semi-structured interviews at the 3 different stage of data

collection.

The first stage of data collection engages with architectural educators in the 3 regions

(Africa, Europe and America). The second stage of interviews followed the themes that

emerged from the first as a way to test how the claims made in first interview placed out

in 3 different projects which were tailored to follow the information emerging in the

interview and according to

B2: Interview schedule (Educators Interviews)

Recruiting educator-respondents who meet the criteria for selection by
understudying their profiles and engagements.

making initial contact with the respondents to affirm their availability

Scheduling appropriate time, date, and location for the interview with each
respondent

Structuring the interview question from the protocol as much as possible

B3: Prior to start of interview (General)
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Make available the research information sheet and consent form to the
respondents

Give a brief description of the structure of the research and a preliminary
introduction of the researcher to the respondents and vis versa.

Welcome any question from the information sheet regarding the research while
ensuring the information was well understood and in the case of any doubt.
Discuss a bit on how the interview would be conducted and obtain a permission to
record the conversation.

Check that all equipment and materials for the interviews are good order by

running a test.



Inform the respondents that the interview is an open-ended interaction with no fixed
pattern to responding to questions but rather an interactive session with freedom to

interrupt and explain further details if necessary.

B4: Educators interview questions

1. Please, can youdiscuss your approach to architectural education (in terms of the
innovative design model you have either developed or explore in your teaching)?

2. Does this model replace the normative design studio model or it complement it

and how?

What underpins your approach to teaching architectural design?

How do you frame what you do in terms of teaching and learning?

What pedagogy/ethos informs your research and practice?

o vop W

How does your teaching relate to your practice and research?
7. What barriers do you think are challenging this approach to learning and teaching

architectural design and how can these challenges be addressed?

Concluding question- Is there anything you would want to add, or ask further, prior to

the end of this interview?
Prompts

a. What motivates you towards adopting this approach to teaching?

b. How is this model of teaching architectural design assessed?

c. Discuss the academic structure of this model in terms of content, teaching style,
and the design process.

d. What skills do students and tutors bring into the learning/practice process?

e. How does this model fit into the curriculum of architectural education?
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Bs: Case Study interview questions for educators

1.0

2.0

3.0

4.0

5.0
6.0

7.0

8.0

9.0

What is the title of your design model?
What are your expectations both at the start and the end of this programme?
What underpins this approach to design pedagogy and practice?

What skills do you think students develop for future practice using this

pedagogical model?
Explain the content, teaching style, and design approach of this model?

How does this model sit within the structure of the University academic calendar

and the curriculum?

Who are the stakeholders in the model (the participants); and how are they
engagement in the project?

What kind of risk do you think this approach prepares student for in future
practice?

What are the possible challenges of this model?

Concluding question: What else do you want to add to all that you have said?

B6: Case study interview questions for students

1.0

2.0

3.0

4.0
5.0
6.0

7.0

9.0
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How did you generate your design brief from your discussion you're your client?
What were your design consideration and priorities in this project?

Can you briefly discuss with examples your reflective experiences engaging in this
project?

How did you engage with the users in the design process and design decision?

Can you discuss your role, that of the tutor and the clients in this project?

Can you discuss the learning outcomes and capacities you developed in this
project?

How has this new way of learning and working challenged your critical Can you

discuss how the use of these new pedagogical tools allowed you to address social
challenges in in this project?

What are the challenges of this approach to leaning and practice (both real and
simulated environment)?



10.0 What do you want to add to all that you have said thus far?

B7: Focus group interview questions for the Nigerian educators

1.

Which of these findings do you think that is capable of promoting the development of
negotiated pedagogy in Nigerian and how will the knowledge from the findings be
useful within the existing structure of the curriculum?

What other features, constraints, opportunities, and factors you think is critical to
developing a negotiated pedagogy that was not captured in the research?

What pedagogical considerations do you think are essential for the developing models
for teaching architectural design in Nigerian context?

What opportunities do you think are inherent in the findings that could play out in the
Nigerian architectural design education landscape?

What constraints do you think could inhibit transposing the key elements of the
research findings into the Nigerian design education?

. What theoretical underpinnings do you think are capable of influencing the

development of design pedagogy in the context of the Nigerian architectural
education?
What else do you want to add to all that you have said?

B8: Condition for recruiting focus group/workshop educator-participants
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a. A Participant must be and educator in Nigerian university with a minimum of 3
years teaching experience.

b. Participant whose research interest and scholarly writings/projects relates to
alternative pedagogy or some form of socially-minded approach to learning.

c. A participant should have shown desire and interest in alternative practice or ways
of knowing.

d. A participant should be an educator who has taught courses in the design studio
and have desire to seek out ways of producing knowledge from the margins.

e. A participant may include educator who is currently exploring traditional
architectural building and construction processes.

f. Oran educator who has interest in doing postcolonial related research projects.



Appendix B9
Survey questionnaire I- for practitioners, educators, and policy makers in
Nigeria
The questionnaire was designed for three specific purposes:
e To understand the challenges facing architectural education and practice in Nigeria.
e To understand what Nigeria needs in terms of pedagogy, architecture, and practice.
e To understand the needs of future practice drawn from pedagogy, practice, and the
government organ.

Research Title: Negotiated pedagogy: Instigating the acquisition and
development of skills for future practice in Nigeria

Several studies on architectural education in Nigeria have argued differently that architectural
education is at crossroad. The arguments accentuate the assertions that the curriculum have failed
to reflect the socio-cultural, economic, political, and ecological realities of the everyday life. Further
to this is the view that architecture practice in Nigeria have long been modelled after the British and
American curriculum, hence the core Nigerian identity and diverse cultural values expressed
through architecture are lost in translation.

This study calls for the re-positioning of the education and practice of architecture in Nigeria through
the development of pedagogies that advocate for more social forms of learning. The study aims at
instigating discussions about ways of developing pedagogy that equip students and future architects
with skills for practice.

Researcher: Nkemakonam Okofu - PhD student @ School of Architecture, University of Sheffield,
UK.

* Required

Details of respondent

1. Name of Respondent:

2.Sex *
Mark only one oval.
Age*
Female
15-20 20-25 25-30
e L) L) L]
Prefer not to sa
y 30—3SD 35-40 D 40—45D
Other:

45 - 50 D 50 — 55 D 55—60D
60 — 65 D 65— 70 D 70-75 D

3. Job title/name of firm:




4. Location:

5. Years of post-graduation experience: *

6. Respondent's consent to use data for research purposes * Check all that apply

Yes
No

Anonymised consent

Questions

7. 1. What do you think is the role of the architect in Nigeria?

8. 2. How do you define the kind of architecture currently produced in Nigeria?

9. What are the challenges of architecture practice in Nigeria?
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10. Who else do you think is performing this role beyond the architect within and outside the
built environment?

11. What is your definition of future practice in architecture?

12. What does Nigeria need to realise your envisaged "future practice"?

13. What do you want to see changed in the way we produce architecture?
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14. What do you think is the greatest problem to the advancement of architecture practice in
Nigeria?

15. What do you think Nigeria needs in terms of architecture, practice, and pedagogy in
order to create her own unique identity?

16. What type of skills do you think students need for architecture practice in Nigeria?

17. How do you think these skills can be achieved?

18. What do you think architectural education should do to best prepare student towards
addressing the needs of "future practice" through the way we produce architecture?

Powered by
E Google Forms
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Appendix B10: WORKSHOP

Workshop - Evaluating research findings in context — Educators and
Students.

Discussion with Nigerian educators and students
ltems/questions for discussion at the workshop

e What elements of the findings do you think are capable of influencing architectural
education in Nigeria?

e  What skills within the research findings do you think will students/educators need to
develop for future practice in Nigeria?

e Whatis the implication of these research findings to the future of architectural education
and practice in Nigeria?

e What potentials do the findings present towards repositioning the way students will learn
and be taught in future?

e What areas or issues do you think this research has not addressed but still remains crucial
for future practice in Nigeria?

e What challenges do you think are crucial for transposing the elements of the research
findings into Nigerian design education?
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Appendix B11: Survey Questionnaire Il - Evaluating research findings in context — Practitioners and
educators

Research Title: Negotiated pedagogy: Instigating the acquisition and
development of skills for future practice in Nigeria

Evaluating research findings in context

Dear sir/madam,
Following a previous mail consenting to take part in an on-going PhD research relating to architectural
education in Nigeria. | have attached below a document highlighting the findings of the research titled above.

Your role in this study is to respond to a short-structured survey questions that aim at understanding your views
about the implication of the research findings in Nigeria.

The outcome of this survey will explicate the understanding of how negotiated pedagogy could enable students
and future architects to acquire and develop capabilities and skills for future practice in Nigeria.

Please feel free to suggest the reasons for your choice and you can opt out of this study at any given time. Your

contribution will help in developing a pedagogy that is suitable for the Nigerian context. Thank you in advance
for your cooperation.

Researcher: Nkemakonam Okofu - PhD student @ School of Architecture, University of Sheffield, UK.

* Required

Details of respondent

1. Name of Respondent:

2.Sex *

Mark only one oval.

Female

Male

Prefer not to say 15-20 D 20-25 D 25-30 D
Others: 30-35 D 35-40 D 40-45 D

3. Job title/name of firm: 45 _ 50 D 50 — 55 D 55 — 60 D
60 — 65 D 65— 70 D 70-75 D
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4. Location:

5. Years of post-graduation experience: *

6. Respondent's consent to use data for research purposes *
Check all that apply.

Yes
No

Anonymised consent

Questions

1. Which elements of these research findings do you think are capable of instigating a
pedagogy for Nigeria and why?

2. Which of these skill-sets do you think are useful for future practice in Nigeria??

3. What do you think is not captured in the findings but are critical for the Nigerian
context?
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4. What are the possible barriers capable of challenging the acquisition of skills and
transposition of negotiated pedagogy in Nigeria?

5. What else do you want to add?

Powered by

a Google Forms
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APPENDIX C

Item A: Selected Educators’ Interview Transcripts

Transcript 1: Interview with Ashraf Salama

INTERVIEW TRANSCRIPT AEI002

INTERVIEWEE - (AS): ASHRAF SALAMA (A PROFESSOR OF
ARCHITECTURE, UNIVERSITY OF
STRATHCLYDE), GLASGOW, UK.

INTERVIEWER - (I): NP OKOFU

INTERVIEW SETTING: Interview was conducted over the
telephone at TIME AND DATE: 20:00 GMT, Friday May
22":2015.

(Start of Interview)

I: Hello, good evening Prof. Ashraf Salama, | am quite
delighted to have you on this platform | have read so
much about your work and contribution to Architectural
Education. Once you are ready we can get started.

AS: Yes, yes | am here.

I: Can you discuss your approach to Architectural

Education in general?

AS: Okay, two important things | would want to differentiate
between Architectural Education in general and design studio
teaching. Heh, probably you are recording Patrick right?

I: Yes | am recording.

AS: Alright, okay my approach in architectural education was
materialized through my involvements. First my PhD actually
my Masters degree it was master by research and then my PhD

1
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with Henry Sanoff in North Carolina. Then | was quite fortunate to
have the chance to develop two departments of architecture
from scratch. So the approach was evolving basically the main
thing is to achieve a balance between the skills and knowledge
that professional practice would require in whatever context. So
the idea of context is also critical. Being working in different
countries US, UK, Qatar, Saudi Arabia, Egypt all these countries
have unique aspects, so the idea of context is very important.
The approach to architectural education let’s say if you want to
develop a curriculum or if you wanna address contents related
issues. You should relate to the social, environmental, and
cultural context of a school of architecture or of a programme of
architecture. This is a general approach to architectural
education. One important thing also as | said is the balance
between forces that shape an architect. Then that's a general
approach then we can talk later depending on the questions
about the approach to design the approach to content in classes
or design studios.

I: Excellent, can you discuss your innovative approach to
architectural design?

AS: Approach to architectural design that's an important one. At
the personal level, as at the very personal level, it's process-
oriented, students oriented, and socially and culturally oriented.
So this is two-three important aspects. Process oriented, | don't
believe in making the process hidden or un-cleared to the
students. So it must be made clear upfront in any teaching
activities with the studio procedures or whether thesis within the
design studio or a project that is being delivered in the studio. So
the process aspect is really critical, yet am still talking about the
process. How to handle the process is also critical. Whether you
wanna introduce the programme or the briefs or you want
students to explore that brief or design statements and project
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requirements. In my view, it is really critical to give the students
enough chance early in their studies probably from the first year.
To be able to develop a brief because sometimes we oversimplify
the brief components of design learning. We assume that the
brief is basically a task in the hand of the design
studio tutor or instructor. Then the students should react to it, no
the brief is a critical component of the design studio. Because it
really simulates practice, students or architects achieve the pre-
brief with the clientele and client organisation. So it's really
important to have the brief as part of the design process. Now
not personalizing the brief is important so there should be a very
generic aspect of the design requirements. Then each student
will do a personalisation of the program a personalisation of the
brief re-interpretation of the brief as they develop the design
solutions. Again relating to the process once we talk about the
social and cultural issues. Then how to simulate different
architects’ role models this is a very important aspect | cannot
assume that. Let’s say life building projects or life projects as the
only good approach to architectural education. So the students
should go through multiple types of experiences one of them will
be life project another could be process oriented or simulating
clients and users in the design process. So these are two
important aspects related to the process and then how to
introduce client and user. So how to introduce clients and users
in the process is not necessarily bound to having an actual or real
project. Real project is important no doubt having a specific
context or a specific client or a specific program requirement. All
these are important aspects; these are not necessarily available
in every single design exercise. So it's really important to try to
innovate and find ways of bringing also the reality to the
classroom or to the studio. Yes we wanna go and investigate
reality, we wanna go and investigate social issues, but the
challenge is how to bring social issues to the learning setting of
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the studio. This is also important so when | said process-oriented.
Then socially and culturally oriented related to context and those
issues. The next layer should be students oriented when we say
students-centred. When we say okay, we have a programme; we
have a specific design assignment or a specific design project.
How to really structure the studio process in a way that supports
students learning. My specific approach is that | developed tools
and | developed tools for engagements. Sometimes this
engagement takes place between only two students and
sometimes it takes place between a group of 4 or 5. | also believe
in group work so the idea of group work is very critical. | know
the context of the UK a lot of people really refuse the idea of
group work because of the difficulty of assessment. Because of
the RIBA requirements but | have to say in reality nobody does a
project completely on his or her own. So not introducing this in
architectural education | will say it's a shortcoming or a defect
and | feel it's important to do it. Group work is critical learning
skills related to consensus collective decision making, creative
decision, and making design decision in groups. All these are
important aspects, of cause there are tools similar to
brainstorming sessions or selective session or whatever kind of
techniques we kind of introduce to architects' experiential or
inquiry based-learning. So basically this is my approach, process-
oriented, student-centred and socially and culturally focused you
can say.

I: That is interesting, what title or name do you call this
model or approach to teaching architectural design?

AS: Of cause live project is one way and another thing is trying to
bring social issues to the discussion. How do you bring social
issues into the studio if you don't have a real client in a project?
There has to be a way of introducing social and cultural issues in
the studio even if you don't have a real client you can still have a

4

41




hypothetical client. But in my view educators to the design
studios should go and seek further how to enable students to
develop a process by which they can react to. For example
specific social or cultural constraints, specific context or user’s
type-related factors, or aspects. These would take place through
tools related to active learning, experiential learning, group
discussions, and consensus decision making. So | would say |
wouldn't isolate the process from the social component. So once
you say there is a social or cultural component you want to
introduce in the studio. Then you have to have a structured
process with some tools that enable this type of learning about
social issues and how they apply towards the design project in
hand.

I: So what underpins this approach to teaching and
learning architectural design?

AS: Okay very good question. First of all when you go back to
what modernity has contributed and have created throughout the
past 40-50 years or more 100 years. | will say since the industrial
revolution up to maybe 20 years ago or 30 years ago. Modernity
and post-modernity were basically relying on the apprentice
model and with some variation and that apprentice model
contributed to the creation of the egoist architect. The architect
who says no- | give the people what | want. So when you look at
students attitudes, for example, all of them want to be or aspire
to be star-architects. We must overcome and challenge this role
of the architect. The way to challenge this role of the architect is
basically through this kind of approach. Whether life project or
community-based design learning or the approach | am trying to
describe in terms of process-oriented, culturally focused, and
student centred. So this is one aspect of the theory that
underpins this approach. You want to be able to introduce a
different architect’s role that is responsive to the contemporary
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needs and contemporary problems of societies. This is one
aspect, the other aspect of cause. The other way is to look at the
heh let me just think of; | mentioned about the multiple roles.
The types of roles we need to introduce in architecture and
design studio and this is one of them the facilitating role or the
advocate role. Students have to be able to play the advocacy and
the facilitating role. The advocacy and facilitating role can
happen, of cause live project, will enable this but there are other
approaches also. Through role play, design games and many
other tools and techniques that one can introduce in the studio.
So what underpins in order to answer your question more clearly
is the need for multiple roles that architect can play. That goes
beyond the egoist architect, or the pragmatist architect or the
star-architect. Basically so this is one you want to be able to
create community architect based on the fact that architecture
can be seen as a social art and as a social service also. So
basically this is how | see it as underpinning that approach.

I: That was quite interesting. So what is the theory
underpinning the above approach you just discussed?

AS: Critical pedagogy is important and is critical and | have
written and | tried to integrate it in various ways in my work. But
| just want to step back further a little bit and start to say okay
we need to overcome the negative aspect of contemporary
design studio pedagogy. There are many it's because of the too
much emphases on one architect's role model which is the egoist
or pragmatist. The other is trying to avoid the showing telling
mode of communication which doesn’t necessarily lead to
effective learning. For example, that idea of experience transfer
where you tell the student how to respond to a specific design
situation or a specific design problem is not the best way. Other
ways could happen through interdisciplinary thinking of cause
the hidden curriculum and critical pedagogy will be part of it. And

6
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also the idea of knowledge construction rather than knowledge
consumption. So basically you can look at the studio experience
and the studio experiment as a knowledge construction
experiment or experience. Because at the end of a studio process
or a project process in the studio there is a specific type of
knowledge developed and that type of knowledge is always
hidden and unclear. My approach is to make it as clear as
possible and basically to try to look at design as an exploratory
research process in terms of identification of design problems,
user types and the users’ needs. Then even the design solution
as also part of what can be seen as part of an exploratory
research. So looking at this is important. Okay, another
underpinning aspect is the left-side right-side discourse of
learning or human learning. Everybody says that the human
brain consists of two halves one half is responsible for analytical
or rational thinking. Another half or the second half is responsible
for imaginative creative, intuitive thinking. How to bring these
two together also underpins my approach to teaching, so that
left-left or right-right side of the brain is critical. | don't want to go
into too many theories because, that idea of psychological types
by Carl Gustav Young.

Because Young introduced 6 psychological types and call them
thinking perception extroversion and then feeling intuition and
introversion. | tried to map this; this is a theory of psychological
types. He was saying that human beings perform metal activities
meanly through these psychological types. As | said feeling,
intuition and introversion those three basically address the
emotional side of the human brain. Which is the right side that is
the imaginative intuitive then the other side is based on thinking
perception and extroversion. More rational more analytical these
two like the theory of psychological types go very well with the
left side of the brain right side of the brain. Whereas we call it
split brain learning they go very well together basically these are
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two important theories coming from Young. You can say
psychology of learning in addition to critical pedagogy. But | also
have to warn a little bit from critical pedagogy though am an
advocate of critical pedagogy and transformative pedagogy.
There’'s always a political dimension embedded in critical
pedagogy most people who talk too much about critical
pedagogy are politically oriented and basically socialist. It is
really important to be aware and to be careful about how critical
pedagogy is introduced. Because you end up advocating as a
specific group of people over all other groups when you adopt a
specific type of users. Let say the poor so again going back to a
different type of studios that need to be adopted in architectural
education. | will say yes critical pedagogy is important but it
doesn't have to be addressed in all the design studios. In some of
them as students get matured and as students understand the
nature of design problems and the nature of user types. It
doesn't mean that we cannot address it in early years we can but
we have to be really very careful. Because at the end you don’t
want to produce political architects, politically oriented
architects. Yes, political aspects are important but you don’t want
to overload architecture education with politics. This is my view
on this.

I: That was really well detailed. This leads me to the next
question, how has your teaching played out in your
practice or how is your teaching informing your practice
and vice versa?

AS: Okay, | must say that over the past 10 years or even more |
was a pure academic. But at the same time Patrick | was doing
consulting to different kinds of organisations, or ministries.
Government agencies or even aid agency (United States Agency
for International Development). But most of my consulting work
was basically research-based and was related to post-occupancy

8

45




evaluation reprogramming of existing facilities and strategic
facility planning. With the front as part of the design process and
to the end as part of the design process without doing the actual
design. So most of my experience is around this over the past
you can say 15 years or more. But | will treat the question the
other way around. | will say how does your consulting inform your
teaching, because this is very important it is very critical to think
of the practice, in the terms that practice should be linked to
research. The practice also is a research process; the idea that
you send to the client and identify the needs is a research
process. The idea of identifying problems and design constraints
and parameters is a research process or part of a research
process. So | rely heavily on the work of John Zeisel inquiry by
design I'm not sure if you're familiar with this. But it's really
important because the book is old 1981 but it's really very
focused on how design and research can be linked together this
is one aspect. In terms of informing, | will say definitely | have
something in hand that I'm doing as consulting. Typically it is
introduced in the studio in a way or another in a structured way.
My approach to research in terms of writing, clarity being free
of ambiguity all these aspects are informed in various ways in my
studios. | have not been teaching for the last couple of years but
| have been sitting on reviews and following up what’s
happening. So answering this question it is very critical they are
informed or they inform each other. | don't practice in a
traditional sense but | do practice as research work on
developing design guideline lines. Developing design parameters
for somebody else to take the design task for somebody or the
same person working in the design company or in the design
office or it could be somebody outside of the same company. |
was quite fortunate Patrick to work with a firm in the US,
specialised in the programming and post-occupancy evaluation.
So we had the chance to do strategic facility planning in the US

46




they call it advance planning or pre-design as an activity is very
important. We must realise that we are focusing too much on
architectural education with the notion that everybody should be
a good designer but this is not the case in reality. Not everybody
should be a good designer but everybody should play a part, a
good part of the design process. Some people are very very good
at dealing with a client you can involve them and capitalise on
their skills and problem definition, problem identification.
Interactive and hopefully visually with clients so this is one part
another part some people are very good at debating design
alternatives but not necessarily developing them. So how to
debate design alternatives is an important aspect too; that
comes from practice and can be integrated into the studio. So all
these aspects are informing my teaching in a way or the other
not necessarily every single time in a self-conscious way but it is
informing the design teaching. When you even structure the brief
or structure the design statement or the project statement and
so on.

I: Great stuff; so what skills do you think students and
tutors bring into the learning process and what skill do
students develop from it as well?

AS: Now we need to realise that there are different types of skills and
all of us know them. They are visual skills and there are visually
oriented students and there are verbal skills and verbally oriented
students. There are some students who are really very good in analysis
but not good in generating design alternatives. So the challenge is how
to develop a process in the studio by which you can address all types
of skills. Because we should not assume that everybody is excellent
designers or have exceptional visual and intellectual design skills.
Everybody is good at something, so trying to develop processes that
address multiple types of skills is important. Okay, what does the
process | tried to adopt all the time to bring to the student is basically a
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supportive process. That enables them to discover their skills as they
go through a project process. How they discover their skills by making
an explicit set of phases as part of the process in the studio. So
structuring the process that the students know that they are in
analytical mode. The student will know that they are in a synthesis
mode and the students will know that now we have a different bit and
pieces and how to put them together. Whether project statements,
client needs, whether site constraint whether of cause we are not
saying we want to develop a bad architecture that satisfies the clients.
We want to have high architecture but don't forget all other aspects
that we mentioned them know about so the skills will be critical
thinking skills, verbal presentation skills, negotiation skills group
discussion skills. Some students are very good in one to one but if you
put them in groups they cannot say anything, they are shy to say or
express their ideas and views in the group but how to overcome them

is

critical. | think it's critical to look at design skills in a more
comprehensive way. Yes, you need to have modern building
skills, visualization, but you need to have also verbal
presentation skills, self-criticism skills, and negotiation skill. All
these aspects are part of the practice that we try to simulate in
the design studio so we need to simulate and place emphasis on
these skills too.

I: You mentioned context, so what role(s) do contexts play
in developing a model for teaching Architectural Design?

AS: Okay, first of all, the nature of the students. Students have
different cultural and social economic backgrounds. Which again
sometimes we oversimplify and sometimes we deal with the
students as if they are coming from the universal background. So
students’ backgrounds in my view play an important part of
learning and of structuring the studio process. | will love to know
that | have in my studio if am teaching 15 students. | would like
to know whether they are coming from working class, from an
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affluent class, from a rich class, from a small big class. All these
aspects are important, so that's in terms of context at the level of
the students. Some students have never experienced talking in a
group or talking in front of a crowd. How to work around this and
how to integrate this as part of a studio process. So context is
critical, context is critical at the level of the student also the
context of the school of architecture itself. Where it is located in a
rural area or in a city or a city in the Global South, for example,
Africa, Middle East, and South-East Asia. Or whether it is located
in a «city and a well-developed context let's say
London, Edinburgh or something because the type of projects
also is mandated by the context sometimes. We have placed too
much emphasis on the context and | think it is really important to
balance contextual issues. | have seen schools of architecture
that has not address a single design project, a single design
assignment outside of their local context of the school. This is
good in a way but it is really bad in a different way or in another
way it is good because students become really aware of the
context they are likely to practice. But at the same time, they are
not exposed to other context which is a challenge also to try to
focus or try to introduce in the studio. So that's at the project
level, we have context at the student level the cultural, socio-
economic background of the student. Where they are coming
from, what type of the image and perceptions they bring to the
studio is important and there is a context at the project level
which the project context or the project site which another one.
So trying to balance contextual issues and look at different types
of wusers. Their cultural and socio-economic background is
important. Balancing students’ skill, social skills that they bring
to the studio as a result of the context in which they grew up or
as a result of the socio-economic background in which they live.
How to bring this into the studio is important because at the end
of the day these people are going to be professional architects.
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Influenced by initially the socio-economic and socio-cultural
backgrounds and secondly by the school of architecture they
receive their education. So balancing like to answer the question
in an actual balancing the context or contextual issues at the
level of the school and at the level of the project is very
important. Throughout the years of studies whether we are
talking about part one or part two or three years or five years.

I: What are the barriers that are challenging this
approach to learning and teaching Architecture Design?

AS: Okay, one challenge is that the perception of a colleague is
always when you bring design, the US, for example, they don't
wanna see analysis, they don't wanna see documentation of the
thought processes, they wanna see the design solution or the
majority. | wouldn't say everybody but the challenge is basically
the perception of what design is. Is it a process, is it a product or
both so, this is one challenge or barrier. The other barrier is that
students sometimes are not able to translate to make enough
effective links between different parts of the design studio
process. Sometimes they get stocked in one phase they cannot
move to the next as a result of restructuring the design into clear
phases. This is also another challenge, some students as | said
are very good in analysing but as they move and progress their
ideas; they seem to be incapable of doing this. So this is a
challenge also the gap, the potential gap that could happen
between different phases within the design studio in the process
represent a challenge. The perception of design is a challenge in
addition to the requirements of professional accreditation bodies
is also a challenge because sometimes you have descriptive
measures. Mandated by the accreditation bodies regardless of
where you are teaching whether in Nigeria or in Egypt, or in
Qatar, or the UK, or in America. So that the criteria and
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constraints mandated by the accreditation body sometimes limit
the implementation of this kind of model or the expansion of it.

I: Excellent one sir. One more thing, though | asked this
question before. Maybe | didn’t get the full details of your
response, so what name or title do you call this
approach/model?

AS: You can see it's a process-based-design teaching model. But
sometimes the naming is an issue because the social component
is not clear on the name. So | really don't know how to label it. |
wrote a paper in 2005 and it's called a processed based design
pedagogy, yeah basically this clearly describes my approach
although it has been evolving over the past 10 years but | will
say a process based design model. If you wanna add society or
community in it but | can send you the details, okay wait. | will
tell you here it is A User-Centred Process Based Design Teaching
Model.

I: Is there anything you feel you would like to add or ask
before we come to the end this interview?

AS: | just wanna add one thing, when you were asking me about
the theoretical underpinnings. | forgot to mention also that idea
of positivism and ant-positivism is two different philosophies that
can be simply explained. Though by saying anti-positivism
adopts the premise that architecture can be seen or design
solution can be seen in too many ways different ways. Not by one
or through one way that idea of pluralism. So it adopts positivism
is like a mathematical formula. There is one solution and good
thing, anti-positivism adopts the premise that there wide
varieties of interpretation. The reality can be interpreted in too
many different ways depending on people's socio-cultural
backgrounds. So try also as generic philosophies that underpin
design studio teaching in addition to split brain theory and the
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Carl Gustav Young psychological types. | would say positivism
and anti-positivism and how they are juxtaposed in the design
studio teaching. | wanna draw your attention Patrick, | have a
new book | don't know if you've seen it; it's called ‘Spatial Design
Education’ | will send you the link.

I: Yes | have seen the book now. The idea the book
presents quite agree with all you have been saying so far
and your position in your other publications as well.

AS: Thank you Patrick, so can | ask you who else you are

interviewing?

I: 1 have a list of interviewees drawn from
different geographical context ranging from Africa, UK,
US, and a bit of other outside this list but are simulating
some form of social agenda in design teaching that is
innovative in their own right.
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Transcript 2: Interview with Bridget Horner

INTERVIEW TRANSCRIPT AEIO011

INTERVIEWEE (BH): DR. BRIDGET HORNER (SENIOR LECTURER,
UNIVERSITY OF KWAZULU-NATA DURBAN),
SOUTH AFRICA.

INTERVIEWER (I): NP OKOFU

INTERVIEW SETTING: Interview was conducted over the
telephone.

TIME AND DATE: 07:00 hour GMT, Thursday June 4"
2015.

(Start of Interview)

I: Please can you discuss your approach to architectural
education in general?

BH: | need to give you a little of background. First, about myself,
and a bit of the context we are working in. | started lecturing full
time only about 2-3 years ago, | had only worked a part-time at the
University. When | started | was kind of keeping in, you know the
focus is never a full-time sort of thinking about education. | started
full time role in 2012 but 2013 was the first time | took over a
studio. So | was responsible for the year and | started to notice that
the students were disconnected from the people they designed for
and disconnected from the context they were designing in. But they
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seem to just want to design from best architecture and things that
look like star-architects’ work. But they were real; had no depth and
so | think that was where my interest for this sort of socially-minded
architecture sprang from. It's a kind of response to what | was
seeing and trying to find a way around it. How do you conscientize
students to be more sensitive to the people that they design for
and for the context that they are designing in? | think that's

probably the main set of thinking in terms of an approach.

I: Okay, so what's your view about architectural education
in terms of your own experience first as a student and as a
tutor?

BH: Hmmm, it was a long time ago. | think when we first started it
was also very much eh... | don't know what's like where you came
from but | always thought that we started on a silo. We were very
disconnected from first, architecture in the faculties just where they
are located and are completely from any other department at the
university and also our universities are not even in the city. They
are on the periphery, completely isolated from any happenings in
the city. So, we felt that we were trying to solve the world problems
from a distance and actually not knowing what the real issues are. |
think | felt the same way about Durban as well, also | started in Port
Elisabeth and when | came to Durban | also felt the same thing. It's
a university that sits up high on a hill. Very isolated and very much
silo teaching way. It's just architects teaching architecture students
there's no input from any other sort of related disciplines. So yea |
thought | have both instances (my education and teaching) in
Durban that are very much isolated and disconnected. Both from
other disciplines and the general society not knowing what kind of
issues that we will be dealing with when we actually leave
education facility. This is also seen, in the way students choose
projects and how they interact with each other in the studio as well.
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I: Excellent, that was brief and concise. Can you also
discuss your innovative approaches to design teaching
possibly from the one you have developed or adopted for
teaching architectural design?

BH: Okay, when | took over the year's coordinator in 2013 to this
year (2015) | noticed all those sort of things that | told you about
students being disconnected. | had a very strong relationship with a
colleague in Drama. There is a section of the drama they call the
planned theatre. They are very much on the ground, working with
communities. So they presented an idea to the community and
they get feedback that gives them a sense of what the real issues
in the communities are. It is not a polish production; the intention
is to get community engaged in discussing what goes on in where
they live. So myself and my colleague thought this will be an
interesting sort of technique to get students on the ground and
engage with society and also for them to really find out what the
real problems are. Not to just assume that they know what all the
issues are and this methodology is sort of provides a solution to
architecture. We understand the problems, and we've got to
provide the solution. The intention is like to get the community to
develop their own solutions. We have never been able to take them
to that far that the community develop their own solution. But we
sort of frame it that the community is essentially the students and
if we can get the students to understand a little bit more through
this method. What we did in 2013 was that we paired up a set of
students from drama with a group of say 10-15 architecture
students. They put up a street performance in the city and after the
street performance they will then ask the audience. What they felt
about the issues they were highlighting. If they felt it's a true
reflection of their experience of the city. For example, one of the
performances they put up was a story about a woman who got mad
and no one had actually helped her. There's a whole lot of series
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sort of dodgy characters and some of them were drunks after which
they kind of spoke to people. Part of the question was how are you
experiencing the city? And they got some really interesting
reactions from people. So | think it was very enlightening for them.
They've never understood that the people in the city are paying 10
rands/per night. Sleep on the floor on a mattress or that kind of
hardship that real people experience and this was a way for them
to give a little bit of themselves away. Not making themselves
vulnerable that people could talk to them on one on one base but
not sort of a clipboard asking sort of questions. They could have a
rare meaningful conversation with people on the city. So that was
the starting point, we were trying to bring participatory theatre
methodology into architecture.

I: 1 think that was really innovative in its own right, unique
and interesting to explore further. So what is the name or
title of this model/approach?

BH: [Laugh] | think what we did is sort of participatory theatre
methodology. It's really about learning from drama [...]. What's
interesting about participatory theatre it is similar to architecture
because they've got this kind of sleek side to it as expensive
performance. Where you pay and you have this kind of part theatre
that comes as a response from the community. They think it's
community issues and the same way kind of parallel to
architecture. You can either be very removed or (...) sort of sleek
thing or you can actually be well connected into the community. So
there are some interesting parallels in the approaches to the drama
discipline and architecture discipline. So that's where we found the
synergy between us. There are a few things that we still want to
develop further. For example, the community that we are dealing
with is the community of students, not the community beyond what
we think we found; because we found that this approach is
different. So unique from how the students have studied in their
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undergrad but they find it quite challenging to do. And it's that their
first reaction is oh no I'm not doing performance what do you think?
It's not what I'm trained to do. So it puts them off their comfort
zones completely, to begin with. So in that way, it is quite hard so, |
think in the next phase once we've got students more comfortable
with a set of different methodology. We can take it further to
actually see how the community can respond. But | think the
interesting part that has come out of it especially last year. This
year is still in the early days, last year in some of the architectural
response as one of the students designed an emergency shelter to
address the issue of xenophobia which I'm sure you've heard about.
In Durban, people would have come into this building and the
buildings will just short down and all of these people literary
thousands of people get accommodated in the building and are
safe. So the kind of projects that students were taking on wasn't
like libraries, museum, and galleries anymore. Because they had to
come up with the kind of responsive projects, to what they learnt
on the streets. One of the projects was an emergency shelter. Some
will be innovative accommodations that took into consideration
traders or immigrants that just came in and needed a temporary
place to stay for a short while. So there were some very innovative
set of ideas of how architecture could respond to a set of issues
that were happening on the ground.

I: Great, so what can you say underpins this approach or
model for delivering architectural design education
compared to your perception about architects trying to
solve a problem while sitting from a distance not
understanding what the situations were?

BH: Okay, the idea is that students can learn from each other. It's
not about an architect or educators having the right answers. We
don't have all the answers and it’s about being able to realise that
people on the ground know what they want and the architect can
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learn from. We don't have anyone having the answers, basically,
it's about learning from others.

I: What is the theoretical underpinning to this approach or
how do you situate this model within a body of knowledge?

BH: Miranda Young-Jahangeer who is a drama tutor and | wrote a
paper which is about to be published in the journal of architectural
education. Potentially the two key thinking behind the paper were.
The idea is that you are learning from others, from the
understanding of being live, learning in real context. Then the other
thing was learning from Paulo Freire’s work. The idea is that in
education we are not just filling students with contents; they are
actually coming up with their own content, their own ideas. They
can contribute to the whole education process, so that's also it.
We're not just it; we are not there to fill them. Then the third sort of
stream is that what happens in the studio is also a reflection of
what happens in life and a reflection of what happens outside the
studio. And it is being conscious of how you can address issues of
power, agency, and structure in the studio. What we did this year
and also last year was to see how we can reduce the power
hierarchy especially between myself as the educator and the
students. Obviously, it's quite difficult because students see you as
the person that gives them marks at the end of the day.

That's one of the key things we would like to do but it's quite
challenging to try and break those hierarchies and also make
students to be aware of how the issue of race, power, and social
class come into the classroom as well. Even though we want to see
everyone as homogeneous and equals and all those play out in the
studio as well.

I: Interesting, how has your teaching influenced your
practice or the other way round does your practice play any
role in influencing your teaching and also your research?
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BH: Hmm-mm [laugh] | am not so sure if you are familiar with my
practice: ‘space syntax’. A lotof the work | do is
essentially assisting architects to create better building better
urban design proposals. Have you heard about space syntax at all
Patrick?

I: yes | do, can you talk more about this form of practice?

BH: | mean | have never really thought about space syntax
methodology into the classroom. | think it's more than just the
thinking that there's a strong connection between space and
society. How our design influences the society and how society also
influences how we make spaces as well. So that's my kind of
thinking in a way, | have always thought about how the society
influence the way social and human spaces are created. But that
was only two years ago when | radically want to rethink how we
teach architecture. One was the responsibility of taking a year as a
coordinator. The other thinking behind my practice relates to how
students outputs were completely insensitive to the context they
were working in. The third thing was that | went on a writing course
that completely made me to think quite a lot about what | was
really doing in the studio. You know, sometimes you keep changing
like doing things and some point you put your head down and say
how? This is not right. You sometimes need to change. So it was a
bit of a change in my thinking that started happening through my
research and the realisation of what was happening in the studio
environment. Not feeling comfortable with students’ output. |
haven't done a huge amount of research and a bit frank it's
something called the 'critical friend' so myself and John a lecturer
had a frank conversation about how he thinks about architecture
and the connection with society. For me, having this conversation
kind of pushed the idea of what architecture is, what it could be.
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I: Oh lovely, how do your students feel about the education
they were receiving and how is it preparing them for future
practice?

BH: yeah, | think | agree with you, | think the key thing for me is
that no one has really challenged the way we teach. Whether
teaching in the sort of studio culture is the right approach. We kind
of accept this for many years as the way to teach architecture. And
I haven't found anywhere that it's challenged and | think some
people have tried to make some changes. But | think you really
need to be radical in sort of thinking about how we teach
architecture. | do agree with the view that there is a disconnect
between the studio teaching and how it feeds into practice. But |
think my take on this is that students don't know how to interact
with clients. They don't really understand what peoples' needs are
or even how to ask or what's the right question to ask. | think that
for me is quite challenging because students don't question what
they were given. So the lecturer will create the brief fulfil the
requirements of the brief which essentially just creating an
accommodation schedule. Building envelops and they think they
have responded maybe to the context. But they haven't really
challenged the content of the brief, they haven't really challenged
the accommodation schedule if it really fit in with what's being
required for. | think those things for me are missing a bit in terms of
the education system it’s almost just about now you know how to
design library. Okay figure out how to design a community centre
but you haven't considered all issues that must be involved. So
agree with the fact that it really doesn't prepare you in a way for
practice.

I: How is this model situated in the general curriculum
courses structure? Can you talk about the course content,
structure, and the delivery style?
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BH: What | do is that the students have a module called
Architectural Design and Urbanism that they do this semester, |
think | did sent you the brief?

I: Yes | received a brief from you through my email?

BH: So what the brief essentially speaks about is that they are
given a brief showing the site and certain components of the
projects. One of the components is the urban scale and the other
one is a medium scale and the third one is catalytic component.
And this year the street performance was a catalytic component
into what we call the large scale and the medium component. So
we're trying to put up in this catalytic project within the street
performance in the studio thinking. This year we did a little bit
different thing to what we did last year. Last year we did street
performance early into the year but this year we wanted to
introduce ‘making’, before the street performance. So it will carry
on a little bit further into the second semester. Either way, it
becomes integral to the actual architecture output that includes the
large scale project, we have chosen as an urban design proposal
and the medium scale to be a sort of mixed-used building, they can
decide what components of it. Then we also have history and
theory courses which they do in this semester as well and this year
| have combined history and theory because the intention is that in
2016 we will have history and theory as one module. So what I've
done is that | have thematically taught history and theory together.
There are specific set of themes such as: culture, consumption,
community and ah... [Laugh]. | have forgotten the fourth one.
Because we draw from an African perspective and from the
understanding of social networks and ideas about community. | also
used that sort of module as a way of conscientizing them about the
issues in South Africa. About designing within our cities about the
issues, about apartheid, we used all the information to understand
what happens in the design course. So there's more of an
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integrated approach between historical and theoretical side as well
as the practical side to the design studio.

I: Lovely! what skills do you think students bring into this
learning environment in terms of using this approach and
subsequently what skills do they acquire from it as well?

BH: Okay | think the students come with the thinking that they do not
know particularly too much. | think what's interesting for me is how the
fact that the outputs have varied in the last years. So when we first did
this in 2014 the class was very nice and congenial to change. So they
were a little hasty in the street performance but actually enjoyed it in the
end and it made them so excited about the opportunities that could come
from it. It made them realise how we do not need to be afraid of the
context with the people because they were right at the peak of the
Durban city which a lot of people do not go into. A lot of our students live
in the suburbs and they've never actually gone into the city centre, to
them, they were quite comfortable there. So the process did make them
confident about the city, about the space in which they were working in.
However, the class was very quiet. So it's very difficult to tell that they do
not contribute much to the class dynamics. | think when we went there
they were very good at helping one another and assisting one another. So
they developed their own kind of network to support one another and this
year's class was a bit different. This was where we started to realise that
this programme is so dependent on the kind of the class dynamics. This
class was very vocal a lot of internal antagonism between them very
competitive class, very individualistic. They really struggled to work
together as a team. So, we designed it in such a way that it wasn't just
the studio masters and the students discussing about their design but
everyone was part of the crit session. So we found out that the student
were antagonistic to each other. They were almost like wanting to have a
confrontation with the students that were been critiqued. But | think after
this kind of process they've been much more amenable to each
other. There was much more a sense of comradery afterwards and that
was essentially what this project was all about, trying to inculcate a sense
of community and teamwork in the class. In this year it was quite difficult
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because of the nature of the class. But last year, it really the approach
integrated the class together. So it's peculiar to the types of students.
This year’s class brought so much anxiety in the project maybe because
they were all unstable and were used to just designing buildings. Now
that they've been asked to engage with the community that they didn't
understand. On the site they didn't understand how to engage in the
urban design project, they didn't know anything about the process. So
that anxiety sort of heightened the confrontations they had in the class.
But what's interesting is that the class was vocal and they were prepared
to say how they felt about everything and not to let things go. | think that
was great, so they stood after themselves. | think it's important that the
students also don't get bullied by what the studio instructors wanted
them to do. They were prepared to discuss things and say what they felt,
you know uncomfortable about things. We did this one exercise with
them, they were asked to take a model apart and put it together. Each
student pulled the model apart and re-assembles them completely
differently and non-of them actually did like put what the previous
student did. They were very offended when | said to them your class has
no sense of community. You all are eventually individuals and | think from
that point on they started to realise how important it was to work
together you know to start working as a team. Instead of them always
pulling each other apart and that was how they started the year like that.
They slowly started to realise the idea of working together instead of the
solitary way of work.

I: Lovely, what barriers or obstacles do you think are
challenging this approach to teaching and learning
architectural design?

BH: | think there were two barriers. One is the class dynamics and
the other issue was that we tried to include a broader group of
people. We tried including dance and more people from the drama
department. We found that the more we tried to grow this beyond
myself and Miranda it became really difficult. Because in the
university environment people have their own sort of projects that
they are working on. Their own sort of drivers, so to get this beyond
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just two people that really have a similar view was quite difficult. So
I think that was one of the barriers - how to grow with the idea? It's
not just in one year and the idea of working together. The other
barrier | think was a personal one where you keep questioning and
wondering the nature of outcome as not tangible, it is clear that
this sort of performances is completely ephemeral. They are time-
based; therefore, the very short amount of time, the product may
seem inconsequential if you look at them as an architect. For
example, this year they worked on a footpath which basically
connects an informal statement to the city. There were two public
spaces that were just green triangles. Students occupied these
spaces and designed furniture, swing and sort of public amenities
for these places. But if you look at it you may say oh that's not sort
of amazing, maybe that's not considered architecture. So | think the
perception of people from outside that might say oh this is a waste
of time. Because what you see at the end of the day as product is
what people are after. It may not seem like amazing but it's not
about the product the whole thing was really about the process and
how it changes the student's thinking about what their role as an
architect is. | think that's key but how you get that message across
to the bigger audience is quite difficult and I'm finding that quite
challenging.

I: What valuable key features do you want to inculcate into

your students using this model?

BH: We want students to begin with the understanding that
architecture is not only about building. As one of them said oh now |
realised that people are actually important, | couldn't stop laughing
when she told me that. | also heard some students say ‘I wanna just
work on social projects’. | have realised that social housing is so
important and | never really considered how important it is to work
in communities. A few of my students within the time of module

said we have realised it is not just about designing houses and
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offices, and parks. It's actually about creating meaningful spaces
for people. | think that's really it for me, | think architecture is more
than just designing things it's really about thinking, it is about
communities, It's about creating a great environment for people, it
doesn't matter what race or colour, grade, economic group
whatever. The first group of students that we taught last year, a lot
of them that have gone into the 5th - MArch doing their thesis.
They are really doing some exciting projects that are very much
community-based projects. For me students are now thinking what
their roles can be as architects and how they can contribute to the
society. So | think that for me will be the key thing and not to wait
for projects to come to you. | think as an architect people can
actually afford to look up to you as elite, it is an elite profession. If
we can start thinking a little bit different about how we practice and
how we get clients. | think that will also open up a whole new world
for the profession.

I: Excellent, How is your model structured into the general
curriculum of Architectural Education at your University?

BH: | think that's another challenge that you can call a barrier. We
have obviously a three-year undergrad and students are taught
exactly like that they are taught through briefs. A sort of studio
method where a brief is given to students and are expected to
design a building. When they get into the 4" year they are faced
with a completely new set of approach and | think that makes it a
bit difficult for them, there is no continuity. Because it's something
that just happens in the 4th year it’s not carried into undergraduate
level and | think this is a barrier. It is something that myself and
Moranda put in place in architecture and I'm not so sure how easily
it can be sorted into the undergrad. | think that's one of the barriers
which need to be integrated into other studio levels in order to
make impact in the students’ lives.
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I: Is there anything you feel you would like to add or ask,
before the end of this interview?

BH: Yeah, | mean it's quite difficult to do things differently and it's
very easy to do things how it's always been done. | think that's the
challenge that I'm finding how to really integrate this approach into
the entire curriculum such that it becomes very much an approach
that students can develop further on. The kind of experiences you
have is so meaningful. | mean when we were doing the debate with
students this year after the street performance one of the students
said a guy who recognised them at the site came to them when
they were pulling the street installation down. Then he said are you
guys taking all these away, are you not gonna leave it, we really
like having you here. | think that was touching and those sort of
little experiences that students have by connecting to people in the
area drive us. Because the students left those meaningful
experiences. Another is there's a school just up the road from
where we were working and then with the students, we were going
to design the front of the mixed-used building right next to the
school and | went to visit the school principal. When we did the
street performance we all dressed in the same outfit, we all had
black T-shirts called ‘street performance’. When the principal saw
our students she quickly asked oh were you part of that street
performance group? Obviously, we didn't know she was among the
people that have walked passed where we had the performance.
The fact that she recognised the students means that they can
have a conversation with you without those normal barriers that
you have when you just meet someone for the first time which is
awkward. It kind of broke down all those sorts of barriers but
because there's a familiarity between you and this person. Because
they recognised you were trying to positively communicate. | think
for me that was really meaningful and a driver to what we do.
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I: Thank you very much for your time and interest | will
really keep you posted as the research progresses and hope
also in future will be able to grant me audience when next |
call on you possibly to clarify any of the things we've
discussed thus far.

HB: No problems I'm just curious how you are finding people, how
did you come across Jhono for example?

I: Yeah, Jhono Bennett | think he's been publishing a lot of
socially-engaged stuff online and more importantly, my
supervisor (Tatjana Schneider) knows Jhono and they
planning to do a collaborative project togther.

HB: It's amazing you are going to have a large body of network |
will try and feed into that network [laugh].
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INTERVIEW TRANSCRIPT AEI007

INTERVIEWEE - (GG): GARRET GANTNER (ARCHITECTURE AND
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INTERVIEWER - (I): NP OKOFU

INTERVIEW SETTING: Interview was conducted over the
telephone at

TIME AND DATE: 09:00 AM Tuesday June 2" 2015.

(Start of Interview)

I: Please can you discuss your approach to architectural
education in general?

GG: Well that's a complicated question; in general | would say
the role of educational institutions is not so much to provide
training but to provide education in terms of critical thinking. |
think there's a great distinction to be made between the two and
there's often a conflict between that approaches. The
accreditation bodies who want to see a certain level of technical
precision and the ability for architects to become registered
within the kind of legal system upon graduation or thereafter.
Well that | believe has good intentions and | think sometimes it's
problematic because it places a lot of emphases on a kind of
professional and technical training. As if you are preparing people
only to plug into offices and do the kind of work that was needed
5 years ago, 10 years ago when this sometimes even 20, 40 and
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50 years ago when the systems were set up. The problem with
that is that you are perpetuating the system which has a lot of
limitations rather than trying to prepare people to shape the
profession. To create work for themselves that may not currently
exist and | do think a lot of that as the world wakes up to the fact
that design is a way to potentially solve a lot of issues. That we
been trying to solve through technology over many many years.
But there's a huge social impact where architecture and
urbanism are not one or the other explicitly and exclusively but
some combination of the two. To play in this because in the end it
deals with human habitation and of cause there are lots of
different ways one could approach. But | think starting with the
foundation that questions what the limitations and the
boundaries of the disciplines are beneficial. One that gets people
to think that there's not a correct or incorrect ways to do things is
beneficial. One that tries to get people to cross disciplinary
boundaries and at least explores if not become exploit. At least
explore the relationship between architecture and other
disciplines urbanism, ecology, sociology and at least be able to
understand what it is that that they are dealing with. | will say
that’s kind of a general statement and that plays out in different
ways. | could talk a little bit about how we did that in Kigali if you
are interested but that's a general statement | guess that's where
i would go. | think as background it's important to note the
context in which these things are working a lot of the schools of
architecture in a number of sub-Saharan African countries were
developed, the more established ones were developed during the
colonial period and they were formed by Europeans whether it
was the British or the French or the Portuguese. They were
formed by Europeans and they started teaching a model that was
en-vogue in the European universities in the 1950s and early
1960s and the way that model was adapted in Sub-Saharan
Africa was basically to train people as bureaucrats because the
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colonial models of how territory was administered was very
centrally controlled and was very much administered by the
state. That model persisted after a lot of these countries gained
independence because of the role of the state to try to play the
same role with or without the same level of resources. Perhaps in
the last 10 years or so in which they have realized that the model
doesn't work particularly well because the way that architect
practice today is not that you get a degree you out work for
some sort of public administration and you design buildings. It's
a very different kind of practice; it's much more entrepreneurial
kind of practice today. It's a much more interdisciplinary kind of
practice today and the educational models by and large have not
adapted very well to make that adjustment. So there's still in a
lot of schools a history that comes with a lot of baggage and
institutions are always slow to adapt that's the nature of big
institutions. | think a lot of schools are very much behind the
game, it's actually the students who are much farther ahead than
the instructors [laugh] in some case. When | was in Kigali of
cause we didn't have all of that baggage because the school
didn't exist when we started. It was the first degree programme
in the country, we were not yet accredited by any professional
bodies because the school didn't exist. We can get accreditation
until we start graduating students, so there was an ability to
adjust. If something was identified as was not we could adjust it
immediately rather than wait for 5 years to go through the
accreditation process and re-accreditation. It was a very
international young and dynamic group of faculty who were
interested in this project of how you shape a school about this
relevant to the context. | can summarize these things very neatly
but | shouldn't forget to say that the process of doing this was
actually quite messy. It wasn't as organised as | am about to
make it sound. But the first and primary role that we tried to play
was to get students coming out of the rather poor secondary
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education system in which they basically taught how to copy
notes from the chalk board into their notes and copy that unto a
quiz and copy that unto an exam. To get them out of these
modes of thinking that the knowledge is going to be delivered to
them by their instructors but that they actually have to seek it
out. Which | guess is a way of saying that critical thinking skills
were the number one priority and of cause that's one thing that
architecture is quite good at. Because you have to do your own
project, you have to do your own work, you can't just have a
studio critic draw drawings for you. So there's a certain
advantage to architecture as a whole in that regard, but we tried
to get that into as many classes as possible. The important
aspect of that was building up writing skills of the students. You
can, am not sure if you are familiar with Rwanda in general but
about 10-15 years ago they tried to change from a Francophone
education to Anglophone African education. Which means that at
the time that this programme was starting it was basically
Rwandans who 90% of them speak Rwanda; there was no need
for a European language as a unifying language. At that time
there was a bit of a joke that Rwanda has the worst French and
Francophone African and the worst English and Anglophone
Africa because they were on the half way in between. The level of
the English which is language of the university that the students
had coming in was quite poor and the ability to write was really
abysmal | would say. Because it is not something that had ever
being taught before. So we looked at how we built those writing
skills and critical thinking skills throughout the entire five year
curriculum. Starting with history of architecture classes and they
be required to do again specifically short responds. Through
quizzes about the content and that got rapped up to a kind of
one page memo which was sort of a reflection on what they were
learning and not so much about regurgitating information. But
about trying to understand why they are learning at all. What
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they might be able to apply from it. That will get rapped up into
short essays which eventually get rapped up into a long and
longer essay until you get to a thesis where actually they are
producing a book that is theoretical treaty that it's also an
architectural design project. Similar things in the studios of the
studio projects had very specific topics that had specific goals
and the goals by and large came out of looking at the context
within Rwanda and East Africa in general. Trying to understand
what | will call initiatives and inevitable. Initiatives being what are
the policy drivers behind the way the country is developing at
least the ones that we agree with. What within architecture will
be those and some of those are urbanisation policies and
initiatives some of them are the transition from subsistence
agriculture based economy to the desire to have a green
economy. There's a lot of forward thinking in the Rwanda
government about what they should be doing. But then these
policies tend to be pieces of paper that are on the shelf because
nobody had to implement them. So we looked at things like the
strategy for green growth and climate change and asked how we
produce an architect who can actually contribute to growth
ambition. Out of that some of the kind of ecological and material
based sustainability and the driving on the local material. As a
way of developing a building industry which really didn't exist in
Rwanda was one of the things that kind of prevailed the
curriculum. Then there were certain things that are inevitable.
The urbanization of the country is inevitable that's in East Africa
and most of Africa as a whole and we kind of saw that as
something that is going to happen and the choice desire that
they do it badly or do it well. In other to do it well you need
professionals who have the ability to do that. Although we were
training architects not even urban planners and there was a very
heavy urban emphasis on the programme so they did have an
introductory urban planning class. They had urban design course,
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they had two studios that had a very heavy urban focus.
Basically the sequence of studio was in the first year it's really
just about space making and trying to understand the bases of
architecture. Then in the second year it continued a little bit with
that then goes into some of the social aspects and they give very
public projects and then asked to find a way that users make
engaged. They went out of the classrooms and were asking
people how they might interact with something that they were
designing. In the third year the projects were stepping up in
scale. One was some sort of institutional project was usually a
housing project which has varying level of scales at the master
plan scale. The building scale, and the unit scale and the second
semester in the third year was much of a travelling studio which
the point was to get them as far away from Kigali to place as
different from Kigali as we could possibly pay for a few thousand
dollar on a bus. That took them to Nairobi and Mombasa one year
and to Darel-Salam and Zanzibar the following two years. The
travelling studios is really about engaging with cultures and what
it is to design in a culture and a climate that is different from
what they are used to and so as to open their eyes that nothing
is necessarily standard. That you have to actually seek these
things out so it’s about getting them out of their comfort zone.
The forth year was really very urban in character; there was one
that was kind of ecological urbanism studio which based on the
water management systems in Kigali. Which was a hilly city and
there is a huge potentials for the valleys which are basically what
we want them to be purifiers of water and preserve the water
supply for the city. So the studio often looked at development,
what an appropriate development is around the edges of those
wet lands and how you can create an infrastructure and building
intervention that is ecologically appropriate in that context. Then
second semester forth year was a participatory design studio and
they will go out into a community in an informal settlement. They
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go through a process of engaging with the community to identify
needs and to then propose solutions to those needs. Again on a
large scale, and master planning scale but then specific building
interventions. It's a five year programme and the fifth year was
the theses year that kind of combined everything into one. A lot
of these studios were developed with this specific purpose
because those were the things we found very relevant to the
context. The method of doing them to this time possible we were
trying to get them off campus. So that they are not isolated in
those kind of theoretical academic space but they are actually
engaging directly with the issues around them. That was also a
way of producing a body of research by the institution that
doesn't have the resources for research that's much more
established in Universities in Europe, US and more developed
countries have. The library is just pretty useless at Kigali if you
can't do an academic kind of research through the kind of book
research and desk top research in literature. The only way you
can do any viable research is to do field research because it
doesn't cost any thin, it doesn't require a lot of resources. It just
requires individuals to have kind of open eyes and open ears.
Okay | mean that's a pretty long summary already maybe | will
stop and then see if you have more questions.

I: Excellent. Do you have a name or title for this
innovative model you have employed in the different
stages in architectural education in Rwanda?

GG: No | don't have a title for it, perhaps | should develop one.
Yea | could give that a thought and get back to you. | think
another thing that's important to know about this is that over
time we made a number of adjustments since we had the ability
to do it. This is something that better established institutions
have problems doing because once you've been accredited by
the common wealth association of architects or whoever your
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accrediting bodies are. They expect you to run that programme
for 5 years until you have an opportunity to really reform it on a
massive scale. Again we didn't have those limitations yet
because they haven't accredited school and haven't graduated
anyone. So we were able to make pretty big changes along the
way and some of the changes that we did we took the kind of
sustainability lecture course which was not a technical course.
But a framing of how one might approach the thinking behind
sustainability that can then be acquired in the studios. We took
that and moved it forward in the curriculum to the earlier years
so that it could be tested in a longer sequence of studios. We also
changed the way that the history classes were delivered because
we noticed rather poor performance by the students in some of
the history courses. Even though that we were teaching at global
history, obviously there's a limited documentation of history of
architecture that is specific to Africa and especially specific to
East and Central Africa. We did something that very few schools
do but it's actually quite obvious. We asked the students what's
going on here why is it that people are not engaged in this
course and the students gave us a very intelligent answer. They
said we don't just understand why it is relevant we're studying
history but it’s also history from somewhere else from some
other time and we don't see how it applies to us today. So we
took that, which | suspected something that occurs in a lot of
schools all over the world and of cause nobody has ever taken
their time to actually ask students what they thought about it.
We took that feedback and we changed the way that we
delivered the history courses so rather than being a timeline of
history. There were 3 semesters of history, so rather than starting
from something all and then move to something someone else
taught modern and another course and modern architecture
history. We structured each course around a theme that has led
to architecture movement over time, for the first one was
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advancement in technology. We were looking at how
advancement in technology has spurred architecture movement
and shift in architectural thinking from Ancient time all the way
up to the present. We will ask them how this might apply to them
today because there is still advancement in technology. There are
still new forms of architecture coming out because of the
technological advances and it was a way of directly linking
something that may have happened 4000 years ago to
something that's happening today in any society. Because it's
still the same sets of issues, it's just that the responses are
different. Similarly the second course was structured around
social and political movements in architecture as a responds to
certain conditions or a kind of Utopian vision or something that's
a product of a very specific political and social context. Again this
is something that students can engage with today even if there
are no examples from the history of architecture in Rwanda that
shows how Rwandan architecture has responded to a particular
social context. It's easier for students to understand that when
they look at these examples from Europe or North Africa or India
or China or the US or where ever it's from. That when there's a
response created for certain social conditions or certain political
conditions, that there are also particular social and political
conditions within Rwanda. So what might that response be in
Rwanda, so the history course that we've is like setting a
question rather than delivering a survey of information. The 3rd
one which was a little bit more abstract which was about this
kind of philosophy of beauty and the way that has changed over
time and whether beauty is something that can distilled in a
certain principles or whether is something that's developed
locally because of some kind of cultural conditions and we looked
at movement of architecture that were really just about creating
beauty over time and then again questioning what does that
mean in Rwanda. What is Rwandan's perception of beauty and
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despite making that change and how they content was delivered.
It maybe all the same buildings and the same slides that were
shown previously but the way it was organised is different. As
just making that change within one year we saw more responds
from the next group of students. They wrote much better essays,
they were much more engaged the attendance was higher and
they gave much better feedback on the course. So | think
sometime it's just about trying to understand what the issues are
rather than trying to fix things at high level. As faculty members
will say this doesn't work let's try something else. They then
punish the students if they don't do it right. There's a real lack of
engagements with students themselves and actually getting the
feedback that's really quite simple but quite valuable as well.

I: What underpins this approach to architectural
education in Rwanda beyond the fact that it was the first
of its kind and the consciousness of the context as you
said earlier?

GG: | think it's just the belief that there's a lot more to the
discipline of architecture than the glossy magazines would
suggest. That this is not just an aesthetic discipline but it is a
transcending discipline that is really difficult to define that one
day you might be an anthropologist, the next day you might be a
historian and the next day you might be an ecologist, and next
day you might be an artist. The whole of architecture is all of
those things and in order to really encompass all of it, you have
to approach an education that speaks to all of it. That is not just
about the product but it's also about the process and about the
level of critical engagement with particular issues that makes the
discipline more relevant to the society as a whole. | mean if you
ask ordinary person of the street whether or not they think
architects are necessary for the society to function well. I'm not
sure how many people will say yes maybe 30%, 20%, or 40% |
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doubt that's the majority. If you ask the same questions about
say about teachers or doctors of cause everyone will say yes the
society needs doctors, teachers. So what's the difference
between architecture and those other professions? | think the
difference is the self-inflicted wound and that we have created
architecture or the image of architecture as something
that's ostentatious luxury. That it's relevance is through very high
budget projects kind of very glamorous kind of noticeable iconic
building. If that's the only value that we can assign to
architecture then we actually limit its value in society as a whole.
In the context of developing countries where the resources to do
those kind of iconic projects are scarce. When they do exist they
usually exist because someone with him the public realm, close
to the public realm has actually embezzled money from the tax
payers. In that kind of context what's the point in developing a
discipline that only values that kind of iconic ostentatious
luxurious glamorous status. It limits the work that we do to
something very simplistic when the work that we do could
actually be complex and very relevant. Even the society that at
present might believe that architecture is beyond reach because
it's not just affordable. But if we can demonstrate the value that
architecture has follows ecological values, economic value,
developmental or educational value. In addition to the fact that
we produce building then it doesn't seem like such an extra
ordinary expense and by doing so you can expand
the clientele for architecture on quite a massive scale.

I: How has your teaching influenced your practice or vice
versa?

GG: | think both influence each other. One of the things that was
so much unique about my experience in Rwanda was that | was
also practicing. | worked for an organisation called Mass Design
Group I'm not sure if you've heard of them they've been doing a
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lot of practice recently and they have a very similar approach.
The question is what is the social impact of architecture? So i was
able to be teaching of some things that I'm currently practicing
and that's not unusual in architecture but | do think it’s unusable
in this particular kind of architecture. So that was an enormous
benefit and it would have been difficult to teach without also
having one's foot in practice because the kind of issues that we
deal with informs the way that you approach a project informs
your teaching. | think the amount gained from practice was
probably more applicable to teaching and what was gained in
teaching is slightly less applicable to practice. But | do think that
there are some overlaps there because the kind of knowledge
that one gains from engaging in a particular context. Getting a
studio that is highly specific to a place gives a body of research
about that place which can then be applied to practice.

I: You spoke so much about context and how it influenced
the kind of model you developed for Rwanda. What is
the major consideration adopting this model in a
different context?

GG: | think the model is applicable in many different contexts.
The specific content within the model is probably somewhat
unique to every place so, in Nigeria for example the set of issues
that you are dealing with is different. Therefore the responds will
be different but the underlying idea that you create an
educational system that respond to the needs of the society
rather than responding to the needs of the individual designer's
ego is a core principle. | think core principle is applicable
anywhere in the world but the difficult thing is defining what your
context is. In Rwanda it was easier because it was the only
school in the country and it was the first and only degree
programme in the country. There is a very small group of
architects and very big need for people in this profession. So we
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could note very quickly of the context within Rwanda. When you
get to a school that is very much globally focus or even more
regionally focused. The context expands you know it's' easy to
define the Rwandan context because it's a small country with a
well organised authoritarian political structure. It has a set of
issues that is fairly common throughout the country that is not
common outside of the country. So it's easy to identify something
very specific, | will expect a place like Nigeria will be much more
difficult to identify exactly what the context is. I'm sure you could
form an entire education just around the context of Lagos
because it's so big and so complex and has so many issues
around the built environment that people might engage with. But
then that’s one city, so to make it relevant for the country as a
whole you have to expand that context. To make it relevant for
let's say West Africa you have to expand that context. Again to
make it relevant for the entire continent or the entire developing
world you have to expand the context again. | think the most
difficult part is not how to figure out how to apply a model like
this to a context. It's actually specifying what the context is and
is what every institution answer before they even begin to
develop something like this.

I: What barrier(s) do you think are challenging this
approach to teaching architectural design?

GG: The potential barriers are many and the extents to which
each one exist vary from institution to institution. The first
potential barriers are the staff themselves especially at very well
established universities and particularly people who has been
teaching for quite a long time. Because it takes a lot of efforts to
reshape the way that you teach and do it continually to reshape
from year to year. To always improve and you know staff helps
workload of teaching and research and often in architecture staff
also run professional practices as well. There's no lot of time to
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do this, but it takes a real motivation and sometimes you get
people who have well established positions at the university who
have very senior positions that they earned through research
that did 20 years ago. The question of what they did 20 years
ago is still relevant today never enter into the conversation. So
there's sometimes we require much staff to go through this
process because it's a cumbersome process. It takes a lot of
effort and sometimes you get egos involved and people can say
look you know I'm a senior professor I've done all done all these
body of research I've published this that and that. | have been in
professional practice for 30 years who are you to tell me that |
need to change the way that I'm doing things that is one barrier.
Another is administrative and this is the one that's most difficult
to control by people looking to shape this kind of education.
Because in schools of architecture usually exist within a
university and university have administrative structures. They
have procedures the larger the institution gets the harder it is to
change things. I'm not sure if you are familiar with how these
things work in the universities but anytime you change a
curriculum. It usually has to go through the academic senate
which is not just the people who are in the discipline but it's
made up of people from all the disciplines of the university.
Whether it's a faculty or school depending how it's structured
and you know those things take enormous amount of time and
you are not guaranteed to get result. Sometimes the approvals
are subject to consultation or approval with the national or
international accreditation bodies. The accreditations bodies are
stereotyping here are usually run by old privileged men. In my
personal experience all these old privileged men are the least to
engage in some kind of adaptation. If you just look internationally
like in the UK and Nigeria even in Rwanda and here in South
Africa people are trying to get accreditation from common wealth
of architects but if you look at their requirements they are quite
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good and quite flexible. | think the international accreditation
body will be happy to see some of these types of changes. If you
look at the national bodies Rwanda didn't have one so that's why
we have freedom to do this but here in South Africa there's one
and again it's run by old privileged men. Then in South Africa is
run by old privileged white men who have for most of their lives
because of the political history of South Africa then
completely separated from the issues of 80-90% of the society.
The idea that you can to shape an education that starts to
engage with this it's a very difficult process, its difficult
explanation that they go through and difficult to buy into it. So |
think the accreditation bodies at the national level are often a
great impediment because schools are afraid of losing their
accreditation. They afraid of being too experimental, because
they are afraid of the responds from the accreditation bodies.
The accreditation bodies are often just looking for students who
come from another school that they can plug into their office and
do or do Photoshop or do revits or draw technical details. | think
there's always this fundamental conflict between academia and
the professional ones people that they can plug into their offices
just ready to go. Academia want to produce people who can think
through a degree but still have lots to learn in 20 years from now
will take leadership in the profession and those two goals are not
always aligned. The accreditation bodies can't really stop
complaining about the fact that you are teaching them all these
theoretical ideas. You are teaching them all these nice things but
they don't know how to do a window details and therefore I'm not
going to hire any of your graduates. You know you get this kind of
very mundane conversation but my philosophy around that is
that educational institution has a role to providing education and
not technical training. If the profession needs an additional level
of technical training then the profession will be responsible to
providing that additional technical training. That's my stand but
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that stand you can imagine doesn't always go well if presented to
well established design firms and accrediting bodies.

I: How do you assess the performances of the students
using this approach that has different layers of input
from the students?

GG: It's difficult to speak about assessment as a whole because
you know it's kind of specific to the project and courses that
students take but | can try to summarize. There are a number of
principles around the assessment; the first thing that i think is
important is to be transparent about where the student’s marks
are coming from. | went to school in the US in America |
remember that when | was in school | never get anything order
than A letter grade at the end of the project. There's no
explanation, there's no breakdown as much as well the marks are
coming from and we just accepted because it seems normal. Now
that am on the educational side | think that's really unfair to
students because when you deign a curriculum around this kind
of holistic approach to architecture it has multiple facet.
Somebody might produce a really beautiful building but that is
totally inappropriate for that context and then the more
transparent you are about how that get assessed the students
can see that my mark was very high. For the conceptual design
component of the project or my mark was very low for its
specificity to the context. That's a kind of simplistic example but
that transparency of how the assessment takes place allows the
students to know what's expected of them. Secondly it allows
any discussion around the assessment to be much focused where
the successes and where the failures were rather than just pick
on a general conversation. Well this was really not as good as
that and that project wasn't A grade and end on B class it all
seem that arbitrary as to where these things came from. The
assessment needs to be structured vertically throughout the
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curriculum over time and say if you take the example that | gave
about building up a writing skills. As the students do series of
courses over time, the first time you do that the assessment
should more about the kind of big ideas, conceptual ideas and
this i suppose the studios as well and not so much about the
resolution or the precision of that because you need to
encourage experimentation and not punish students in the early
years taking the initiatives to try something to experiment
something and getting the result that wasn't quite resolved or
didn't quite work. As soon as you start to punish students for not
resolving things completely in their early years. You encourage
them to just do what the instructors tells them to do or to just
copy the work of someone they think is doing well and that's not
very good incentives. Every time that you need to transition
more to very specific resolution precision technical ability. So |
will say in the first year of architectural education most of your
marks should be coming from the exploration on the process, a
kind of experimentation and the expression of ideas and a
smaller proportion comes from how well these ideas were
implemented. They maybe half way through in education those
sort of balance out towards the end of the education. Your marks
are coming much more from a resolution, precision, and the
technical ability if it’'s a writing assignment the quality of the
writing. The way the argument is structured and less so from the
underline conceptual ideas. It's a way of encouraging some level
of investigation in the beginning by making it understood
overtime that doing investigation is not enough you have to
produce a result that actually works. I'm not sure really if that's
what your question was about that's how | can frame it generally
without bringing the specifics of one course or the other course.
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I: What skills do you think students bring into this
learning environment using this approach and what
kind of skills do they acquire for practice?

GG: In terms of skills that students bring. | think it depends on
the breakdown of the students body to some extent it will be just
having a specific kind of knowledge about a specific kind of
context. Because everyone grew up somewhere and they have a
kind of bases they assume is normal. Perhaps some have more
exposure and understanding that there's a difference between a
different kinds of context. But that actually is a very valuable skill
as long as you are able to get them to realize that what they are
familiar with may or may not be normal. But it's certainly not
something that is standard everywhere that it is something very
specific to a place. That allows them to think what is it about this
place that is specific kind of you know they can bring some of
those issues to the table. What they gain out of it maybe it will
be better to talk a few weeks from now because I'm going to
Kigali next week and one of the things I'm doing there is
interviewing some of my former students who have been out in
the profession for one or two years now after graduating. Trying
to find out what they are up to and how they see this shaping of
the profession all the time. So | don't know, but there haven't
being a lot of time that the school has been graduating people so
| don't think yes there's a critical mass of people trending this
way to have a huge visible impact at least not on the surface.
Perhaps under the surface there's something going on am not
sure but I'm hoping to find out. | think something they take out of
it is that there's a greater understanding of how they might be
able to contribute to something that's uniquely in their place
Rwandan but uniquely of their context because talking to a lot of
the students when they first entered architecture. First of all most
people don't really know what's architecture is when they begin,
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they think it's some form of building engineering. They have that
and they have the imagery that comes along with that. But |
remembered talking some of the students saying that when they
first started in architecture they thought okay we're going to
learn how to make buildings and make a city and have to
turn Kigali into something like New York or Singapore and when
they came out they will say. We don't want it that way to be New
York or Singapore; we want it to be Kigali we just have to figure
out what that means and what that is. So | do think that there's a
take way that Kigali is just standard for whatever you are or
wherever you are practicing. That can be applied to where
someone works the point is that it's not just to take something
that may have worked elsewhere and implement it in exactly the
same way.

The point is to understand what the core issues were and core
issues are in this context and develop a responds that's
appropriate for that.

I: Is there anything you feel you would like to add, or ask,
before the end of this interview?

GG: | don't think so, as | have said you may want to follow-up in
two weeks’ time maybe three weeks’ time after | get back from
Kigali because | might have a better | mean more specific
knowledge of exactly what's going on within the younger
generation in the profession after | speak with some of them
there. To see how impactful this really was, maybe I'm deluding
myself, maybe they don't go into normal architecture offices and
that will be that. But | don't know yet so | will suggest you me up
in a few weeks and | might be able to add more.
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COMMUNITY  DESIGN, SCHOOL OF
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UNIVERSITY, RALEIGH), USA.
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TIME AND DATE: 15:00 GMT; Thursday June 4" 2015.

(Start of Interview)

I: can you please discuss your approach to architectural
education in general and architectural design in
particular??

HS: Well you know after 60 years architectural education has
changed from the time that | was a student till now. Now my
interest and focus is basically that kind of user approach to
architecture. Those people who are affected by design decisions
should be involved in the process of making those decisions.
When | was teaching, everything that | was teaching about
related to that concept as well as some principles of education.
Very few teachers understand anything about education, they
know about architecture but not about education and as a result,
say around 50 or 60 years, teachers teach the way they were
taught and the way they were taught was wrong. So everything
that | did really started with the bases of what constitutes
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education and how do students learn that and frame a kind of
design studio around education principles as well as community
action principles.

I: Drawing from your Ilong-standing experience in
teaching, can you discuss the innovative design studio
model(s) that you have explored in teaching architectural
design?

HS: Okay | think the innovative models have to do with
education. First of all, the concept of design management -
engaging students to learn how to organise their own projects.
Consequently, management can only occur in projects outside of
the university where students actually work with people on
projects. The other important factor is the concept of
programming. Learning how to programme, not computer
programme, | guess in the UK it’s referred to the briefing. How to
understand the needs of the user group and how to kind of detail
those requirements. The only way that you can do that
effectively is if you are actually involved in a real project when
you are talking to real people. So, the idea of programming and
of management. The other important factor is teamwork, most of
our lives are involved in working in teams whether you are
married, whether you are working in an office, whatever it is you
are doing, it's about interacting with other people. To learn how
to work in a team is important, not just trusting students into
group projects but really dealing with basic principles of
teamwork the concept of sharing, the concept of minimising
authority. A lot of concepts related to teamwork that
is important for students to learn so that they can be effective no
matter what practice they are involved in. So we have
management, we have teamwork, we programming, and we
have evaluation sometimes referred to post-occupancy
evaluation. Many times we have to look at what has been done in

88




a systematic way before we proceed, so evaluation is really
looking at users’ behaviour in a variety of different settings that
are now related to the projects that students are involved with.
So | will simplify it as PEP (Programming, Evaluation, and
Participation) that was the 3 key ingredients that really
distinguishes the way that | teach.

I: That's really interesting, so what influenced the
development and adoption of this model for teaching

architectural design?

HS: Yea, when | was a student people kept; in fact teachers kept
talking about the ‘'design process'and they never really
explained what the design process was. It was basically a series
of a desk crit and juries. When | went to work with some
architects, working with some of the famous professionals in New
York city. | found that nothing has changed, in the way that many
professionals function, which is similar to the way the design
studio operate. So | rejected everything that | learnt in terms of
how the design studios are organised. The first thing | did was
that | went back to school and did a thesis and afterwards | went
to Jamaica. | was staying in the British West Indies and | wanted
to go to a place where | knew nothing about the people, or about
the country. It's like re-inventing myself as an architect and this
was in 1961 it was the beginning of urbanization and people in
rural areas were moving to urban areas. So | decided | wanted to
live in a small village for a time and then moved to the urban
area in Kingston, Jamaica. So | can understand why people left,
what the conditions were. Drawing from my experience living in a
small village, | worked around and knocked on peoples’ doors to
talk to them about their living and housing conditions. Whether
they would like to stay or move to the big cities and | did the
same thing in Kingston. In the process | found that what has been
built by local government was wrong, it was actually lowering the
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standard of living. | looked at squalor communities. The squalor
communities were really ingenious because people were creating
their own shelters using tar materials and giving the fact that
there was a very hard climate. The squalor developments were
more comfortable than the housing provided by government.
Housing provided by government were conventional bungalows
that people coming from the rural areas didn't have to use the
kitchen didn't have to use bathroom. The buildings were terrible
and there was no maintenance and the standard of living was
very much lower. So it became very clear first that architects are
not designing for people like themselves. Architects are
designing for a wide range of people of different cultures,
different incomes and it's important to understand the cultural
differences. The kinds of settings that people live in, in terms of
climatic, cultural, and political settings. Learning from that is
critical. Creating hypothetical solutions is really not a legitimate
approach to learning how to be a professional. A professional is
always dealing with real situations. | think students need to deal
with real situations to develop necessary strategies when they
become professionals. So in summary it's really a reaction
against the kind of traditional design studio education that is
very backward.

I: Excellent! How has your practice played out in your
teaching or how does your teaching influence your
practice?

HS: Sure, well | think to a great extent; | don’'t have a real
professional practice but | have done school buildings. | have
done a few projects that maybe one project or something like
that. Basically, the work that | have done as a teacher and a
researcher has influenced the way that | practised. So there's no
difference in the way that | organised the studio and the way |
organised the design of the school. So my teaching and research
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inform my practice now this is really quite different because it is
practice that informs teaching. Because students around the
world learn about architecture from magazines, they learn about
what the famous architects have done and that has a great
influence on the design studio but | think is wrong. In most fields,
professional come to the universities because of the research
that is done in the university and how that research changes the
profession. Architecture is the only field where the students look
to professionals for guidance; it's just a reverse of what happens
in other fields.

I: Interesting! What theory underpins this approach to
teaching architectural design?

HS: The way a discipline grows is its ability to integrate with
other disciplines. If you look at the sciences the greatest
development in science is when different disciplines interact
whether it's Neo-psychology or bio-science it’'s always multiple
disciplines that interact. Now in architecture, you don't have
traditionally...; we have structural engineers, mechanical
engineers and the architects, but architecture is really for people.
So the missing ingredient is understanding the human behaviour.
Understanding of the environment, psychology, and sociology
and what | described as the participatory geography. So the
underpinning is really the integration of many disciplines and
how the knowledge from those disciplines can help to inform
better design decisions.

I: Okay, what barriers do you think are challenging this
approach to teaching architectural design?

HS: The basic barrier is the fact that architectural education is
like a cafeteria you walk in you choose from the samples of
different foods. Architectural education is where you sample
different studios. Now the problem is if you are talking about
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changing the nature of the profession, changing the nature of
education. The cafeteria approach doesn't work; the approach
has to be like fine (...) which is where all the pieces all the parts
of the meal fit together. From where one makes the other taste
better so in education what it means is that you can’t just do
community design studio in the contest of all the traditional
studios. Because what they will see the traditional teachers say is
‘well community design is not architecture’ that don't get the real
reinforcement that is necessary. So what it means is that either
the students focus on community design and the traditional
studio projects maybe a year or two. Not only that the
coursework is necessary to support the theory courses, but also
programming is important. They need a course in programming,
a course in research, and in community architecture. So the
students need to have a sufficient body of knowledge in order to
be effective in the community design studio. So in my work, |
developed a coursework and the students will be working with
me from anywhere for a period of one to three years.
Consequently, they really need much more power and be much
more knowledgeable on how to work effectively in communities.
Now if a student, for example, does a community studio for a
semester in a community studio. Again it's not going to have a
major impact because working on a community project for a
couple of months is not gonna change a behaviour, it's not gonna
change a life. They should be able to have a good experience for
over a minimum of 12 months in order to make a real impact. So
consequently when you are talking about change the change has
to be of cause the entire educational system. It's not just enough
to introduce a new course or a new approach but needs a
support mechanism to sustain that idea. Basically, in changing a
new curriculum there is a need a deliberate focus for example,
students can focus on building. Students can focus on urban
design, students can focus on community design and for each
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focus, and there are support courses. Students may stay on that
track for at least a year or a year and a half otherwise the idea of
community engagement and community involvement won’t have
the power that's necessary to make the changes. Just taking one
studio which is typical in many universities throughout the world,
it doesn't make the necessary changes. It's not going to change
the profession; it's not going to change education.

I: Excellent, one more question what do you think should
be the focus of future architectural education in
contemporary times?

HS: Well, you know the Bauhaus turned it back from everything
that was done before and it and embraced a new form of
architecture, new building forms, new materials, and new
ideology. But there were people to support the idea of Bauhaus.
So architects rejected the kind of classical style and embraced
the modern style. | think the change in education has to turn it
back on what has been done before it, by looking at something
totally different. The problem is that it's not a formal education,
it's a process it's not a form. You can’t copy a picture of a
building with a flat roof or glass from the magazine, it's really the
way students learn and that's really much more difficult to
change.

Over the years | found people in different parts of the world that
support this idea of change and more socially-engaged forms of
learning. But they never come from the same location but are
scattered in different schools of architecture in different parts of
the world. For example, in the University of Strathclyde, Glasgow,
a former student of mine in the School of Architecture (Ashraf
Salama), under this umbrella of ‘community design’. His
presence is capable of bringing changes to architectural
education within the university as there are up to two people
with similar interest. We need to have at least two or three
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people in every school of architecture to be able to make the
changes. The difficulties are that you don't get the support from
other traditional faculties, traditional faculties are afraid of
change they want to keep the system going as it is. But the world
is changed but the teaching faculty has not changed. So | have
been doing this work for decades, yes increasingly there are
more people around the world, more faculties more students but
not enough to bring a very dramatic change not only that
changes don't happen that quickly it takes a long time.

I: So what else do you want to add before we come to the
end of this interview?

HS: Well are you doing this work to have some changes in your
country?

I: Yes, actually | am doing a PhD here at the University of
Sheffield and this research aims at instigating the
development of a socially-minded pedagogical model for
teaching architectural design in Nigeria.

HS: Well, this issue has come up 30-40 years ago in Africa and
many people have been struggling with this because not only on
the influence of colonisation, but leaders in African countries
would like to show the rest of the world that they are
progressives. So they reinforced the idea of skyscrapers and
buildings that are incongruent with the local culture and don't
work. It’s one thing to buildings in the Middle East or the United
States where there is lots of money and utilities but when you
start building high rise building in African countries where you
don't have air-conditioning, or the air conditioning is not
consistent, the buildings are bound to be grounded. These
practices have been going on for decades; however, the best
ways to change is to run for political office. That's the way to
make a change because politicians certainly in Africa have a lot
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of power. Architects don't have any power; well you can work on
your thesis and develop a model. But to bring a long term change
you have to run for political office, because that's the only way
that you gonna have the power to make changes.

I: well | am also a lecturer in architecture in one of the
Universities in Nigeria. | believe that developing and
employing pedagogy that is socially-minded will not only
change the way architects practice but allow empower

users to be part of the design process.

HS: When students come to architecture school what they are
looking at is building that architects have developed all around
the world and that's what they want to do, to become famous
architects. Well, your suggestion is totally different so what you
have to do is to brainwash students, seriously brainwash them.
You can't do it in one semester and you can't do it in one course,
it has to be reinforced. It has to be over and over and over again.
Then you may have an impact, it's a critical issue one person
cannot bring this change. It has to be more than one person and
reinforced by other people around you. So you have to have
some impact on the other teachers as well as the students or
teachers have to be hired with a similar viewpoint to reinforce
each other. | have been working by myself for 50 years. | have
been raising money, have a lot of power | have been effective. So
in the university people come and go, some members of staff
stay for 4-5 years they will leave to some other places. So in this
country, we don't have continuity. UK is a little bit different
because people don't move around this much, but | think the
problem is that you need a support mechanism that reinforces
what you want to do. So it’s okay to teach the way you want but
to really have an impact after the students leave they have to go
with somebody else who reinforces your ideas otherwise they're

gonna forget about all that you told them at school.
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(Start of Interview)

I: Please discuss your approach to architectural education
in terms of innovative design model that you have
practiced or developed?

DP: So to answer the first question the way that | am connecting
the practice and the research that I'm doing as well as the
teaching is approached in two formats. One is the Live Projects
and the other is the studio. | was very much interested in design
based research work - research by design. Design that has social
dimension as I've mentioned before, this is also what my practice
is concerned about - invariably pioneering participatory
architecture. So one of the first live project that | have conducted
using my practice as a framework was the ECO BOX garden
project. When the students from Sheffield University came to set
up a prototype for a community garden. We decided that the
users, no the inhabitants - the future users of the garden will
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continue to build the garden. Following the rules that the
prototype had, it was a pilot kind of garden okay | think you can
see it here in this book ‘Architecture and Participation’, | think it
is interesting to look at. | think | am speaking here about ‘Design
Action’ from the Live Project as a form of design action. The
Sheffield University students came they designed just a bit of
this. They were be able to put up together users’ guide that will
indicate where people can find materials for the garden and how
to do it in such a way that people can build the garden
afterwards by themselves. | think this was subject for research - |
mean the prototype. We did a bit of research in the area to
identify what materials are available, where from we can get
them and the students have been useful in doing this. They came
again a few years after and they did one of the mobile devices
and this was one of the architecture mobile devices. The garden
was one of the devices; they did this one of the mobile device
that will serve the garden with others. It was very useful again to
have the students because they have time, imagination, and
motivation to do something together with the inhabitants. So
after a few years the project was a little bit advanced so we were
in another stage where we noticed that in the beginning when we
didn't have many people around. It was the first prototype of the
garden at the very beginning of the project but this was in the
middle and there were a number of people coming into the
garden and the garden was almost finished. It was a mobile
kitchen and it was conceived by the students and the inhabitants
together. So it was a sort of co-design approach and we knew
that they will need a kitchen. Yeah so sort for a type of
intervention, students’ intervention at another stage of the
evolution of the project. So this was one way of working with the
students, the students were the triggers and drivers of a design
activities that continued after they left. They learnt several
things; the students learnt how to work with community, how to
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communicate their design, and how to co-design somehow. So
there were quite a number of skills of how to work in a foreign
context because they were in France but do not necessarily
speak French. How to negotiate and communicate in a different
language and deliver this in record time. They were facing a
number of unexpected context challenges and my practice
worked as a mediator. You know we set up also part of the brief,
we were there to help, we were there also to tutor them, and it
was an interesting experience. So the other thing was developing
the studio, if you look at my personal pages you will the archive
of the studio work | conducted with students and again the studio
was an extension of the practice-based research that | do with
my practice. | think | see this in other schools - using the studio
as a sounding and testing board for the research that they are
doing. The practice is a support tool - as a way of supporting
what you are doing. | think it is important to think about these
relations and how to empower knowledgeably your students and
give a wider circulation and impact to the world as you are
moving on.

I: Okay moving unto the next question, what underpins
this approach to your teaching and practice probably?

DP: Because | think it's important when you are teaching other
things like in my case say participatory architecture or socially or
politically engaged architecture. It's very important to offer
examples and offer real world experience. If you train students to
do architecture in a different way or if you ask them to imagine
other forms of architecture that are more socially engaged. What
example do you give them; so | use my practice as a way of
offering living examples of how to practice architecture
differently and of cause | have mediated this to projects that
students were involved in. So because you are learning much
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better when you are in a real live context, when you are testing

you are experiencing it yourself.

I: How does your practice influence your teaching or vice
versa?

DP: First, The Live Project was existing in the format that we
could use. This was a chance and | think this was normal to how
the Live Projects were structured to enable students have certain
experiences in practice. Yea in my practice or to use my practice
as a vehicle for learning and teaching. So it was no contradiction,
no necessary negotiation with the studio work. | have
proposed strategically a topic that was connected to what | was
doing in practice. | included again purposely in the studio
programme activities that will connect to my practice. Another
vehicle was research; we have conducted a number of research
projects that involved both my practice and the Live Project
students that were doing research. So the research project and
the way it was conceived and organised is occasioned for this
encounter.

I: What theory underpins this approach to teaching
design?

DP: You mean what's the ethos ... what's my belief? | think | am
politically motivated so it's not to challenge for the sake of
challenging. | really want to get access to ordinary people to
take control of the city and my means as an architect is to do this
through designing projects. Several projects that | have done in
the last 10 -15 years were all about this, about ways of enabling
ordinary citizens, inhabitants of big cities to have access to space
that they will self-manage. | have use pedagogy and | have
taught also in the studio about the same thing so | have a sort of

99




political position | will say here both as practitioner and as an
educator.

I: How do you structure your model in terms of the
content, design process, and the delivery style? Though
you said earlier that your model employs live project
tools and principles can you throw more light on this?

DP: You are asking specifically about the Live Project, yea, which
is different from the studio. A live project is only a 6 weeks
project. | don't know if you have attended the Live Projects
review. Okay, so you know what they are, the Live Projects are in
fact short term projects, theme-based and they involve working
in real context which is not the case with the studio. The studio is
almost a one year structured module and its framework
sometimes engages students to work only on one project during
this year. Yeah, it's a very different setting to the Live Projects.
Your question is it specifically about the Live Projects?

I: Yes why | asked the question was to understand the
relationship between this approach you have highlighted
and the Live Projects that you discussed earlier on?

DP: Now my practice centres on temporality and | have used the
occasion of the Live Projects. | also used this project that | have
developed with Atelier d” Architecture Autogérée (AAA). So |
have used the Live Project for 6 weeks in the beginning and
again at the 3™ year for another 6 weeks. So it doesn't
correspond particularly or it doesn't map against the structure of
the Live Projects. | used it at a very specific opportunity to get
something pushed further within the project in this case at the
very beginning of the project and also at the middle to add
another layer which was this layer of mobile devices.
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I: Okay, so let’s talk about your teaching. How does your
model relate with the structure of the Live Project?

DP: Do you mean the type of model that I'm using? Because |
think there’'s an aspect of radical pedagogy in the sense of the
fact that you are encouraging and pushing students to question
their roles as architects and their roles as students. To take
initiatives, to get engaged, to believe and to have | will say a
political statement within that project and on one side. On the
other side | think | am trying to be innovative to mix quality and
teamwork that I’'m promoting. I'm promoting collaboration within
teaching and learning but at the same time to allow any student
to have sort of individual contribution. To identify himself or
herself with the project and with his own project at the end and
to have the feeling that he's learning he's flourishing he's
contributing essentially. So it is a sort of balance between
collective work and individual work I'm trying to ask students to
formulate the questions themselves. | have never had a
programme in the studio | had just topics or sites and
programmes. The briefs for the project were always conceived by
the students themselves. | think this is also a way to put the
students in a power position, yea you kind of allow students to
formulate his or her own questions. | am also promoting feminist
approaches you know we have this kind of critical dimension.
This idea of encouraging diversity not only in terms of gender
you know all kind of cultural approaches that | will identify with
students. So I'm always encouraging this kind of minor
knowledge or approaches to learning .So | consider myself as a
big listener as someone who is really paying attention to the
students. I'm really trying to address what is important and |
mean the important questions, you know not only what is
fashionable or what is easy but what is important. What | think is
important to address as a question today | mean for a long time,
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was this issue of engagement. You will see also my studio
programme everything is about transition to think about change
and future and you know how one will face the challenges of the
future in very particular context. | have chosen, | have selected,
and | have exposed the students to heh... So the studio is about
post-communist transition, post gentrification, post-industrial
transition, and post-colonial transition. So you know important
questions for our transition and I'm pushing the students to ask
the questions that are not too usually asked to take risk in that
approach this is what | think. Taking risk also in terms of what
you know how they are perceived by their colleague. My other
colleagues sometimes | had very difficult years where students of
mine were questioned a lot in their review by my colleagues that
won’t necessarily understand or accept. | was of cause leading
with some approaches, for examples the work with diagrams in
this school (University of Sheffield), | was the one that brought
this approach in the beginning in 2001 when | arrived here. | was
representing processes rather buildings or spaces and of cause
when you represent processes the way you are representing it is
different. | had a lot of counter reactions from my colleagues
questioning this way of presenting architecture or doing
architecture. But it's not only doing architecture, but the question
of what is architecture? Architecture is also about processes and
it's also about networks, this is what | am pushing in my
approach to architecture and the way | teach students.

I: What are the barriers or obstacles that challenge this
approach to architecture education and practice?

DP: What are the challenges? | think some of the challenges are
the fact that you are challenging the students with the new way
of doing and understanding architecture and the students are not
necessarily prepared to this. You know we tried to construct the
curriculum in the school that will gradually inform the students
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about a different approach to architecture. But we still have a lot
of external pressures from the RIBA accrediting body and the fact
that we have to respect the RIBA criteria which are quite
conservative. Yea according to RIBA both our undergraduate and
Masters Students will have to design buildings even complex
buildings. This is a limitation; again it is towing this direction to
identify architecture as a building. So to change this mind-set for
students and to convince them that in fact architecture is not
only building. The fact that they might have to work in their
practice or produce a type of architecture in their practice or
produce this kind of architecture in their practice. So they can
live up and they can have a life they can pay themselves by
doing this is a challenge. To demonstrate that you do not
necessarily have to build buildings in order to have a wage or to
get paid but you can also network. You can design strategies; you
can do participatory work and still live out of this. And again my
practice was an example always for me to demonstrate this to
show students, you see it’s possible to live out of a different type
of practice that defines architecture in a different way.

I: How do you source for funding for most design-build
projects?

DP: Yea yeah | think this is very important. It's important to
demonstrate and to teach the students. How they can get
funding for such practices and through my own practice by
representing this you know that | have a series of diagrams again
in which | am showing the funding scape of the project. How |
started the project in the beginning with very little money. How |
got funding from mostly public funding from different sources
and how these managed to pay a part of the work. Another part
was maybe voluntary and these were appropriated within the
same time. | think it's very important to think about not having,
to go out of the box, to think out of the box; out of the usual way
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of funding a practice which is usually by commission. Private
commission or through competition but to think about the
business plan or the economic plan for a project that you are self-
initiating. You know to embed somehow the funding as part of
architecture for the project. This is what we are trying to teach
and to show. That is why | said, | have mapped this carefully
using my practice as an example. Because this is how | can
convince students say look my practice is a model there might be
other models | think it's interesting to look at the economic scape
of the practice.

I: Can you discuss any funding model(s) that you adopted
in funding this intervention projects?

DP: Yeah yea they are always in business even if they don't think
of it; in any practice you have a business model. Really it’s just
that the models could be different | mean you can fund the
practice in different ways. There's this other model | think it’s
important you understand them and to teach them. So we have
here in the school with the management course we were
teaching for a long time. | don't know if we continued to do this a
sort of more socially oriented more than others | mean. Cristina
Cerulli you can have interview with her as well, she has
developed this so we have social enterprise model of
architectural practice. Maybe this is how the practice is defined in
which the social value of the work you are doing as a practice is
recognised. Yea | think there are models that have come from
social innovation also in which architecture is a driver for social
innovation.

I: What else do you want to add to what you have said
thus far?

DP: | think there is a social recommendation or message to you
because | think working in another (Western, European or
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Northern context) comes with challenges. | think you might not
have the same sources of funding, the same demand or social
demand in the Europe for example; there are many ways of
getting public funding you can be in an organisation. With my
practice, we are not a liberal professional practice, we are
professional organisation and this entitles us to ask for public
funding if we want our activities to be recognised for the public
interest. You might not have these opportunities in Nigeria for
examples | don't know what type of organisations exist there. If
you can really play this model there but there might be other
models that are more embedded in the local culture that you
have to explore and map. You might have your own ways of
collective funding or something but | know in Senegal they have
this tontines. This kind of collective way of sharing collective
funds that people will put together. Maybe groups collect their
contributions at the end of a period as forms of self-help that are
developed in different countries. Sometime you do not need to
pass through the money economy but maybe you can exchange
some services or maybe you can be paid through services
because you need to live. You need to do certain services and
maybe you can be provided with this by your client. | think it is
important to explore these different models of sustaining and
supporting these types of social practices that are very adapted
and specific around your own context. More so knowledge
economy there might be other ways of circulating knowledge
which is different from here. You might use other support, when
we went to Sierra Leone it was very interesting to see the role of
street theatre in passing on educational messages. You know,
specifically health education messages about aids, people will
enact this on the street or people will sing a song that was also
another vehicle. So again this one worked here but it did work
very well there because it was locally, culturally adapted and |
think with my students it will be interesting for you to look at the
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Senegal project. We looked into also corner street schools you
know the type of projects that were much more appropriated and
specifically located.
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Transcript 6: Interview with Viviana D’ Auria

INTERVIEW TRANSCRIPT AEI0010

INTERVIEWEE - (VA): VIVIANA D" AURIA (ASSISTANT
PROFESSOR,

DEPARTMENT OF ARCHITECTURE,
URBANISM AND PLANNING, UNIVERSITY
OF LEUVEN), BELGIUM.

INTERVIEWER - (1): NP OKOFU

INTERVIEW SETTING: Interview was conducted over the
telephone

DATE AND TIME: 20" May 2015; 13:00 GMT.

(Start of Interview)

I: can you please discuss your approach to architectural
education in general and architectural design in
particular?

VA: If | can understand, you are inquiring about the kind of more
general views on architectural education and if | could position
myself. Though | have started answering | don't know how much
of that you got of my answers before the line went off maybe |
should just begin again.

I: yes, please!
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VA: One important thing that happened when | was a student of
architecture. Which was basically the recognition that | was not
very satisfied with the kind of architectural education that | was
receiving? That had to do with the fact that | was been trained in
a school that was object-oriented. So let say that the process of
how you got to achieve buildings and the broader context they
were feeding into was not really considered very much. At the
same time, it was very theoretical and historical kind of
curriculum. | guess that's a general thing about Italian schools
and that also mean that | was missing the kind of applied side of
things. So we didn't have any kind of practical, let say
component within our training. We had very few design studios
and the design studios were seen as tools to investigate
particular issues. They were more well objective than situations
and that was immediate kind of problematic for me. So | started
also working, well | started looking for exchange programmes
that | could also experience different forms of education. For
example, in Finland they had a tradition (...), Netherland is
talking about the interplay of cultures and how architecture was
not this kind of giving that it was very responsive to a particular
way of inhabiting the world. So that was a kind of important
starting point to my dissatisfaction. If | have to relate it to today, |
think that this is still a problem for a lot of schools. They are kind
of building smart professionals rather than critical designers. So
there is a lot of work to kind of move towards that approach that
is more responsive. Let say basically majority of people in need
[laughl]. Instead of few clients that can afford private architecture
commission. That is the basic kind of outline, then of cause, | can
go into details if you feel that | have to give other information at
some points just let me know.
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I: Excellent! Can you discuss your teaching experience
with your students outside the conventional design studio
model?

VA: yea, | think there are two things here. The first is the
programme, the postgraduate programmes that | am involved in
Leuven which is where | have done most of my teachings until
now. More also my student experience before becoming an
educator. It was always based on the idea that the kind of
leading principles that you should base all your teaching on,
learning from the existing kind of context. So very situated
understanding of the context and of cause putting you also as a
listener toward the most vulnerable kind of communities. So
recognising that the majority of heh, that your client should be
constituted by the majority of those who are right now striving
for better lives and better quality of life in different cities even in
Belgium. But not making the difference between the North and
the South but always kind of recognising that there are, let say
development issues in every single context. The only way that
you will begin to be socially minded is to first recognise these
needs of vulnerable communities. But at the same time also start
to open up your mind to what is existing, as a practice of
occupying space. By first asking for a particular kind of element
and not already coming in with any pre-planned ideas that are for
postgraduate programmes. Then a lot of importance is given to
design studios as not an object-oriented [laugh]. A kind of
teaching and learning experience but very much on the other
hand as a way of answering a particular question about
difficulties and they are usually socially oriented questions. That
also implies that as teachers we are not the kind of educators
looking from above. But we are part of the theme that is trying to
answer their questions. So something about hierarchy is a very
important thing. In one of the design development project that |
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was involved in, as a regular design project. We have to advise a
University in Sri Lanka on how to make their curriculum more
adapted to let say urban design. We tried to advocate for
something similar to what | just mentioned. Because what we
found happening in Sri Lanka, they had of cause British
colonialism there. The kind of the curriculum there is recognised
by the RIBA charters. But of cause this had to do with a way of
doing architecture that has no understanding of what was
actually happening in Sri Lanka but based on other criteria and
so forth. What we tried to advocate there was to start learning
from the existing, to start constructing from the history of
architecture which was based on the way of life of the people of
Sri Lanka rather than the European mode of practice.

I: What is the name/title of this model?

VA: | don't think we've found a name for it [laugh], in the sense
that heh we have this specificity of living and working in urban
scale. So very often we interact with large part of the city and we
are not building, it's very hard for us to go towards the live
project kind of situation. Because it is not a circumscribed
intervention that we are aiming for but for example rethinking
the master plan. We are trying to provide an alternative really
normative way of defining context, building regulations, setbacks
(...) which was a completely different situation on the ground. So
we don't consider a live project as a design-build experience.
Only but we kinda extend that definition of the live project in and
move a little bit with the idea that can be the only way. That kind
of difficulties of initiating particular processes because of the
scales we are working on, ya we don't have a name for it [laugh].
| guess it's because we haven't really considered the approach
enough as something that needs to be named. That for me was
very interesting about Sheffield because some names did came

110




up. | realised we don't have that in Leuven we don't have that

awareness in terms of naming programmes.

I: Ok, how is the model structured such that students
understand the process, content, and the design
approach? More so is this model part of an academic
module structure in the university system?

VA: It began forty years ago as a postgraduate programme which
was a short-term programme not a two-year programme like
today. It started actually with the patronage of UN-Habitat as
training for mid-career professionals. So it had a specific
framework which was one related to UN-Habitat adjustment
instituted. So there were a number of schools in Europe which
were studying the programme not just in Europe actually but in a
number of other places. Which were starting up centres of
learning and research that had to do with the idea of human
settlements? So a kind of holistic approach to urban development
where you take into consideration issues of: culture, technology,
and many things. From that moment it evolved a lot in part
because; it was extended in time and became a full-fledged
postgraduate programme. Then it opened up not just to make
careers professionals but to also students that were into a
different kind of career-path. Students that just graduated or they
had fewer experiences than the mid-career professionals. Then
yeah, we were able to secure for example certain agreements for
scholarships to be able to have a substantial amount of students
from the South to come. That helped the programme to evolve
and became a fully-fledged recognised programme for two years.
But it is a postgraduate programme it is not on the regular
undergraduate programme of say 5 years Architecture. That's
why it's a master degree, it's a specialisation and there we had a
lot of recognition. Now the framework is changing again because
postgraduate programmes in Belgium are expected to be self-
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supporting completely. So it's very much driven by the
motivation. A kind of critical wills of a number of teachers and
researcher that believe the programme should kind of remain
and reinforce itself. But in terms of recognition, it's fully-fledged
post-graduate programme right now.

I: what are the graduates from this programme called and
how do they practice in the real world?

VA: The certificate they receive is one of our postgraduate
master in Architecture and Human Settlements. Human
settlement remains the name for the profession and students
who graduate from this programme are considered as reflective
practitioners - people who can design and have comparative
experience. They are able to question urban development both in
India and Latin America and Europe itself. It's kind of building a
critical capacity but also considering them as kind of, we call
design mediators. We found that discussing design alternative is
a way to set-up stakeholders’ coalition. That's sometimes they
are truly not happening because there is a lot of a direct
confrontation between stakeholders and (...). So there are a
number of students that continue to do that work either within
NGOs. Some of them work for United Nations agencies and some
go back to local authorities. But they also kind of have a small
innovative approach to let’s say urban development in their own
context. There are 3 sectors that students can work in: the
United Nations, local agencies and public administrative planning
unit. So a minority goes back to private practice.

I: So under what theoretical framework can you situate
this approach of learning and teaching?

VA: well | don't think it's different in the sense that it is definitely
pushing practitioners to challenge anything that is kind of
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established heh uneven distribution of resources and capacities.
So that the idea of challenging the status-quo is very present but
| think it is perhaps different because we don't exalt that aspect
very explicitly. Because we feel that the discussion around that
might actually replace the particular capacities of negotiation of
mediation that are then used to actually really allow for change
and innovations. So rather than discussing around that we try to
present a lot of examples of critical practitioners let say heh and
then the design studios that are kind of real situations. Where we
usually have, you know a problematic context where there is
direct confrontation perhaps between a local community and
something else we try then to use that as the arena from which
to test this capacity of negotiation. | think rather than stressing
the unbalance we try to, we take as a starting point but move
towards a kind of mediating approach. So it's softly challenging
the status-quo than explicitly challenging the status-quo. It's
more change from within than from without in a sense. Then
guess that might be a difference with the more outspokenly
inquisitive pedagogical models. That might have to do with
Flemish culture because Belgians are very shy people. | don'
think they go for direct confrontation [laugh] and so that might
be one of the reasons.

I: What kind of skills do you think students bring into this
learning environment with this model and what skills do
they develop from it?

VA: One of the skills that we try to develop is critical thinking
[laugh]. There are definitely a lot of students that hmm no there
is also a very big difference because we have students from
Belgium and students from a lot of context across the world.
There're lots of students from Sub-Saharan Africa, Latin America,
and Asia. So they all come in with different backgrounds that are
usually the ones that come in from so-called the Global South
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have had direct experience of what a slum might be in practice.
For example where someone might have difficulties of living in a
very socially, spatially, segregated context. Might be which is
very different from what European students have experience for
example e heh that means we try to mix and mingle experiences.
As much as possible in order to develop the idea of world
citizenship. We think it is important for students to develop as a
frame so the idea that they feel that they are part of a
community of practice. That then goes to challenge a kind of
inequality everywhere and what is happening in a particular
context has profound impact on the other contexts. We are all in
a kind of interconnected situation, the idea of global citizen and
critical thinking are two basic kinds of capabilities that are
important. The third one is simply to be able to design in a trans-
scaler and interdisciplinary kind of way. So we have a majority of
architects and urban planners and we also liaise with social
scientist. Some of them attend our courses as well because when
you start tackling such a context. For example the social housing
estate in Belgium, there is no way that you can really operate in
such a context without using ethnographic tools. There are also
tools to kind of communicate with communities and try to
understand their needs and thoughts. What skills that the
students bring are usually a lot of insight into their context of
origin. Because there is so many of these contexts related issues
that are spoken in a generic way. The slum in the Global South is
kind of a general category. But of cause, a lot of experiences like
hands-on learning experiences as basically surveying some of
these communities. So they usually come in with a lot of how to
share from that perspective and that particular context they
come from. In many cases they also come from schools that
they've been dissatisfied with, and so they also bring in more
points to the discussion on issues relating to pedagogy.
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I: lovely! Drawing from your experience what barriers do
you think challenges this approach to teaching and
learning architectural design?

VA: | think there are two large barriers that we are facing at
Eastern Leuven. More specifically as | say, first it has to do with
fact that we are within the faculty of Engineering. It's a context
where inputs are measured quantitatively. The ideas that we
need to develop professionals with a kind of solution driven
approach to things and the idea is to be able to bring immediate
solution in a very kind of scientifically sound way. So it's a kind of
elaborate thinking that's very detached from the field and to be
able to justify our approach within the postgraduate programme.
We've had a lot of questions and we've been basically considered
as strange people and we just have to live with that kind of
distance. No labour, this does mean that in terms of conversation
at the faculty level. We are just seen as people who are doing
strange alternative kind of things. So | think one major barrier is
communication between disciplinary approaches and the
recognition that these approaches are valued one. Even it is not
built around solution driven approaches also the whole ideas of
kind of being in a lab and doing experiments. Using formulas as
applying those formulas and then finding an answer [laugh]. The
second barrier has to do with the studio that we developed
around communities that live in the Global South and Based in
the Global South. So when | mentioned that it is important for us
to learn from the existing. In contact with the existing to have a
kind of action learning experience. This also means we consider it
as a basic kind of points that is not negotiable to travel with
students to the area that is the site of the studio. We go there for
a minimum of two weeks and sometimes a longer period.
However to secure funding and able to do this we are not able to
engage in proper conversation with any kind of development
cooperation sector because they are kind of old-school hard-core
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development thinkers. So the idea is that people from the North
go to the South to help the poor and this means that there is
unequal relationship built within the development framework
which we are trying to escape whenever we have to secure
funding. We can hardly escape this, of cause in practice we find
everything we have to mitigate the consequences of such
uneven kind of relationship that is already laid out in the funding
scheme. So | will say that those are two large barriers.

I: How do you address ethical issues while working with
this approach, most importantly communication issues?

AV: Well there are challenges of communication some of them
are explicit because we don't speak their local language. For
example, for in other places, it’'s much more like implicit kind of
communication barriers in the sense that | think the basic
question from the community was why are you coming from so
far [laugh] to do certain things and so forth. | must say that we
are working in tandem with the local universities so there is no
way this will begin without being based on relationship. A long-
standing relationship with a local partner, but the question is why
isn't local universities able and strong enough to do it without us
coming in? That is one point but | also think that at the same
time there is a lot to gain from the exchange of groups that are
working on similar project. You can create a particular
momentum which benefits from the fact that there is both an
insider's perspective and the critical outsider's perspectives. The
two together can increase the possibilities for change in a
particular situation and | see these happening for example in the
summer school that | mentioned. When | was in Sheffield last
week because the University of Guayaquil in Ecuador was already
busy. Advocating for avoiding force relocation of a lot of people
because of the Ilarge-scale mega project that is been
implemented. But for the fact that they have students coming in
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from international Universities from South Africa, India, Belgium
and farther actually gives the university higher standing and
higher consideration. Within their own context and this, | think
can be beneficial but indeed there is kind of | will say basic world
device. We inherit this course from colonialism and so forth. Built
into a lot of these kinds of a situation because then you will also
wonder why does the University of Guayaquil to supplement their
own work. In the eyes of Ecuadorian local government this is the
only thing that will happen to allow a university to be
reconsidered on different grounds than what they were used to.
So we need to separate | guess the fact that we can learn by also
combining critical outsider and critical insider perspectives. From
the general uneven distribution of potentials and resources
across the North and the South if you want to call it that way.

I: Excellent, How did you engage the communities in the
‘process of making’ while developing intervention
projects in the Global South for instance?

VA: No, | think one way in which we involved people (...) was by
not considering the community, vulnerable community which
ultimately the principle let's say partner in collaboration. Not
concentrating only on them but adding to the table of
conversation also stakeholders which are difficult to reach
because there's not a lot of communication. So local authorities
even private, you know actors and trying efforts to set up a
conversation with them without perhaps let's say alternative
design scenarios. We used that as a ground for the conversation,
otherwise it wouldn't have happened and that's how | see that it
was also unconventional. I'm not sure if it's unique but it also
about generating a conversation which usually doesn't happen.
So it's not only going for example in a slum and trying to help the
upgrade process it is actually trying to connect these needs to a
larger urban development plan. That local authority and private
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actors might actually take that into consideration as well. We've
done this a lot in Leuven when the programme 'was established
in the 1990's. Again with a partnership with UN-Habitat and we
worked in secondary cities. There we had a lot of actors around
the table not just, for example, vulnerable communities but with
perhaps the world large farms, the park authority the mobility
people. Because the idea is also because we are working on the
urban scale we are touching upon so many different interests.
That's how we also think that a kind of solution that goes beyond
small-scale transformation can actually happen. This has to do
with parks that were fenced, you know pieces of cities that are
back to back each other. They are considering each other with
simple conversation around alternative design scenarios. You can
actually get very fine that how | see our involvements with
people and in that sense | think it's different definitely from any
kind of conventional architecture teaching but it's also different
from the participatory approach where your main focus on the
community within the community itself but it’s trying to generate
conversations across different stakeholders which usually are not
in conversation.

I: How do you assess your students work in the projects,
considering their different roles in the learning process?

VA: This is a point that we think we need to improve because we
have a traditional formal assessment. Well, that's something we
should definitely improve. The only thing | can't say is that the
assessment doesn't have only on the bases of the final exam. But
also on the kind of skills that students have shown that relating
to the process itself and also their partner which are usually
coming from a different context. Not only in terms of geographic
origin but also in terms of disciplinary background or if they are
all architects. Anyway, architecture is done differently in a group
with somebody with a different background. The large majority of
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students adapts and kind of use this as the main point of entry.
But there are also cases, unfortunately, students have shown
they don't have the capability at that time. That does become an
important aspect we take into consideration that's part of the
assessment. We don't have a way to include an assessment by
users but it will be interesting to do that. Mainly because we send
students off to many destinations as | said earlier because we
have different stakeholders. I'm not sure we will, we could
generate that assessment from so many different outputs. We do
try to do it by including some people from the local community in
the final thesis. So it’s definitely a point we will need to improve.

I: Okay, what do you have to add to all you have said so
far?

VA: | don't know if | would but, | really like to know where this will
go in the sense that it is not additional information. But | do think
that your project is a crucial one | will be interested to see the
kind of final outcome. Say this screening that you are doing and
also how you plan to really transform it into an approach that will
be useful for Nigeria. | haven't been to Nigeria but | have been to
Ghana for quite many years. But perhaps there are some
similarities in the curriculum that | felt. | found it very strange
that Ghanaian students were not going out into their own cities
to learn from them and they were chasing an idea of designers
far from what the context needed.
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Transcript 7: Interview with Cristina Cerulli

INTERVIEW TRANSCRIPT AEI0024

INTERVIEWEE - (CC): CRISTINA CERULLI (MAUD STUDIO INSTRUCTOR
AT SCHOOL OF ARCHITECTURE, UNIVERSITY OF
SHEFFIELD), UK.

INTERVIEWER - (1): NP OKOFU

INTERVIEW SETTING: A face to face interview was conducted at
the Arts Tower, University of Sheffield, UK.

TIME AND DATE: 14:00 GMT, Wednesday June 27" 2016.
(Start of Interview)

I: How do you frame your approach to architectural education?

CC: | feel | came to architectural education by chance, not very long after
I've started my job as a lecturer. | was asked to do something that | had
not done before not something that | had researched into or something
that's in line with my work. That for me was the starting point to actually
developing a pedagogical position. So when | first started teaching shortly
after | finished my PhD, | had gone through architectural education. | had
worked in practice | worked as a researcher after | finished my PhD then |
got a lectureship position. So | had to teach apart from occasional
appearances | couldn't claim that | had any teaching experience as at that
time. So | tried to learn as fast as possible from colleagues, | was very
lucky in the first year | had to teach with a group of some interesting
colleagues. | had to teach the Live Project with Rosie Parnell and Jeremy
Till, and | also taught management with Pru Chile. So quite a good set of
very pedagogical-minded colleagues. In a way for me, working with them
was a kind of imprinting. | assumed that it was the norm of having a sort
of pedagogical drive. | thought that was noble in itself and later on, |
discovered that wasn't much okay having a sort of honest purpose for
pedagogy. Again | was asked to teach something | knew nothing about
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which had to do with management in practice for the MArch and | saw it
as learning through teaching and teaching to learn. Obviously, | knew |
had some issues but | hadn't really taken a position on a lot of things
related to pedagogy and management. So basically it became a project
for me to develop this position and to teach something that was perceived
as the boring bit of the course something that the external examiners and
the RIBA that had picked upon as the weakest part of the course and that
was the kind of drive. So | felt like making it better than the way it was
perceived and also to the students that were beginning to get to know
what kind of thing that is motivating. They are very bright students
wanting to change the world but really driven by money. So | was trying to
teach them business skills and enterprise skills, and communication skills
in a way that was well articulated that can link to traditional
entrepreneurship kind of module. So that was the starting point of
engaging in the socially-minded project. Almost entirely coincident that
my next door neighbour was social enterprise coach and development
expert. We by chance ended up going to London on the same train and we
had a long chat about socially motivated projects. So | decided to do an
experiment with him and we basically started a strand within the
management curriculum on social innovation and | played with the format
every year, at a point, we did a one day workshop with students to
identify a problem and then we proposed social innovation project that
would address those issues. Some years ago we got funding. For me, that
was really a kind of eye-opening process into how rewarding and trans-
formative teaching can be and it was really nice to observe how to create
the process of running these workshops on the principles of social
innovation or socially motivated projects that were rooted in the actual
process of how to implement projects of that nature. It kind of sits into the
design proposals while at the beginning, this was like a separate
assignment in the 6th year the main design proposal started to
incorporate this concept and this was really rewarding that it wasn't just
the management assignment add-on.
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I: What underpins this approach to your teaching and pedagogy
on social innovation?

CC: The underpinning to this is the desire to developing pedagogical steps
that are informative and transformative. So the idea of giving the
opportunities to students to test tangible practical skills in a way that
might push them in the direction that they might not go otherwise. The
underpinning to that is the desire to create a shift to a just environment
and particularly with design profession. Rhetorically, | have been serving
the wrong master | was kind of operating in a market that was problematic
for me, | was been opportune to form the future in the bottom line of a
profession that has got a list of critical awareness of what they do. They
kind of changed the system and at least created a shift towards a more
just system.

I: What is the title for this model of social enterprise?

C: The management and practice module runs in the 5th and 6th. Within
this module, the curriculum was partly prescribed by the RIBA. It's one of
the modules that is critical to the validation. The module looks at the RIBA
criteria for validation, they are often criticised that the RIBA criteria are
quite opened. They are opened to interpretation; however, there was
nothing in the validation criteria that goes against what | was doing. |
thought there would be a little bit of resistance from the RIBA to that kind
of work but | was quite surprised to get glamorous feedback from the RIBA
visiting board. What they said was that this is what the profession should
be doing - framing architecture as agent of change. So in a way | thought
that | was doing something a little bit alternative, a little bit outside of
what the professional framework prescribes. The professional validating
framework actually recognised it as what they actually wanted. This is an
implied model that | haven't written much about it. | have talked about it
in conferences but it's one of those things that | haven't really thought
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about it. More so because there's really no recognition of the pedagogical
work of our job; it’s not really valued and will not be encouraged unless an
individual effort as a teacher who does research to support your teaching.

I: How did you reconcile your interest in social innovation model
with your engagement in the MAUD project 3 (Re-appropriating
the post-industrial landscape) with Beatrice De Carli?

CC: | see this project as the first part of a journey. | see all the students'
projects that | set up as shared journey of learning. In this particular
project, we designed the briefs and the framework of the project. They
always have open questions so | entered the project with research and
attitude and opened to what you might learn about the project. It is
aligned to my work, research within the university, and also practice
outside the university. | see the project as the journey that | do with the
students and there's one bit of shared understanding in the past six
weeks. The motivation is to expose them to the complexities of a real
project that is trying to be developed and also the complexities of the
interfacing where the local authorities and other policy landscapes. For me
even if they don't come up with the proposal actually they have
experience of how to relate with complexities and conflicts and able to
understand issues in live project. To see that there are discrepancies and
that all the agenda are negotiated. To hear from someone from the council
say - why it should be like that but in reality it works like this and to
understand the contingent nature of the urban design processes that they
might be engaged with. We've been trying to setup more Live Projects
though school Live Projects are been canonised to mean that particular
model, it's been branded. It is something that is very much rooted in the
pedagogical approach developed by old colleagues with the element of
liveliness and interaction with the outside world. So we are just trying to
experiment with effective format of the urban design course. personally |
think it will be good to bye-pass this 6 weeks constraints because in the
Live Project in the MArch module the great intensity if you want to analyse
the majority of the work | think retrospectively you will also see that
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outside the six weeks of the project very few have got any legacy. It's
something that's great for the student and great for the client for
something but then it gets also forgotten very often. So | am interested in
looking at a sort of medium-long term approach and establish something
that is ongoing as well, though it's not happening with this year because
the format and the change in the format of studio for the year.

I: What are the values, techniques, and ways of working and
learning that are associated with this approach to Urban Design?

CC: | am very conscious about the ethics of what we do, and | do know
that a lot of participatory works including many of the live projects are
almost somewhat exploitative in nature. The primary outcome is
something that will look good on the school website and something that
will look very good on people's portfolios, and that is the actual driver for
many of the students. Co-production is a relationship where both parties
have something to gain and its fine if that is discussed clearly and the
terms of exchange are explicitly stated. Often-times students’ projects are
framed as co-production but they are not really genuine co-production
because what is gained by different parties is unbalanced and in some
cases they can be exploitative sort of relationships.

One thing that | am really keen to pass on to the students is that it's great
to engage with the project, but they should be honest about what it is that
they are doing rather than making claims that are bigger than what they
will offer. We are doing a six weeks project, and we are not changing the
world through that. That is a useful step, and for them, there's great
learning outcomes and exposure to ways of doing things. The complexities
of interfacing with the cities and the local authority even if there's
collaboration with the council | will not bring that as co-production. So it is
a buzzword and it's used very often as a buzzword. | am in favour of co-
production but it's an abused term particularly in this university.

I: What can you say about your approach to this project?

124




CC: In this project the briefs are entirely tutor led, is the same way the
Live Projects -the briefs are developed by tutors and the client. But in this
one the briefs are much more detailed and you could say it is much more
prescriptive in terms of outputs than the traditional Live Project and this is
down to the requirements of the Masters degree programme that the
students benefit from several short projects. Within what appears to be
quite tight almost prescriptive brief. It is prescriptive in terms of the tools
that students have to use and the approach actual within that we give
them a lot of freedom to interpret it. We encourage them to challenge it if
they have got a lot reason to do something different if they feel it's more
appropriate and come forward and make an argument for it.

I: How do you encourage students to develop critical thinking
skills?

C: | tried to encourage them by forcing them to articulate their position by
every step. About the brief it is relatively prescriptive compared with other
types of briefs that we also kind of looked at. We are not just only
encouraging them to challenge the brief but within the brief there's room
to do things differently and we regularly do get students that do things
slightly different from what we expect them to do. So we asked them to
present to us in a particular format but most times they tend to do it a
different way. They ignore a lot of details in the brief and they do present
what they want. We prompt their every step to articulate their positions as
a group and as individuals. This is a group work that should also be looked
at through an individual lens through their portfolios. So each of them will
present the same work in their own individual portfolio and that is also
where they are encouraged to make explicit their critical thinking. So
maybe there are things that are not in the group work because they are in
their portfolios brief.
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I: What skills do you think students develop using this approach
to doing design?

CC: Because of the complexities and complication in urban design rather
architecture in the design decision making processes. There isn't one part
that has complete control on anything and things are often in a fluid
situation. This is a great stage to be able to influence things and be able
to understand the contingent nature of urban development. It's hopefully
a starting point for them to find a way in the processes and doing it in a
small project than the defined projects which might not allow them
enough depth to actually form a position they feel they can sustain. They
don't feel too much out of their depth because they have to develop some
knowledge.

I: What other things do you want to add to what you have said so
far before the end of this discussion?

CC: One thing | think we haven't talked about is the collective processes. |
feel it underpins all my research and practice works and for me it's a
philosophical position where | believe that collective processes are the
alternative ways of doing things or the way of resisting the sort of status
quo of neo-liberal production of city. | do things that can be underscored
to that. | have been looking at collective processes largely about housing
and for this project we tried to get them to work in group as much as
possible and expose them to the challenges and the tricks of the benefits
of working collectively. That is a pedagogical device not only as a sort of
teaching in a more practical terms to let us see more groups with the
amount of time that we have to be able to see more students at the same
time. | think it's important for them to learn how to negotiate their work in
the context of the group and also in the context of the larger group it's a
key skill to develop to be able to influence the process.
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Item B: Students’ Interview transcripts

Transcript 1: Interview with Paul Bailey

INTERVIEW TRANSCRIPT AEI026

INTERVIEWEE - (PB): PAUL BAILEY (MArch ARCHITECTURE
STUDENT) UNIVERSITY OF SHEFFIELD,
UK.

PROJECT: BROOMHILL COMMUNITY LIBRARY,
SHEFFIELD, UK. (THROUGH THE LIVE
PROJECTS PEDAGOGY).

INTERVIEWER - (I): NP OKOFU
INTERVIEW SETTING: A face to face interview

TIME AND DATE: 15:00 GMT Friday December 2
2015.

(Start of Interview)

I: What feedback did your group obtain from the
client/stakeholders’ review of the Broomhill Community
Library live project?

PB: One of the things that came out of the feedback at the end of
the project was that BBest gave us feedback as opposed to the
library management that represented the client actually was
because we were working with the library management at the
same time we tried to please BBest and that created a tension
that made the live project maybe sometimes more difficult than
it had to be. Another thing that we reflected on from the Oriel

1
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House Live Project review was working with the international
students as well | could say we didn't make the most use of that
opportunity. | think we should have made the most of that
opportunity we should have had a meeting at the start of the
project to learn about each member’s backgrounds and more
clearly identified people's skills. For example we had Salma from
Sudan she was really experienced and we all of us valued her
experience but though it came midway into the project. It's one
of those learning experiences that are in the Live Projects unlike
any others project because you have to manage the relationships
not only with clients but also the students themselves working as
a group and also Leo as the mentor because he provided
mentorship and direction but wasn’t in control of what we did, he
never chaired meetings. Some other feedbacks that we had at
the end of the live project from client/ stakeholders were really
nice and really charming but maybe not as clean and crisp as
previous project. So | don’'t know whether that was the students'
interpretation on the way the client spoke across themselves.
The university felt that it could have been crisper but the client
felt they wanted something more tactile, something that
reflected their aspiration.

I: Can you discuss your experience of working with the
client in this live project?

PB: when we met with the clients and discussed about the brief
they were quite clear. They wanted an idea for the building, they
want a lot of skills to be add into that and we came back with
that and we made a booklet from the research that we did, that
was useful and served as precedence to open up discussions with
the client. The initial research that we did wasn't just a
precedence in architecture production - having one of the
buildings to talk about, but it also sparked up their ideas and that
helped them think outside what their original brief was. That was
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the first way to push the design but at the same time you have
that consultations though at the end they mentioned other things
that they would like to be done. So it was more like ways to
present the library so we had meetings every week organised by
me as the main contact and if they had a little thing that they
wanted in between we just sort that out without them (the client)
going to the group as a whole but then it's was a kind of a
process we tried to come out with feasibility study all the way
through. In those little meetings and discussions the client were
bringing out new kind of mini briefs that would then supplement
the initial brief this helped us in developing the projects but at
the same time you have to remind the client and the students as
well that you've only got six weeks to produce something. | think
maybe we tried to take on too much; maybe that was why the
document at the end of our feasibility study wasn't as strong as it
could have been but we actually had given a lot in other areas as
well. So we attended events organised by the library and we
subsequently organised a public engagement as a way of
developing the brief we saw that as a process of engaging with
the users and client at the same time. We held this event in the
form of public engagement with the client, stakeholders,
volunteers, the general public and users of the library including
the children group and we used the discussion as another way to
push the idea of what they really wanted in the library. We did it
in a way that was beneficial to the client in way that it engaged
people to tick the boxes and sketch their ideal future library in
the community.

I: What were the basic skills that you developed in the

project using this approach to learning?

PB: | think coming from practice we've actually worked a lot in
practice and | was involved in this client's project but not in the
same way in a formative process. Firstly, organising the group
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and the work that we produce to be relevant for each meeting.
That really means understanding the complexities of a real
context because the idea people have about architecture school
is that you learn how to make the nicest design but architecture
is not always the design that is mostly spoken at client's
meetings. At the same time when you are there you have to
resolve issues and take them on board and it definitely gives you
skills that normal project can't do and also skills that in practice it
allows you to be more critical of your work in practice and the
way you work in practice because you can see a different way of
forming your relationship. You could imagine that from that work
of the library that if we were a real collector of people that
relationship could continue though it must have been a small
thing we could have produced data when the funding and
feasibility start you could actually work as an architect. So it was
a way of understanding different working relationships.

I: Can you discuss the challenges you experienced with
this live project?

PB: | think that relates to practising architecture in general as
well. There are a lot of people who go and practice and they
focus on all of those issues and lose the quality of the work. We
raised this question of if you were working as an individual in a
scenario where it's just only you working in the live project just
as the way the live project works would | have produced a better
outcome compared to working as a team, does that limit your
productivity. But | think maybe next time we have to work we
may need more time to work on the team dynamics that may be
the first we would work on. Because when people talk about live
projects they talk about horizontal and parallel relationships,
maybe we could have had more defined team roles so that we
will be more productive as an individual in the project. You
shouldn't be afraid to maybe have a smaller group to go and

4
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have client contact but at the same time, you want everybody to
be there because it’s a learning experience. | think that's the way
if we structured it as a practice to produce the best outcome that
will be different a structure to the academic activities where
everybody gets the relevant experiences because the sensible
thing to do is taking 10 of the students may be at the first
meeting yes but then afterwards you have to shrink down the
groups so that people can still work on different task. | think the
challenges with the group work were quite complex and difficult
to manage at the early stage of the project. This criticism came
from our mentor Leo saying if | had given you all these
separately would you have produced more work than what you
are seeing now. | think it's an acknowledgement that it takes a
long time for us to balance as a team to then start producing
good work. But that's part of the learning experiences as well
and that's one of the biggest take away for me. | think the most
valuable thing for me was understanding my strength as an
individual and using the live project as a way to test yourself
because we had to do public engagement presentation as well
that was a new experience for me because you present to a
completely different audience. So once you present to the library
staff, the general public, and the users it is completely different
to presenting my work to architecture students and academic
viewers. If | have to engage in more community projects in the
future | will adopt the live project approach because the
knowledge acquired from this project has shaped my learning
experience and also encouraged me to do more work like that
and advocate more to it.

I: what do you think you would have done differently if
asked to do this project again?

PB: The first thing is the team background, understanding the
capabilities of the team and balancing that with the new skills
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that people want to develop. So they get the opportunities to
learn new skills and also maximise their talents to get the best
outcome. Maybe be more confident about our relationship with
the client and what we can produce because | think we tried to
produce too much and that affected the quality. So if | have to do
it again we will say we can only do this, we can recommend
people we can ask people to take on some other things but for us
to have a better scope of work and say we can only do this
feasibility document because we want to make that as good as
possible. That would mean we have more resolve finished
outcome. Maybe | don't know because they did have a model
which may not be useful. Maybe delegating people to take up
certain obligation say meeting up with the client because we had
limited time for the module. There were lots of discussions when
we were doing the project especially with peers and friends with
this idea of that doing this project in practice it would be so much
more productive because of the structure that is in place but in
live project people can't challenge that because they want to
work as equals. Because you have to delegate task doesn't mean
you are not operating at the same levels or equals it does make
it more productive if you can have a structure in place because
someone needs to step in and make sure that everyone is
producing as good as they can and make sure you don't lose

time.
I: How do you assess the role of the mentor?

PB: They made it clear in the university that the mentor is not
the same as the tutor in the role of the live project. The mentor
didn't really offer so much advice more than ask questions, like
have you done this, why did you do it this way. More so there was
a time he talked about team relationship and getting us to
address issues that we were ignoring maybe because we were
worried about confrontations but once the mentor comes in and
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say how is the group working and that will kind of create a force
straight away which might have been uncomfortable
conversation for some members to raise some concerns but he
made it better down the line. So it's about the work you produce
as the way the team works as a group. | think we had a good
team in terms of critical evaluation of the live project. | think the
importance of this Live Project helped us to develop the brief with
the client because when we had the other studio design module
all the brief building processes were generated but not with the
clients. A few of the projects will be based on real-life situations
it's all fiction and narrative. | think it will be effective when | go
back into practice it will also make me understand power
relations between the client and the architect. If you imagine
going into a community may be a community with severe social
issues. If you make promises of building a structure for that
community and you say we can offer you this and you show them
this amazing vision of what the village could look like and you
can't deliver. It doesn't end with you moving out of the
community but you have ruined those peoples' hopes and
aspirations so before you make promise; be very realistic of what
you can achieve and also be realistic of the kind of clients and
community that you are working with. So that you don't get
people to a certain level and leave them. More so when we talk
about participation in our individual projects, there's always a
point where the architect always has to move away and it has to
be where you leave the community in the project so that they
don't get lost in the project as well.

I: What is your motivation for doing this live project?

PB: Actually a lot of students chose this project because it
involves a real building at the end of it. It involves architecture
and they’'ve to see a building at the end of it but the same time |
think a lot of us chose this project because it was a community
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that we have come in contact with before the start of the project.
My motivation of choosing this live project was something that |
can relate to emotionally and my skills are best suited towards
relating to this kind of project as well.

I: Based on your experience of the Live Projects and the
normative studio pedagogy which do you think will better
equip you for practice?

PB: As soon as people are exposed to the realities of the
everyday practice they become more aware of the complexities
of real-life context. | think the live project presents greater
opportunities to understand the realities of human needs and
how to respond to those needs in the same context but this time
with the real users with co-designing. | also think the most
successful architects are people that can manage expectations,
collaborations and complexities of the social world by developing

adequate capacities to do so.
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Transcript 2: Interview with Ateeb Hussain

INTERVIEW TRANSCRIPT AEI027

INTERVIEWEE - (AH): ATEEB HUSSAIN (MA IN URBAN
DESIGN  STUDENT) UNIVERSITY OF
SHEFFIELD, UK.

PROJECT: RE-APPROPRIATING THE POST
INDUSTRIAL LANDSCAPE OF SHEFFIELD
CITY CENTRE, UK (THROUGH COMMUNITY
LED-DEVELOPMENT APPROACH).

INTERVIEWER - (I): NP OKOFU
INTERVIEW SETTING: A face to face interview

TIME AND DATE: 15:00 GMT Monday June 6" 2015.

(Start of Interview)

I: Can you discuss how this project and the brief was

conceived?

AH: | think the project was conceived by the tutors (Cristina and
Beatrice). The project was led by Cristina who was a co-founder
of Studio Polpo based here in Sheffield. We were divided into 5
groups to study 5 different areas in Sheffield. Our role was to
develop strategies to re-appropriate these spaces with the zone
selected through a community led development approach. The
project was done in different phases (1 & 2) marked as long term
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and short term development strategies. We had to develop
different strategies for the community to re-appropriate these
places by the communities themselves without any external help
except in the construction phase but the design phase was to be
done by the community.

I: How did you make sense of the brief that was conceived

by the tutors?

AH: Coming from the brief | don't think we have got any ideas,
we only had the general overview of developing strategies. At
first we had to come up with strategies on how to re-appropriate
spaces by developing intervention projects in the assigned zone
for our group and we did further studies relating to the nature of
land ownership, policies and planning applications, and identify
potential local development partners as agents of change within
the study area. For instance the NGOs, Sheffield CLT, and
government agencies within the study context. So at some point
some ideas were given within the brief by our tutors and we had
to develop phase programmes. The action areas were delineated
by the tutors. The spaces that we were to create interventions
and the nature of interventions were carefully designed by the
tutors but we developed the principles like sustainable principles
social, physical, economic, and ecological principles. All these
principles and processes were designed by my group and it was a
time consuming process and we had to work continuously to

develop the drawings and partnerships.

I: How did you engage the users or community in the
process of develop the strategies?

AH: Because this was a 6 weeks project. | don't think we had time
to bring in users or the community into the project but different
people coming up at different stages of the project like in the 2™
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week we had someone from the city council and in the 3™ week
we had a Professor coming from New Zealand, Wellington North
State University to discuss about gender related issues and
urban design not about community led development. This is
supposed to be user development process. The public was only
involved at the last stage during the installation and public
presentation at the different sites in Sheffield City Centre. A lot of
people were happy to see that students were working on these
projects instead of external agencies. They were happy that
people were still talking about developing those areas. | felt that
the users could have been more involved in the project but given
that the MAUD programme was a one year course and we had
limited time to engage the users more directly in developing the
strategies. | think time was a major problem that we couldn't
involve the users in the process.

I: In developing the strategies how did you understand

context?

AH: Context is definitely one of the factors that influence
strategies especially in urban design because all these strategies
are design with the users in mind. So when you come to the issue
of context different countries have different kinds of people and
different strategies. For instance we proposed setting up a
community kitchen in Sheffield but | don't think such proposal
can easily be acceptable in any city in India because people will
not come very freely to cook food in the public like how it's
understood here in Sheffield.
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I: How did you consider the issue of context in your
project?

AH: If you take two instances about two contexts (UK and India). |
think it's more easier to implement a strategy like the community
centre as a short term project in the UK than in India because it
takes a lot of time to bring people together, get the necessary
permissions. Context is influenced by religion, social, cultural,
political and economic diversities that exist in different locations
of the world and affect the way and approach you employ in
engaging different projects.

I: How did your group address the issues of participation,
co-production, and collaboration?

AH: The strategies that we developed were tied to the project:
community-led development, hence, participation was one of the
most important tools in the project. In the first phase we
proposed a community kitchen and we needed people to come
and setup a community kitchen while in the second phase we
had a community school. In every stage of the project we
proposed a form of participatory action process. | think we
needed more marketing strategies to be able to present the
project to the people and make people understand the project by
mounting installation for more than 2 days to create the
awareness. We discovered that it took a longer time for some
members of the public to understand what the project was all
about. | think one of the reasons why we initiated the strategies
but not involving the community at the start was for us to set the
framework and stages of engagements as urban designers
determining when to engage the users and other partners in the
process. We decided to give preliminary ideas to the public
saying these are the things that you can do on your site and
wanted to know what they feel about it. It was left for the public
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to alter the proposals that we had developed based on what they
think. | think the live project was more of real live situation than
simulated situation that responds to a theoretical framework. |
think the Sheffield project exposed us to techniques and skills on
how to work with partners, stakeholders and the public towards
developing networks of interest.

I: What skills do you think this approach has helped you
to develop?

AH: Actually working in this way has helped us as a group to
develop skills on mapping techniques - how to map ideas,
strategies, and concepts in a way that can allow you to test some
of them on the ground with the public during the installation
stage. Through the mapping techniques of walking, situating
enabled us to understand the real issues in the city. | can also say
that my design skills have improved greatly when compared to
the first two projects. The experience and insight gained through
reflection from the first two projects played a critical role in
developing more ideas and strategies even individually. Another
skill that we developed was how to communicate directly with
the public, so the street presentation helped us to test how well
people understand the strategies and our overall design
proposals. Though it took us some time for people to get to
understand what the project was all about because we had to use
common terms in communicating the design ideas rather than
urban designer's terminologies.

I: What is your understanding of community led
development in this project?

AH: Instead of us developing for the whole design for the
community, we wanted the people to come to us with ideas of
what they wanted in that area such that the final outcomes are
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influenced and piloted by the community rather than a market
led development. That's my own understanding of community led
development. Within the discourse of community led
development you get lots of ideas. Part of the strategies for
community led development is the idea of participation, then the
question of how do we bring people together? What strategies
can we device to get people together? That also changes from
place to place. The only time we had something to gain from
studio Polpo was when someone from the studio came to give us
a few ideas on community led development otherwise the
network wasn't a serious partnership engagement because they
were not really involved in that process.

I: What challenges did you encounter in the process?

AH: Part of the challenge we had was that one of our tutors was a
coordinator of the studio Polpo and also the tutor of the module,
hence her dual roles were a bit confusing. So we couldn't
separate the ideas that were coming from the Studio Polpo and
those from the tutor as an instructor of the module. Another
issue was time and timing which was a serious challenge as it
couldn't allow us to engage the users in the process and develop
the CLT as part of the tools for community led development
agenda. We had issue with working as a team in the group work,
one of the groups had to split into two because someone from
the group wasn't engaging with the rest of the members which
led to a conflict in the group, he wasn't ready to compromise and
that also affected the overall grade of the group in the
assessment. There was also this issue of language barrier which
hindered fluent communication process both in the
understanding and spoken English as some members of the
group were challenged by this. It was also difficult to
comprehend and discuss their ideas openly. It took us about
2weeks to understand what the tutors wanted us to do because

6
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the framework was not that explicit on what they expected us to
do and how. | believe there was so much to do at the different

layers of the project within a short time frame.

I: What else do you want to add to what you have said
thus far?

A: Nothing much to say.
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Appendix C2

Appendix C 2 - ANALYSIS WORKSHOP DATA

The data involves 2 groups of 5 participants each (2 educators and 8 students)

Question e What elements of the findings do you think are capable of
influencing architectural education in Nigeria?
1.
Group Group Response:
Group A The three pedagogical theories (critical, transformative, and feminist) mentioned in the
findings were identified by students and educator as crucial transposable theories that are
5

capable of influencing architectural education in Nigeria. The reasons for their selection,
as mentioned by the student-respondents in the discussion are predicated on the notion
that critical pedagogy empowers students to question what and how they learn, creating
a medium for dialogue and negotiation between students and teacher. It is capable of
enabling students to make important decisions about developing appropriate skills for
future practice. Transformative pedagogy was also mentioned several times on the sticky
notes, all of which noted its capability to transform theoretical knowledge into practical

use in the Nigerian context.

Critical thinking was also highlighted as an essential skill that enables a new set of ideas

to emerge through the critical appraisal of existing ideas.

There is a further emphasis placed on exposing students to different models and
pedagogical strategies that will enable them to respond to context specificities using
different techniques such as experiential learning and group discussions. This is placed
with the assertion that Nigeria has different cultural, social, ecological and political

diversities that must be understood and incorporated in the design process.

Student-centre learning was selected over tutor-centred learning with the view that it
places students at the centre of their learning, political position taken, independent

learning, and enable them to make decisions on what and how they learn.

Importance was given to engaging clients/users in the design and decision-making
process through working/learning with them rather than designing for them. The
respondents state that incorporating the users into the building team enriches the

product outcome and also encourages multiple voices.
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Teamwork, collaboration, co-designing and interdisciplinary practice was mentioned on
the sticky notes as elements of future practice whereby disciplines work in a team

towards responding to complex societal challenges, thus defiling a single approach.

Group B

5

participants

Group B, similar to group A, sees the ability to understand context and its specificities
quite useful in the Nigerian context. This is informed by the assertion that understanding
context specificities is not only a panacea towards developing designs that respond to the
social, cultural, political, and ecological needs of Nigeria, but will also help educators to

develop models that are responsive to students’ learning needs.

The group believes that hands-on situated learning, introduced through by immersing
students in their project context has far more benefit than learning from afar. However,
the values inherent in designing from afar (the use of digital media tools) were welcomed,
as one of the students indicated on the sticky note that hands-on learning widens
student’s learning experience while developing the capacity to respond to live situations.
They agree with the assertion that the role of validating bodies in defining the curriculum
of architectural education in Nigeria constitutes a barrier as they challenge any other

form of education that does not speculate building as an end product.

Question

e What skills within the research findings do you think will enable
students/educators to address contemporary practice

challenges in Nigeria?

Group A

Teamwork, co-designing, negotiation, collaborative learning, interdisciplinary
learning/practice, critical thinking, group decision making, how to address contemporary
challenges, and capacity to self-initiate projects were the more prominent skills
highlighted by each of the respondents as critical for architectural education and practice
in Nigeria. Other skills were also noted such as: how to use digital media tools,

communication, use of software, empathy, and care.

Group B

Group B also identified skills, which were already, mentioned by group A (teamwork, self-
initiating, negotiation, interdisciplinary, and communication skills among others).
However, they differ slightly from group A as they assert that how to use digital media
tools has far reaching positive implications towards transforming both architectural
education and practice in Nigeria, something group A holds a different opinion on. One of
the important skills mentioned in this group is how to transform theoretical knowledge
into practice, with the assertion that it does not only allow theories to be tested but
harnesses their usefulness in addressing practical problems. Other skills include
presentation, project and time management. Another important skill mentioned in both

groups is developing a sense of care and empathy for the job they do and for the
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community they work with. Beyond professional practice requirements in Nigeria, the

group opines that having a sense of care contributes meaningfully to peoples’ wellbeing.

Question

e What is the implication of these research findings for the future

of architectural education and practice in Nigeria?

Group A

The group agrees with the importance of teamwork, both in learning and in practice, but
raises the concern that identifying an effective team/group working method that is
appropriate for the Nigerian context is as important as identifying the principles that are
capable of driving effective teamwork. This is due to the understanding that context plays
a critical role in defining the method of engagement. The group also mentioned
interdisciplinary teamwork as crucial in working towards advancement of architectural
practice in Nigeria, with the assertion that working with professionals in different
disciplines does not only enable architects to understand the values inherent in other
disciplines, but also allow complex problems to be addressed through interdisciplinary

inputs.

Another implication of the finding of this research, as discussed by respondents, is the
ability to self-initiate projects. This is centred upon the view that developing the capacity
to self-initiate projects will contribute towards the expansion of the scope of architecture
practice in Nigeria, as architects will be self-empowered to the extent that they will
develop project proposals for the government by being situated in a particular local
context. This can address the frequent loss of jobs by architects, as jobs can be created
rather than waiting for commissions. The notion that students are empowered to take
critical positions about their learning is significant. They do this by developing their
criticality through student-centred learning, rather than through teacher dictating what
and how to learn. This will have positive implications for architectural education in

Nigeria.

Group B

Group B highlights the importance of those research findings that are capable of
repositioning architectural education and practice in Nigeria. The first element mentioned
is the role of digital media tools (Facebook, WhatsApp, Twitter, and WordPress) which
can be mobilised to reconfigure ways of relating to project contexts when it is difficult to
be immersed in the project sites. Digital media as discussed by the group has the
potentials to allow a wider audience to connect to an enlarged network of users,

designers, and stakeholders without being physically present in the project context.

As one of the respondents writes on a sticky note — “the implications are: that students

are awakened to the consciousness of how to self-initiate projects; how to work with real
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budgets and understand users’ requirements/needs” (see Appendix C). Group A
previously discussed the importance of self-initiate projects for architectural education
and practice in Nigeria. They opine that the application of critical pedagogy in
architectural education has the potentials to improve student-teacher-relation while

placing students at the centre of their learning.

The group further highlighted how experiential and hands-on learning which encourages
learning by doing, will generate a better understanding of what the architect deals with in
reality. Further, it will enable students to develop a capacity to address real life problems
in their natural state, something which has the capacity to influence architectural

education in Nigeria.

Question e What potentials do the findings present towards repositioning
the way students will learn and be taught in the future?
4.
Group A The following points were mentioned as potential learning strategies to be adopted when
developing pedagogy for architectural education in Nigeria:
and
e Capacity to understand what the real issues are.

Group B e Ability to work in teams

e Ways to co-design and learning with/from others

e Ways of engaging in interdisciplinary learning and practice

e  Critical and reflective thinking

e Anincremental building process through “"making and fit”

e The need to understand and adopt appropriate learning/pedagogic theories

e Therole of empathy, care, and tenacity in relating with others

e Usingdigital tools in relating to the project context and networking

e The need to challenge the banking concept through the introduction of critical
and feminist pedagogies

e  Ways of developing the following skills: negotiation, communication, self-
initiation, teamwork, criticality, reflection, time and resource management.

e Thefindings possess the potentials to encourage the interaction and healthy
relationship between teacher and students in the classroom, hence establishing
an opportunity to learn from each other. The groups believe that these elements
can redefine architectural education and to some extent practice when
integrated into the current design studio models. However, they also raised the
concern of how this might work, since some of the theories underpinning

negotiated pedagogy challenge the validation criteria set by ARCON and NUC.
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Question e What areas or issues do you think this research has not

addressed, but still remain crucial for future practice in Nigeria?

Group A | Thefollowing points which were not mentioned in the research findings, were highlighted
and by respondents as critical concerns capable of informing the nature of future practice in
Nigeria.

Group B

e Leadership and administrative challenges in professional practice —lack of
continuity in terms of sustaining projects and visions within the leadership of the
professional practice body. Conflict of interest and fight for relevance amongst
different regulatory bodies within architectural practice.

e Corruption —an endemic practice that exists in education, practice, circular
society, private, cooperate, and government institutions capable of inhibiting
any meaningful development in Nigeria.

e Theresearch findings are silent on possible ways they could be implemented in
architectural education, in such a way that they align with the core Nigerian
values and diversities present among people, places, practices and government
policy.

e Thefindings do not address the high level of poverty in Nigeria in terms of
affordable housing provision, and - ways of harnessing available local building
materials with modern technology that will benefit the poor.

e Theresearch findings are silent on when these elements should be introduced (at
what academic level) they do not offer any way that could be into the existing
curriculum of architectural education in Nigeria, particularly when considering

the role of the NIA/ARCON and NUC in regulating how and what students learn.

Question | What challenges/barriers do you think could hinder the acquisition of

6. skills and also the transposition of the components in Nigeria?
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Group A
and

Group B

Due to the resistance to change and the slow nature of the Nigerian system
(people, educational, and government structures) towards accepting change,
implementation is slow and often times unattainable.

Lack of cohesion and conflict of interest on the part of the regulating bodies —
(ARCON and NUC) who operate by using different conditions for validating
programmes. This is capable of affecting the introduction of new ways of
learning.

Many schools of architecture do not believe that there is a problem with the
current system of architectural education in Nigeria. Therefore, hence
introducing a new pedagogy will to some extent struggle to be accepted or
recognised.

Due to the bureaucratic red tapes surrounding curriculum or programme change
in the University administrative process, there is every possibility that at the
senate level, such noble pedagogic ideas may be thrown out as faculty members

are not ready to accept change once it threatens the accreditation requirements.

Appendix C4 — Nvivo data analysis software
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Appendix Da: Thematic analysis
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Negotiated pedagogy

Pedagogy

Understanding the role and importance of taking pedagogical positions in learning.

Emphasis on critical, transformative, feminist and radical pedagogies that promote
criticality, inclusion, co-production, student-centred learning, hands-on learning,
negotiated learning and experiential learning. Exposing students to different ways of

Context

learning and working with others.

There is an emphasis on collaborative and reciprocal learning (learning/working with

Technique

other or from other). There is an emphasis on inter-disciplinary learning and
teamwork. Similarly, it Involves users through public engagement. Other elements
include: hands-on making and fit, incremental building process, change and
adaptation, group discussion, loose fit, social-technical spatial design, consensus
decision making, live construction and the use of digital media tools.

There is an emphasis on how context dictates the choice of action method in a
pedagogical project. Immersing students in a project context enables them to
understand what the real issues are while the use of digital media tools allows
context related issue to be explored. There are three types of context related issues
that have influence on pedagogy: student, project, and institutional-contexts.

\_ /2

Future practice
and future skills

Future Practices that place emphasise on developing the capability to self-initiate
projects, learning and working with others (users/client) through collaborative
designing, working in a trans-scaler kind of way. Emphasis on care and empathy,
social technical spatial designing, social enabling/design, process as well as product
oriented. ‘Loose fit’ through ‘making and fit'. Future skills places emphasis on
teamwork, synthesis, collaborative learning/working, interdisciplinary, time and
project management, critical thinking, negotiation, how to understand users’ needs.

Challenges

Characteristics and features of negotiated pedagogy

The validation criteria set by validating bodies constitutes a challenge. The limited
time allocated for students to learn, develop interventions and reflect on their
learning challenge the propagation of negotiated pedagogy. Resistance to accepting
change by members of faculty. The role of the validating bodies privileges product
over process. What is gained in co-produced live project seems to be unbalanced and
exploitative if conditions of engagement are not explicitly negotiated.




Appendix D2:

Table 8.4: Analysis of responses relating to context

(survey questionnaires, focus group, and workshop)

Research Responses Reasons

instrument (%)

Focus group 71 They need to understand the Nigerian context in terms of the socio-cultural aspects.
When designs are produced through a locally developed methodology, it promotes a sense of
identity and cultural authenticity.
Putting students in project context will help the students to understand the context in terms of
the culture, economic landscapes, available local materials, and identify opportunities in the
communities as they work with the users to produce the architecture together3.

Survey 62 It equips the designer with the skills to identify context specific challenges and opportunities
but also enables a responsive design outcome.

Workshop 71 Understanding context specificities is not only a panacea towards developing designs that

respond to the social, cultural, political, and ecological needs of Nigeria; it helps to promote
local content also.

Nigeria has different cultural, social, ecological and political diversities that must be
understood and incorporated in the design process.

...We need a curriculum that addresses Nigerian problems and makes us relevant in the world.

3Aliyu Sani, focused group interview discussion with Nkemakonam Okofu, 2017.
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Appendix D3

Table 8.5: Analysis of responses relating to pedagogic theories

(survey questionnaires, focus group, and workshop)

Research

instrument

Responses

(%)

Reasons

Focus group

67

I'think experiential learning theory should be capable of supporting a pedagogic model that is
socially-minded.

The importance of linking proposed pedagogy to existing learning theory
Critical skills and theory should be encouraged. The idea of critical pedagogy and student-
centred learning will encourage criticality.

Educational culture in Nigeria does not support an approach where students question the
knowledge of the teacher,

When students are trained with a model that is culturally focused on the community needs,
they develop skills to relate and negotiate with them, which is useful for practice

Survey

395

Critical pedagogy and transformative pedagogy will help to close the gap between theory and
practice.

Critical pedagogy is good but | think feminist pedagogy is more important because it will give
women a voice in architecture, which they don’t have now (female respondent).

Workshop

65

Critical pedagogy encourages student centred learning.
Critical pedagogy, feminist pedagogy, transformative pedagogy is important in Nigeria.

Critical pedagogy and feminist pedagogy.
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Table 8.6: Analysis of data relating to techniques

(Workshop, focus group, survey questionnaires)

Research Responses Reasons

instrument (%)

Focus group The need to de-emphasise the isolationist mode of learning by including others in learning.

96 Architectural education in Nigeria needs a responsive pedagogy that reflects our social, cultural

and political values
Nigerian project design and construction climate promotes individualism rather than
partnership in project delivery”.
Interdisciplinary learning is important but exposing students to the plurality of different
pedagogic experience is the most important thing for Nigeria.

Survey 30 More collaborative ways of working and learning with others (users, clients, stakeholders).
Working with users develop teamwork, communication, and material management.
Interdisciplinary practice
Collaboration practice.

Workshop 73 Collaborative learning is good.

Co-designing with different professionals should be encouraged

Participatory design in needed for community architecture.

Exposing students to different model is important in because it helps them to respond to
different contextual issues with different approaches.

Group discussions and experiential learning is good for Nigeria because Nigeria his multi-

cultural, social, and political diverse people.

Table 8.3 illustrates the relevance of developing learning techniques that place emphasis on

‘learning/working with’ and ‘learning from’ other in the Nigerian context. It is important to state

that the evidence from the data may be argued by critics that the findings cannot be generalised

as it does not represent a large sample size. However, it certainly constitutes a case to learn from

and adapted within the context in question drawing from Flyvbjerg’s notion of “typicality of

judgement” (see section 4.4, Chapter 4).
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Table 8.7: Analysis of data relating to Future Skills

(Focus group, Workshop, survey questionnaire)

Research

instrument

Response (%)

Reasons and comments

Focus group 65 Capability to understand users’ needs, Self-initiation of projects, Critical thinking, Synthesis,
negotiation,
7 skills Empathy and care, use of digital media tools.
identified Interdisciplinary teamwork.
Critical thinking is important, because you if you dont think outside the box you cannot be
creative and bring out innovative ideas.
Survey 84 Teamwork, Reflection and critical thinking, Time and resource management,
Working with users develop teamwork,
13 skills o ) )
Communication, synthesis, and material management.
identified
Presentation, Group design/group discussion
Empathy and care, digital media tools, listening, innovation and entrepreneurial,
Critical thinking is indispensable in all professional practice without which you can’t advance
development or innovation.
Workshop 67 Self-initiation of projects
Capacity to understand what the real issues are.
8 skills
Ability to work in teams
identified

Capability to identify users’ needs
Interdisciplinary teamwork

Critical and reflective thinking

Care, and empathy and communication skills
Negotiation and synthesis skill

Digital media tools
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Table 8.8: Online Survey relating to future skills

Analysis of future skills relating to Online Survey Questionnaires

Rating | Future Skills Code Response %
1. Self-initiation of projects SP 47 94
2. Understanding users’ needs UN 41 92
3. Innovation/entrepreneurial IE 37 74
4. Teamwork/interdisciplinary teamwork T™W 31 62
7. Synthesis SY 31 62
5. Critical thinking/reflective thinking CcT 30 60
6. Presentation PP 30 60
8. Digital media tools/networking DM 25 50
9. Communication ™M 24 48
10. Listening/negotiation LS 18 36
11. Time and resource management ™ 15 30
12. Group design/group discussion GD 13 26
13. Empathy and care EC 11 22
Total 353 714
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Appendix E: Respondents Information Sheet 1

2 The
University
» Of

” Sheffield.

Participant Information Sheet

Research Project Title: Socially-minded architecture education: a
pedagogical approach for social architecture in Nigeria.

Invitation: You are being invited to take part in this research project. Before you
decide to do so, it is important you understand why the research is being done and
what it will involve. Please take the time to read the following information carefully
and discuss it with others if you wish. Ask us if there is anything that is not clear or if
you would like more information. Take time to decide whether or not you wish to take
part. Thank you for reading this.

What is the project’s purpose? This research aims to develop an appropriate
pedagogical model for teaching architectural design in Nigerian universities with the
target of developing students that are socially-minded while possessing the capacity
to self-initiate projects. This project also aims to investigate the obstacles and
precedents for social architecture practice in a wider African context.

Why have | been chosen? You have been chosen because your research and/or
practice focus on alternative architectural design pedagogy that is centered on
socially-minded architecture practice.

Do | have to take part? The decision whether or not to take part lies with you. If you
do decide to take part, you will be able to keep a copy of this information sheet, and
you should indicate your agreement to the online consent form. You can still
withdraw at any time. You do not have to give a reason.

What will happen to me if | take part? You will be interviewed for approximately 20
minutes to find out more about your approach to design pedagogy and its
relationship to social architectural practice.

What are the possible disadvantages and risk of taking part? Participating in the
research is not anticipated to cause you any disadvantages or discomfort.

What are the possible benefits of taking part? It is hoped that this work will have
a beneficial impact on understanding other relevant forms of teaching architectural
design that seeks to address socially-minded practice. Results will be shared with
participants and will be used to inform curriculum development in Nigeria.

Will my taking part in this project be taken confidential? All the information
collected about you during the course of the research will be treated based on your
choice of anonymity as stated in the consent form.

Will | be recorded, and how will the recorded media be used? You will be
recorded on audio media that will be transferred to an encrypted laptop which can

154




Respondents Information Sheet 2

only be accessed by the researcher and the researcher’s supervisors. The backup
copies of these data will be securely locked in a filing cabinet.

What will happen to the result of the research project? The result of the research
will be published, for example in the PhD thesis submitted to the University of
Sheffield, in peer reviewed journals, and conference presentations.

Who is organizing and funding the research project? This is a Ph.D. research
project that is sponsored by Imo State University, Owerri-Nigeria.

Who has ethically reviewed the project? This project has been ethically approved
by the School of Architecture University of Sheffield ethics review procedure
committee.

What if something goes wrong? If you have complaints about the project in the
first instance you can contact any member of the research team (the principal
investigator or supervisors- see details below). However, if you feel your complaint
has not been handled to your satisfaction you can contact Sheffield School of
Architecture ethics review committee or the registrar and secretary at
registrar@sheffield.ac.uk to take your complaint further.

Contact for further information: Please contact Nkemakonam Patrick Okofu, the
lead researcher, Sheffield School of Architecture, The Arts Tower, Western Bank,
University of Sheffield, S10 2TN, UK. Tel: +44(0)7404159178. Email:
npokofu1@sheffield.ac.uk.

The research supervisors: Tatjana Schneider, Sheffield School of Architecture, The
Arts Tower, Western Bank, University of Sheffield, S10 2TN, UK. Tel: +44(0)
1142220320. Email: t.schneider@sheffield.ac.uk.

Rosie Parnell, Sheffield School of Architecture, The Arts Tower, Western Bank,
University of Sheffield, S10 2TN, UK. Tel: +44(0) 1142220327. Email:
r.parnell@sheffield.ac.uk.

The University Registrar: Dr Philip Harvey, The Registrar and Secretary’s Office,
University of Sheffield, Firth Court, Western Bank, Sheffield S10 2TN, UK. Tel:
+44(0)114 222 1100. Email: registrar@sheffield.ac.uk

Thank you for reading this. We hope that you would like to take part in the
research project. To do so, please contact Nkemakonam Patrick Okofu @

npokoful@sheffield.ac.uk.
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Item B: Respondents Consent form

FOR OFFICIAL USE ONLY

The Piticibant Nommber/Tiiitial
Universit,y dI[lLlPJH[ Number/initials

Sheffield. /

Title: Socially-minded architecture education: a pedagogical approach for social architecture in
Nigeria.

Consent Form for Interviews: A Qualitative Sub-study

Thank you for reading the information sheet about the interview sub-study. If you are happy to
participate then please complete and sign the form below. Please initial the boxes below to confirm that
you agree with each statement:

Initial box:
I confirm that I have read and understood the information sheet dated [......... | and have
had the opportunity to ask questions. D

I understand that my participation is voluntary and that I am free to withdraw at any time
without giving any reason and without there being any negative consequences. In

addition, should I not wish to answer any particular question or questions, I am free to D
decline.

or

I understand that my responses will be kept strictly confidential. I understand that my
name will not be linked with the research materials, and will not be identified or
identifiable in the report or reports that result from the research.

I agree for this interview to be tape-recorded. I understand that the audio recording made

of this interview will be used only for analysis and that extracts from the interview, from

which I would not be personally identified, may be used in any conference presentation, \:,
report or journal article developed as a result of the research. I understand that no other

use will be made of the recording without my written permission, and that no one

outside the research team will be allowed access to the original recording.

I agree that my anonymised data will be kept for future research purposes such as
publications related to this study after the completion of the study.

I agree to take part in this interview.

] L

Name of participant Date Signature

Principal Investigator Date Signature

To be counter-signed and dated electronically for telephone interviews or in the presence of the
participant for face to face interviews

Copies: Once this has been signed by all parties the participant should receive a copy of the signed
and dated participant consent form, and the information sheet. A copy of the signed and dated
consent form should be placed in the main project file which must be kept in a secure location.
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Item C: Ethics Approval 1

The
University

Sheffield.

Downloaded: 08/11/2017
Approved: 19/02/2015

Nkemakonam Okofu

Registration number: 130110228

School of Architecture

Programme: Architecture (PhD/Architecture FT) - ARCR131

Dear Nkemakonam

PROJECT TITLE: Socially-minded architecture education: a pedagogical approach for social architecture in
Nigeria.
APPLICATION: Reference Number 002730

On behalf of the University ethics reviewers who reviewed your project, | am pleased to inform you that on
19/02/2015 the above-named project was approved on ethics grounds, on the basis that you will adhere to
the following documentation that you submitted for ethics review:

e University research ethics application form 002730 (dated 27/01/2015).
e Participant information sheet 004858 version 1 (27/01/2015).
e Participant consent form 004859 version 1 (27/01/2015).

The following optional amendments were suggested:

See the comments above.

If during the course of the project you need to deviate significantly from the above-approved documentation
please inform me since written approval will be required.

Yours sincerely

Email Arc Ethics
Ethics Administrator
School of Architecture

157




Ethics Approval 2

The
University

g Sheffield.

Downloaded: 08/11/2017
Approved: 24/02/2016

Nkemakonam Okofu

Registration number: 130110228

School of Architecture

Programme: Architecture (PhD/Architecture FT) - ARCR131

Dear Nkemakonam

PROJECT TITLE: Socially-minded architecture education: a pedagogical approach for social architecture in
Nigeria
APPLICATION: Reference Number 007004

On behalf of the University ethics reviewers who reviewed your project, | am pleased to inform you that on
24/02/2016 the above-named project was approved on ethics grounds, on the basis that you will adhere to
the following documentation that you submitted for ethics review:

e University research ethics application form 007004 (dated 18/02/2016).
e Participant information sheet 1013779 version 1 (26/11/2015).
e Participant consent form 1013780 version 1 (26/11/2015).

If during the course of the project you need to deviate significantly from the above-approved documentation
please inform me since written approval will be required.

Yours sincerely

Chengzhi Peng
Ethics Administrator
School of Architecture
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