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INTRODUCTION

Online Education: Teaching in a Time of
Change

This proceeding publication is the outcome of the virtual conference, Online Education: Teaching in a
Time of Change, held in April 2021. It was coordinated the research group AMPS, its scholarly journal
ArchitectureMPS published by UCL Press together with several universities: Ball State University,
USA; Beaconhouse National University, Pakistan; University of Pretoria, South Africa; University of
Kassel, Germany. It offered a platform for multiple and diverse perspectives and interpretation of
online education and research as it stands today.

The unprecedented changes faced by the world in 2020 produced many challenges and opportunities
for the global academic fraternity. Educational systems required a sudden shift in teaching methods,
communicative techniques, the use of the latest digital tools, and a quick revision of learning
outcomes. On the brighter side, teachers and students proved adept at embracing innovation, and
“online education” helped academicians connect across the globe; although the success of the
transference to online education was not uniform, with some struggling with questions of accessibility
and the ability to explore the online possibilities of this new era.

In the midst of it all, platforms like the Khan Academy and Skillshare got more attention than ever due
to their effective online education structure, and disciplines whose assessment and delivery modes
are heavily lecture and test-based, tended to thrive. On the contrary, those disciplines that require a
physical presence due to the nature of their teaching or reliance on peer-to-peer learning, tended to
suffer. Skills-based courses and exercises such as model making lost contact with the “materiality” of
their subject matter. Science programs, reliant on lab experiments struggled to replace the materials
or prototyping they depend on and, for the main part, the dynamic interaction of the design studio was
reduced to interaction through a smartphone or computer screen. Overall, the relocation to virtual
classrooms, online studios and remote seminars affected the standard work cycles of educators and
researchers to such an extent that the repercussions are still to be understood. It all affects the
current debate on online education.

The papers collated in this publication, and the conference which it documents, reflect the diverse
perspectives of educators at this point in time. They offer a synoptic view of researchers and
professionals who together are reconfiguring the possibilities of the new and emerging pedagogical
realm.

Zain Adil
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ART SCHOOLS AND ARTIST-LED COLLECTIVES: HOW TO
MAKE A HAPPENING (1968/2020) A WORKSHOP IN
VIRTUAL SPACE

Author:
JOHN WRIGHT

Affiliation:
LEEDS ARTS UNIVERSITY, UK

INTRODUCTION

On the 24™ of April 2020, following the realization that lockdown measures had brought a temporary
suspension of physical ‘in-person’ teaching, efforts had to be made to re-model courses in Higher
Education and move to online and distance learning formats. As such, the initial plan to deliver a
performative lecture to Level 5 (second year) Fine Art students in an off-site project space, needed to
be re-thought in a way that would capture both the same learning outcomes but also be comparable in
its content. Fortuitously, this section of the module did not require direct assessment as it was in the
form of a voluntary ‘student sign-ups’. As a result, I decided to take the opportunity to carry out an
experimental format of an online semi-performative lecture in order to initiate a workshop within the
overall ‘off-site’ project.

The workshop itself was based on the re-imagining of the ‘happening’ a highly prominent form of
artistic activity developed by the Fluxus movement. Focusing on the rules of Fluxus ‘happenings’
outlined in 1968 by Allan Kaprow.* The workshop became an experimental space to re-imagine these
rules during a global pandemic and to challenge the notions of place and locality in virtual
environments. The concept of the ‘happening’ was chosen because it provided both a tangible
framework for the students to engage within this current climate and is discursively linked to
collective practices.?

This situation provided an opportunity to test out an observation which had emerged from my PhD
research. The main locus of this observation was in a trend in which artist-led collectives tended to
form within environments such as universities.® Indeed, within a mapping study of collectives forming
in the city of Leeds that I carried out as part of the empirical research for my thesis, | found that 50%
of collectives formed and, or, appeared within the art school environment.* This was the single highest
locality within the study and posed two specific questions. Firstly, why was this frequency occurring
and secondly, what could be learned from these occurrences. The latter being the most pertinent to
this paper. Of course, this study was limited to one city of the duration of a year. However, this trend
also has historical and contemporary precedence within artistic discourse. There have been countless
examples of collectives forming in educational environments from the eponymous, Toronto based
collective General Idea in 1969 to the anarchic video collective Everything is Terrible in 2000.
Indeed, over the last three decades the UK has seen a myriad of instances of self-organized artist-led



Online Education: Teaching In a Time of Change

collectives from Leeds 13 to Turner Prize winning Assemble in 2015. The instances of these forms of
activity are nothing new within the sphere of art education and would not prompt undue attention by
educators and academics. However, the study of such phenomena is relatively under-researched;
notably exceptions are Gareth Stedman Jones’s essay The Meaning of the Student Revolt which
emphasizes that the period of group learning can foster collective consciousness within a cohort.®
Similarly, Silvie Jacobi’s study of art schools as fostering a sense of place and thus identity through
emerging emplaced practice.® Yet, these studies focused on broader educational and often generalized
outcomes by categorizing artist-led collectives under a broader rubric of artistic self-determination
that encompasses a spectrum of artist-led activity. Instead, | argue that in order to move towards a
more in-depth understanding of artist-led collective activity within the institutional space of the art
school, and its potential outcomes for art education and pedagogy, a more nuanced conceptualization
of the conditions which are leading to the phenomena is required. Further, what are some of the
implications for artistic collective practices within the virtual learning environments brought about by
the pandemic.

The specificity that | am referring to here is captured in identifying the conditions which are unique to
the art school environment. In the recent publication Come Together: The Rise of Cooperative Art and
Design Francesco Spampinato argues that ‘collectives are often born from preexisting communities’.’
On the face of it, this statement might seem obvious, that collectives have a higher probability of
forming where there is already pre-existing commonality. However, the statement reveals several
important threads. Firstly, that collectives tend to form where there are pre-existing resources as
developed and or shared within communities. This process was articulated by Robert Hollands and
John Vail in their research on ‘artistic clustering’.® The author’s outline that artistic clustering is an
important factor in the development of collectives and that in order to ‘advance our understanding of
the complex relationship between art and locality. In doing so, we emphasize the need to draw
together three elements of place: geographical location, material form, and place as meanings and
values’.? This concept of artistic clustering begins to explain why the art school environment has
become a hotbed of artist collective activity. The art school acts as a geographical focal point, or site
in common for a community to develop which includes students, lecturers, technicians, arts
professionals etc. Interrelated to this is access to material factors such as studios, workshops, physical
and digital materials/tools. It could be argued that in isolation these elements of place would not
necessarily lead to the development of collectives. However, the importance of meaning and values
within the art school environment becomes an important factor involved in the development of
collectives. If I return to Spampinato’s statement, the second thread in play is that communities tend
to coalesce around shared ideas and ideals, even if there are differences at an individual level. The art
school as an educational institution teaches its students a broad range of historical, theoretical and
socio- political ideas. In other words, they are exposed to different forms knowledge and encouraged
to be independent critical thinkers. Yet, this teaching can also coalesce around collaborative and
collective forms of practice both through research studies components and through studio
environments.

In her work on support structures within the artworld curator Celine Condorelli explored the
importance of friendship in the development of self-organized practice. Condorelli suggested that
‘Friendship is treated both as an association with other people and with ideas, a befriending of
issues’.!® Further, Condorelli stresses that these entities often form through ‘friends in action’.** Here
is the crux of the matter, I argue that exposure to a diverse set of ideas and thus values coupled with
the interrelationship of elements of place is creating the ideal conditions for artist-led collectives to
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form within art schools. However, with the enforced rise in distance/virtual learning because of the
pandemic are those conditions being changed and further what can we learn from this development.

STRUCTURE OF THE WORKSHOP

It is important at this juncture to outline the reasoning behind the decisions made in developing the
concept for the workshop. The workshop was designed to maximize the conditions which lead to
collective formations yet adapted to the virtual learning environment. It consisted of a lecture in
which | delivered a history of collectivism from the re-imagined 19" Century medieval guild to the
elements of inter-war proto-collectivism in the USSR, to the explosion of collective practices in the
post-war period, which included early Fluxus that foreshadowed contemporary artist-led
collectivism.*® The workshop then became a focused online discussion around the Fluxus rules and
the potential to re-imagine a “happening’ in virtual space. The students then self-organised in order to
initiate the planning process and then returned to the main workshop to feedback on their ideas. The
duration of the workshop was one teaching days’ worth of time and when the students returned for the
feedback session at the end of the day, they had self-organised into two groups each with a specific
interpretation of the *11 rules of the game’ as outlined by Allan Kaprow in his work How to make a
Happening.®* The workshop was held using online video conferencing programs Zoom and Google
Meet. This multi-platform combination was chosen because of the specific institutional policy around
use of specific platforms to deliver teaching and also, at the time, Google Meet did not have the
capacity to implement virtual backgrounds which was a key part of the visual presentation of the
lecture as the Fluxus rules would remain on the screen behind my live feed whilst | shared the lecture
presentation with the students. The combination of platforms would become a key theme in both my
delivery of the workshop but also how the students navigated the design, creation and ‘staging’ of
their online happening. From the initial workshop the students worked on their happenings until the
end of the ‘off-site’ project. This was a duration of fourteen days (including the workshop day).

METHODOLOGY

The following textual analysis is based on the feedback given by the students at the end of the
workshop and some durational feedback | received early this year. The methodology which I
employed was based on Relational Dialectics Theory (RDT) developed by Barbara Montgomery and
Leslie Baxter in 1988.1 RDT is a form of communication theory which | had previously employed
throughout my PhD research into collectives because it provides a framework to study the complexity
of communications and often contradictory relationships which form artist-led collectives and
crucially ‘does not place at its theoretical centre the economic contradictions between the forces of
production and consumption’.* Thus, it becomes a more holistic methodology based on contradiction,
totality, process and praxis which is more congruent with the subject matter at hand. Crucially, RDT
also provides a potential method for textual analysis through a set of ‘dialectical unified oppositions’
that occur within the relationships which form artist-led collectives. These unified oppositions are
illustrated in Figure 1.
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Internal Dialectic
Relationship (within
the relationship)

Integration- Connection-Autonomy
Separation
Stability-Change Certainty-Uncertainty

Expression- Openness-Closedness

Nonexpression
Figure 1. dialectical forces within relationships

Through analyzing the words, phrases and sentences that the students used in response to the
guestionnaire | began to trace specific dialectical tensions within the two project groups. This
‘mapping’ was then utilized in order to form conclusions and draw out further questions for future
research.

ANALYSIS

In terms of the project workshop the students self-organized into two groups. These groups presented
as a complex mix of social bonds based on friendships and newcomers as outlined by a several
students in their feedback. Student A stated that ‘during the creation of the happening, I was able to
communicate with people on the course who | have never spoken to before due to a difference in
creative practices’.’® Similarly, student B stated that ‘it was great to get to know some people from
other fine art studio areas that work differently to me’. Both of these student responses exhibit typical
dialectical tensions between connection-autonomy and openness-closedness. They characterize a
difference in working practices which had previously been a barrier (closedness). Yet, a willingness
and excitement at the potential collaboration (openness). Similarly, phrases such as ‘great to get to
know some people’ revealed the yearn for (connection) and conversely, phrases such as ‘work
differently from me’ revealed the (autonomy) of the individual.

These initial sets of interrelationships are quite typical for the formation of collectives where core
friendships function as nodes for others from outside (or ‘external’ to use the RDT terminology) of
those circles to join. This is often due to a complex set of contradictory forces including skills gaps,
differences and similarities in ideas and interests.'” Of course, the workshop acted as a further catalyst
to accelerate this initial period which can take months and even years in practice. However, the
overall dialectical forces of integration-separation were present within the student responses.

Perhaps the most startling emerging finding relates to my initial working hypothesis. Prior to this
experimental workshop, much of the research carried out in the field had assumed the requirement of
physical embodied experience of being with others and thus the development of ‘place-imprinting’
through those social bonds and relationships. This was characterized by Montgomery and Baxter as,
‘a special form of communication not understandable through public traditions or individual
predispositions”.*® In other words, friendships and close social-bonds that form artist-led collectives
require the comprehension of each other beyond the spoken or written word, something that requires
physical bodily presence. This is of course not possible in the atomised virtual form of
communication; even through the video image a form ‘flatterning’ occurs by the mediated



Online Education: Teaching In a Time of Change

technology.*® Conversely, what has emerged through this analysis of the language narrates a different
story. In the student feedback specific words and phrases began to appear such as ‘get to know some
people’, ‘togetherness’, ‘community’ and ‘we’ coupled with ‘individual’, ‘own perspectives’ and ‘I’
which revealed a typical set of dialectical unified oppositions that would be strongly present within
artist-led collective practices. Further still, student C stated that “We were all working towards the
same thing so there definitely was an element of community and togetherness’.?’ This ‘working
towards the same thing’, is a core identity trait for artist-led collectives and it actively contributes to
the social-bonds which instigate collective action, or as Condorelli states ‘friends in action’.?* This is
not to suggest that this workshop was able to artificially force the development of friendships or even
a fully-fledged collective, yet from the language used by the students there was a trace of thinking
collectively. This was articulated by student D ‘At first, we were all rather confused as to what we
needed to do, however this brought us together as a group to collectively try to understand. After that,
we started working well as a team — supporting each other through messenger and sharing opinions’.?
This statement illuminated how and why both groups successfully developed project outputs in the
virtual environment. Each group utilized a variety of social media, video communications and shared
working platforms. By playing to the strengths of each platform they were able to develop coherent
channels for communication. For example, Facebook Messenger was used to create smaller
interpersonal communications between a few individuals and video messaging on Google Hangout
was used to work as an entire group to make more general decisions. This constant communication on
different levels is the type of activity which would occur in the studio or shared space, it cannot be
said to mimic the total comprehension which comes with the physical closeness to bodies and the
non-verbal language which is communicated in such situations. However, it was sufficient in this case
to aid coherence of communication through multi-layered interpersonal relationships within each
group.

Following this thread leads to the suggestion that forms of virtual spaces could indeed form a
momentary sense of place within virtual environments. On this note, the happenings themselves were
developed over long periods of time and culminated in sequential short films.2® Both films consisted
of the students creating a temporal sense of place by compiling, editing and curating events of their
isolated lives in one space for the viewer to experience. The tensions between connection-autonomy
in these films creates a form of disjointed temporality as their normally separate autonomous actions
were purposefully recorded and brought together (connected) in virtual space for the viewer to ‘read’
these films in a narrative format.

One of the most surprising and revealing aspects of this experiment has been on a longitudinal level.
As explicitly reported in the feedback by Student E when asked if they would consider
working/forming a collective in the future. Student E stated ‘Definitely! A few people from the
happening have teamed up with other people on the course to create an online exhibition’.?* This was
echoed by other students throughout their feedback, they intermated that the workshop was the initial
catalyst for further sustained activity. Interestingly, the students suggested this continued activity was
developed through several members of the original workshop groups and others from across the
course. This is indicative of the stability-change unified oppositions because once the initial “place-in-
common’ (the workshop/happening) was removed from the equation then much of the stability and
focus would change and shift. However, from Student E’s statement it is clear this change had created
a new place-in-common for some of the original students to engage with others through a similar
online exhibition platform. It remains to be seen whether this would emerge into fully actualized
collective action or collectives forming directly from this workshop. Yet, the notion that the physical
isolation of remote working/learning can stifle this form of activity is perhaps not entirely correct.
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CONCLUSION

What is emerging from this research is that my initial hypothesis in which artist-led collectives needed
the embodied experience of physically being with each other to fully comprehend their existence may
not be entirely correct. Indeed, what has begun to emerge is the possibility that meaningful
relationships can form within virtual learning environments between students. This is despite the fact
that other essential factors such as access to resources were scarce for most students. This workshop
has thus hinted at something far more profound that the bricks and mortar of the institution may not
be as influential as it first appears, but in fact it is the interplay of the ideas in common and the means
of communication that can lead to the development of artist-led collective practices within art schools.
A vital learning outcome from this experiment was the role which | played as educator. For this
activity to occur in this way the students needed autonomy to self-organize as they did into two
groups and create their own work without dictation. Instead, | acted as a facilitator providing a subject
matter and a history of collectivism as a starting point for them to explore their own possibilities. In a
sense, this mimics the institutional environment and what occurs undefined within the art school
environment, but defined in this form of workshop, it acts as a catalyst for potential collective action
to develop.

There is of course limitation to this study including the fact that these students had previously
experienced one academic year pre-Covid. This workshop would need to be repeated many different
times in different universities, colleges, and art schools. However, it does provide a tantalising set of
questions on the nature of place in the virtual, collective practice and the possibility of facilitating the
conditions for artist-led collectives to form in an increasing post-studio environment.?®
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INTRODUCTION

The age of COVID-19 has ushered in not just new uncertainties, but new awareness of the turbulent
and challenging environment in which institutional teaching and learning takes place. These
uncertainties have emerged not just from the virus itself, but from the various responses to it, and the
consequences of those responses in turn. Impacts have been particularly evident in the digitalisation of
education, as institutions move to online and hybrid provision in a range of circumstances, across a
range of platforms.

This paper explores the possibility of using scenario planning - understood as the construction of
imagined future contexts to inform strategy - to support teaching in a time of change. It offers a broad
introduction to the topic before exploring the application of the Oxford Scenario Planning Approach,
and the case study of a future-of-schools scenario project delivered for the University of Oslo on the
eve of the COVID-19 outbreak. It argues that scenario planning can help decisionmakers to reframe
their perspective on the future which awaits them, highlighting issues and challenges which were
previously overlooked.

FACING WILD AND FERAL TIMES

The coronavirus pandemic is just one of the most dramatic examples of a world-shaking event that
seemed for many to "come out of nowhere", yet it is far from the only one this century: one might
think of the 9/11 attacks in Washington, D.C. and New York, or the global financial crisis of the
2010s.

In each of these cases, the event was not impossible to predict, but for many it lay outside of the frame
of what they expected or thought worth preparing for. As Beatrice Weder di Mauro of the Centre for
Economic Policy Research put it in a 2020 interview about the global economic impact of COVID-19,
"There was no imagination to see where something like this could come from."* Actors believed they
were operating under conditions of reasonable certainty, only to find themselves experiencing what
Ramirez and Wilkinson have called "TUNA conditions": contexts characterised by turbulence,
uncertainty, novelty and ambiguity.?

In addition, the future under such TUNA conditions can be typified, as Ramirez and Ravetz have
done, as "wild" or “feral".? In their taxonomy, drawing on Rittel and Webber's notion of "tame" and
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"wicked" problems,* "tame" conditions apply when we have justifiable expectations of what the future

will hold based on prior experience: the authors give the example of crossing the street, where the
pedestrian makes a decision to cross based on their understanding of traffic rules, vehicle speeds and
driver behaviour, and their own physical capabilities. A tame problem can be compared to a puzzle: it
"may be complicated but is resolvable through unilinear acts and it is likely to have occurred before".®
Under "wild" circumstances, however, "[o]n the basis of past experience [...] we know that in the
future also there will be surprises, events that could not have been predicted in advance"® -- the
"unknown unknowns" which then-US Defence Secretary Donald Rumsfeld made infamous at a press
briefing in 2002.’

"Feral" conditions come to exist when the seemingly tame situation becomes wild, "when futures
previously considered to be predictable are expected that they might become unpredictable, without
having been thought to be unpredictable to start with."® Taking the model of the domesticated animal
which lapses into a wild condition, Ramirez and Ravetz indicate that we face feral futures when our
own actions cause apparently tame conditions to become turbulent and uncertain, and "human
intervention create[s] an unwanted unfolding situation that could not have occurred in the wild."®

This notion of the "feral future” is especially relevant for those of us studying the transition to new
online pedagogical tools and techniques during the times of COVID-19. The TUNA conditions
experienced by education institutions have not solely emerged from the characteristics of the novel
coronavirus itself, but from the complications which have ensued as communities and organizations
have sought to respond to the pandemic in more or less haphazard ways. The transition to novel and
technologized ways of teaching and learning under the pressures of a global health emergency is a far
from "tame" journey, requiring as it does the coordination of a wide range of social and technical
systems involving many actors with different priorities.

Ciborra has indicated "the importance of the unfinished, the untidy, the irregular, and the hack as
fundamental systems practices"*° within information technology. He gives the example of the Russian
MIR space station as a complex technical achievement which incorporates, "hand in hand, advanced,
robust engineering solutions, rustic design, and widespread virtuoso tinkering (what the French call
bricolage) to keep the equipment and the system going as a whole."*

Those of us who spent parts of 2020 balancing a laptop on a "stand" improvised from the fattest books
we own, trying to bribe our children to stay off camera with a biscuit, Googling to see how to use a
half-remembered feature of the software we've just been trained on, all while also considering the
advantages, disadvantages, and privacy implications of the various platforms we have been requested
to use, will recognise the truth of Ciborra's assessment - as will those who have been urgently tasked
with finding and installing platforms or solutions that can deliver the requirements of teaching and
learning in a fast-changing, hard-to-predict environment.

Under these circumstances, when the future may not behave according to the models of the past, and
our own actions may create untoward "feral" situations which would not have otherwise occurred,
scenario planning offers a way to bring together a range of stakeholders, usefully challenging and
informing decision-making in the present through the collaborative construction of plausible imagined
futures.

Scenarios and their value to decisions about online education

As Spaniol and Rowland note in their article "Defining scenario", the scenario is one of the most
widely used, yet ill-defined tools in the repertoire of scholars and practitioners who work on futures
and foresight. Their 2018 analysis of various definitions proposes that scenarios are a systematized set
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of comparatively different narrative descriptions about their users' external context, future oriented
and plausibly possible.*?

Scenario planning originated in the early days of the Cold War with nuclear wargaming pioneered at
the RAND Corporation and Hudson Institute by Herman Kahn and others. Realising that nuclear
conflict was unprecedented, and strategies could therefore not be developed by analogy to previous
military experience, Kahn began devising imagined futures to sharpen leaders' thinking and highlight
the implications of strategic choices. In 1967, Kahn and Wiener defined scenarios as "attempts to
describe in some detail a hypothetical sequence of events that could lead plausibly to the situation
envisaged [...] Some scenarios may explore and emphasize an element of a larger problem [...] Other
scenarios can be used to produce, perhaps in impressionistic tones, the future development of the
world as a whole, a culture, a nation, or some group or class."*®

Scenarios were subsequently developed as a tool for use in corporate strategy, notably by Pierre Wack
and his colleagues at Royal Dutch Shell. Wack's work inaugurated a tradition of scenario planning -
"Intuitive Logics" - which eschewed preferred or probable futures in preference for the creation of
plausible imagined futures which enabled decisionmakers to reperceive their strategic situation.’* As
Ramirez and Wilkinson put it, scenario planning in this tradition "invites explicit consideration and
contrast of alternative future possibilities to frame and reframe a situation", through rehearsing actions
in different future contexts, or reflecting back from each imagined future as a vantage point to
appreciate implications for decisions today.® As Burt and Nair have argued, the benefits of such
reperception may consist not just of what is learned, but what is unlearned in the process: "letting go
or relaxing the rigidities of previously held assumptions and beliefs, rather than forgetting them, as
part of the general approach to creating strategic foresight."®

In a field such as online education, it is difficult to predict with confidence how technology might
develop, and at what pace. Should those of us planning for the future of teaching and learning
consider holograms? Implants? Novel applications of machine learning? A complete transition from
physical to digital learning spaces? Even if we knew on which technological developments to focus,
the future of education will depend as much on how such technologies are employed as the new
technical capabilities they offer: consider how the arrival of the smartphone transformed the personal
transportation market by enabling the creation of ride-share services.'’

Instead, scenario planning in the Intuitive Logics tradition invites participants to explore futures on
the basis of plausibility, seeking those futures which challenge current assumptions in ways which are
strategically useful.’® In the Oxford Scenario Planning Approach, an Intuitive Logics method used in
the case study below, a distinction is drawn between the transactional environment - the immediate
business environment in which a client operates, and which the client can influence through
interaction with the other entities that populate it - and the contextual environment which lies beyond
a client's direct or indirect influence. Factors from the contextual environment are juxtaposed in order
to imagine future transactional environments - that is to say, scenarios - which enable the challenging
of current strategic assumptions and the reframing of the present situation.®

In the next section, we will explore the application of scenario planning to questions of online
education through a project conducted for the University of Oslo on the eve of the COVID-19
outbreak.

"SCHOOLS AND/OR SCREENS": THE OSLO EXAMPLE

The "Schools and/or screens™ scenario project was convened in late 2019 by University of Oslo
researchers working on two projects, the "Screen Cultures™ initiative and "Living the Nordic Model";
these respectively aim to challenge the routine ways in which people make sense of screen-based
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technologies, and to understand the lived implementation of the Nordic model in child-raising by
families and institutions.? The aim was to bring together stakeholders from across the Norwegian
education sector to engage them with the university's projects, and to jointly discover new and
emerging focal points for research into the digitalization of education.

The Scenario Building Process

Participants were recruited for a one day workshop which took place on 28th October 2019. Attendees
included schoolteachers, researchers from across the university's education and media departments,
and representatives of educational nonprofit organizations and tech companies, plus Norwegian
government bodies including the Directorate for Education and Training and Kulturtanken, the agency
responsible for school students' art and culture provision.

Scenarios were focussed on a typical Norwegian headteacher as "client", regarding them as the
principal decisionmakers with regard to what technology was used within their schools and a key
figure in terms of the direct relationships held with children and their carers as well as a wide range of
institutions including unions, government bodies, the media, and technology suppliers. The scenarios
produced would reflect potential future transactional environments for this client, with key
uncertainties drawn from a map of those contextual forces which lay beyond the headteacher's control
to directly or indirectly influence.

These uncertainties were used to structure three scenarios, iterated twice in the workshop and then
subsequently online by a core group from within the university. A time horizon of thirty years was
selected as the appropriate distance from which to appreciate how emergent change in the present
might play out over time. Finally, the core university team were joined by an external respondent
from Western Sydney University's Young and Resilient Research Centre to provide additional
commentary on the finished scenario document, which was presented in March 2020.

Three Visions of the Future

The process yielded three scenarios for the future of education in Norway: "The Child Who Had To
Grow Up", "Norway Prime", and "Make Norway Great Again." Each offered its own challenges to
expectations and assumptions about the future of digitalized teaching and learning.

In "Child", children and young people largely self-educated, working with autonomous or semi-
autonomous software agents in powerful and responsive virtual environments. The role of teacher had
been ceded entirely to digital resources and schools were no more, replaced by an institution more like
a library equipped with advanced tactile, visual, and telepresence technology. The focus on self-
directed learning and education through playful exploration meant that young people achieved
independence at an earlier age, and also employed digital telecommunications in their informal social
and emotional learning. The line between adulthood and childhood blurred as greater responsibilities
and freedoms within digital space were given at an ever younger age.

In "Norway Prime", a heavily-surveilled corporate-dominated future saw families trade privacy for
comfort. Education, along with other public and domestic utilities and luxuries, was bundled with
employment and teaching was tailored to produce the next generation of knowledge workers. Health
became a key battleground in this scenario, as algorithmic monitoring systems sought to police the
ways in which parents and carers looked after their children. Parents fought back against these
systems, insisting that they knew what was best for their child's health and wellbeing. These battles
ranged from "arguing with the algorithm™ over when a child should wipe their runny nose for
themselves to breakouts of Munchausen's Syndrome By Proxy, where parents exerted an extreme and
perverse notion of care in order to defy the claustrophobic system within which they lived.
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Finally, in "Make Norway Great Again"”, economic mismanagement and an unexpectedly fast global
abandonment of fossil fuels depleted Norway's sovereign wealth fund, crippled its economy, and sent
the nation into spiralling decline, leading to a "rustbelt future”. Digital technology lagged relative to
the rest of the world and tech investment by an increasingly authoritarian government focussed on
security & law enforcement. Teachers and schools as we currently know them still existed in this
world, but their role had expanded to include forms of social work - guided by digital apps - which
were considered necessary to maintain cohesion in an increasingly riven society.

Each scenario stretched received notions of what might await Norway in terms of the digitalisation of
education. Such received notions find expressions in official reports such as the Norwegian
government's NOU series, which under titles such as "The School of the Future” confine themselves
to questions framed by the status quo, such as the content of the future school curriculum.?! These
scenarios offered plausible new business environments within which education might have to take
place, going beyond technical considerations to unfurrow assumptions about the robustness of the
Norwegian social model, the stability of current notions of childhood, the managed decline of
Norway's oil wealth, and the longevity of schools themselves as a social institutions.

In "Child", educational institutions had become "teacherless™ through digitalisation and the nature of
adolescence had shifted from our time. In "Norway Prime", health was the battleground between a
privatised education sector and children's carers, acting in defiance of the authorities. In the
authoritarian future of "Make Norway Great Again”, teachers' role, however unpalatable it was to our
participants, was more clearly defined - and closer in resemblance to that of today - than in other
scenarios.

2050 comes to 2020

The scenarios were completed at the end of February 2020 and published early the following month.
Norway had detected its first case of COVID-19 on February 26, 2020.22 Almost immediately,
challenges which the scenario process had explored in the imagined far future began to appear in the
present.

The vision of 2050 in the scenario of "Norway Prime" highlighted that the battle between parents and
institutions over the right to define and determine children's health and wellbeing could be a key
tension of the digitalised era. Now, within days of the document's publication, parents who disagreed
with the City of Oslo's decision to keep children in school during the pandemic were using Facebook
to organise and lobby the authorities, taking two warring conceptions of what was best for school
students' health into the digital realm.? Once Oslo's schools did close, the new circumstances - with
parents and teachers negotiating the content and form of education under the additional pressures of
lockdown, in the superficially "welcome" environment of the child's home, via the medium of
Microsoft's Teams platform - resonated with the insights of "Norway Prime."?

Other scenarios also had light to shed on the circumstances which were emerging. In particular, the
vision of a post-oil collapse in "Make Norway Great Again" had been challenging to workshop
participants confident in the plans for a managed long-term decline in Norway's oil production and
wealth; yet by May 2020, the pandemic had caused the economy's most severe ever peacetime
economic setback, leading Norway to break a self-imposed cap on spending from its oil-generated
sovereign wealth fund for the first time in more than a decade.” Like inhabitants of the "Make
Norway Great Again" scenario, Norwegians in the pandemic were confronted with a less comfortable
answer than usual to the question: how long will your oil riches last??

It is not that these issues were entirely unpredictable or unimaginable - but nor were "surprises” like
9/11, Brexit, the global financial crisis, or a global pandemic. Rather, the aim of the scenarios had
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been to bring these issues within the strategic frame of decisionmakers, using 2050 as a means to
stretch their sense of what might await them in the present, and moving decisions around online
education from the operational to the long-term and truly strategic.

The greatest challenge faced by the project was the pace at which COVID-19 disrupted the practice of
teaching and learning. Even though key features of the scenarios had stretched expectations around
the future business context for digitalized schooling in Norway, the swift arrival and impact of the
coronavirus meant that it was hard to implement strategy based on the scenarios, as organizations
moved into a more reactive mode. By the end of March 2020, adaptations were proposed to the
Oxford Scenario Planning Approach to address the particular challenges of the pandemic and the
exponential acceleration of change in many domains.?’

CONCLUSION

When the future refuses to behave like the past, knowing what to plan for becomes increasingly
difficult. The complex nature of online education as a technical, institutional, and social practice
requires planning and foresight methods which are suitable for coping with significant uncertainties in
the future business environment, at a strategic as well as operational level.

Edtech companies, higher education institutions, staff, unions, students, and their families will all
perceive, from their different perspectives, the high stakes and lasting consequences involved in
decisions about the form which online teaching takes. Under such circumstances, it is valuable for all
those involved in online education to come together and construct scenarios jointly.

Scenario building creates an opportunity for those teaching in a time of change to challenge the
modelled futures of others, as well as their own assumptions, hopes, and fears about what will
transpire. This work can help us to find surprising futures which previous lay in our blindspots, not
only highlighting emerging factors in the present, but also providing a safely remote "imaginary"
context in which challenging concepts and feelings can be expressed.
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INTRODUCTION

A project to support community college faculty in their transition to online instruction during
COVID-19 led to partnerships with local colleges and national organizations to serve the needs of
faculty and staff who serve a broad spectrum of students. Centering around the delivery of coaching
services to support course design and curriculum transition was the focus of this project and resulted
in the combination of instructional design skills and leadership development experience allowing
researchers to engage with community college leaders state-wide. Online instruction, under normal
operating procedures, requires extensive preparation, time, and access to virtual technology for both
faculty and students. ! This project gave inside perspectives of how instructors, during this Rapid
Online Teaching and Learning (ROTL) transition, addressed student engagement to content, peers,
and the instructor; additionally, how faculty helped students overcome barriers and distractions due to
increased personal work-life pressures during COVID-19.?

Support for transitioning seated courses to a virtual platform and solutions to reduce the workload
associated with transitioning courses to an online format in a small window of time was provided.
User-friendly tools were introduced through one-on-one coaching sessions, webinars, and recorded
instructional videos. The project led to state-wide partnerships with North Carolina community
colleges, services were provided to 56 of the state’s 58 community colleges. To advance the mission
of the project, The North Carolina Community College System Office reached out for support and
became a valued stakeholder as services were delivered. The project gained attention from the
National Institute for Staff and Organizational Development (NISOD) who extended an invitation to
present on a national level. This presentation provided a connection on a greater level to serve
community colleges during COVID-19 and resulted in a partnership connecting university students
working at community colleges with access to resources offered by the organization®.

COMMUNITY COLLEGES IN THE UNITED STATES

Community colleges across the United States serve students at all levels. From the innovative middle
college and early college programs serving as a bridge between secondary and postsecondary
education to transfer degree studies, community colleges offer education through the baccalaureate
degree. * U.S. Community colleges are widely known for their open access, where all students who
apply are accepted; however, based on test scores, students may take developmental math or language
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courses prior to starting the degree coursework. Students in community colleges typically go into one
of two paths, a two-year degree, certificate, or coursework that gives skills needed to enter the
workforce or a two-year degree that is transferable to a four-year university where students enter in
their third year of undergraduate study. Within the United States, community colleges are also called
junior colleges, technical colleges, vocational schools, or two-year colleges. Around the world, higher
education is structured in a plethora of ways and many countries may not have community colleges by
name but may have similar structures or institutions with similar goals. ®

Collective Impact Collaboration

Several partnerships came together to support the project of helping community college faculty get
their courses online, connect with their students, support their students, and help their students
navigate through the semesters during the pandemic. Various elements collectively conceptualized the
project — as illustrated in Figure 1.

Project Team
Belk Center for
Community College
NE SEte qulege of Leadership & Research
Education
Community College Goachios
Faculty
Anonymous Donor Webinars & Short-Videos

Figure 1. Collective Impact Elements

Project Team

Two faculty members from a Research one four-year university, North Carolina State University,
started the program by creating a one-page reference guide with links to resources and videos that
would be helpful to someone new to online teaching in getting started quickly. The two created and
delivered a free webinar focused on the process of transitioning online quickly. Prior to the events, the
expected attendance was uncertain; however, the outcome to assist community college colleagues as
they transitioned their courses from seated to online remained the goal. Approximately two-hundred
people attended three initial webinars. As a result, the project team created and scheduled additional
webinars focused on various topics such as e-advising, low bandwidth course design, and active
online learning. A project coordinator was added, in order to help pair coaches with faculty based on
experience and availability.

Partners and Contribution

The Belk Center for Community College Leadership and Research set out to help with responding to
the pandemic and assisting the fifty-eight community colleges within the state of North Carolina. The
project was just one area of the efforts from the Belk Center. Leadership from North Carolina State
University also was supportive and remained a valuable partner throughout the project. The coaches
initially joined the effort as volunteers and were ready to dedicate their time, talent, and resources to
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help the faculty get their courses online. In the end, we were able to provide small amounts of
financial support to the coaches for their time. While all the partners were valuable, the most
unforgettable partnership during the project was with the community college faculty. Faculty were
unwavering in their student-centered focus and working with them left us in awe of their
determination, dedication, and hard work. Often working twenty or more additional hours a week to
learn online teaching skills and helping their students navigate the online classroom while both faculty
and students were dealing with the extra demands of children learning from home, extended work
hours, financial strains, access to technology devices and internet, health issues, housing, and food
security. These faculty were leading while learning, teaching while lifting, and remaining steady for
others while sometimes dealing with unsteady situations themselves.

Webinars

Webinars were first designed to support the quick transition from face-to-face instruction to online.
Initially, we were not sure if anyone would show up to the first webinar but we knew we could help if
help was needed. Attendance at the first webinar made it apparent that faculty were interested in
getting assistance for the shift online.

‘How-to’ from Technical Online Advice to Learning to Pause, Rest, & Refocus

Webinar topics started out with a condensed, ‘to-the-point’ overview of shifting content from in-
person to online quickly to align with the time pressure faculty faced with only have a short time to
get their content online. It quickly became apparent that these amazing faculty were having to comfort
their students and teach students how to navigate online classrooms, content, and deliverables who
were new to online learning at the same time as the faculty themselves were new to online teaching. It
became important to help them pause, rest for a moment, and refocus to understand that it was
acceptable to not worry about the bells and whistles of a beautiful online class that was developed
with the time, attention, and resources not afforded in the Spring of 2020 semester. Instructors needed
to focus on what are the learning objectives. What do students really need to learn in this course?
What content, assignments, and assessments will aid in that learning, and the rest is not really needed.
Faculty needed to be reassured that offering flexibility for their students did not lessen the rigor of the
course.

Partnerships from Webinars

An anonymous donor took notice that the webinars were widely attended and beyond the impact was
the apparent need for assistance for these dedicated faculty that worked tirelessly to ensure their
students continued learning. Partnerships such as an anonymous gift from a donor, support from the
North Carolina State University College of Education Dean, and the leadership team from the Belk
Center for Community College Leadership and Research were vital in the ability to take the passion
and knowledge to the community college faculty in North Carolina. These partnerships still remain
today and the ripple effect from their support is immeasurable.

Coaching

Webinars were well attended and the reach was good in a large group setting. However, some faculty
needed hands-on help. We needed more people helping to be able to connect with the faculty. Some
faculty needed an extra set of eyes and hands. These particular faculty were experienced with online
teaching and while they had not prepped this particular semester to teach online, they knew how.
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Their biggest hurdle was not having the time needed to get their content online. Coaches helped them
get quizzes online, placed content in the online classroom, and other tasks that the faculty member did
not have time to do alone in the one to two weeks given to have the course transitioned from face to
face to online. Other faculty, however, had never taught online and they needed assistance from
coaches on how to access the grade book, how to get content online, how to record online lectures,
how to build an online quiz, and so forth. The coaching program was started to get more hands in the
transition whether it was to assist a seasoned online instructor or a first-time online instructor and
everyone in between.

Math 101 Versus Truck Driving

Beyond the comfort and experience level of faculty teaching online, the content they were teaching
made a large difference in the role of the coach. Helping an instructor get their math class online was
about time transferring content into the online space. Understandably, it was quite a different problem
when the course was a cooking class or a truck driving program in which students needed hands-on or
laboratory spaces to sharpen new skills and demonstrate knowledge growth. Faculty who taught
subjects that needed hands-on learning was able to look at the curriculum and decide what pieces
could be taught online such as completing a safety inspection, saving other things such as experience
hours using a machine for after the pandemic. There were some programs that were able to bring in
the use of videos and augmented reality so that students could do simulated lab work without the
worries of safety hazards in the home. Faculty were innovative and through their persistence were
able to create learning experiences that initially were thought to be impossible.

Lasting Coaching Partnerships

Many of the coach and instructor partnerships remain today. Coaches and faculty still check-in with
each other although the project officially ended. They share information and ideas with one another to
help strengthen teaching and learning for future semesters. One coach took time to create a handbook
of all the advice and resources shared that can be used to help faculty beyond the pandemic.

On-Demand Short Videos

Some of the requests were duplicated among the faculty and so short videos were created to maximize
the time and effort of the coaches. Videos that would demonstrate a skill could be created and shared
among faculty in various disciplines such as how to embed a video in an online course. ® The subject
of the class did not impact the fact that the short video was helpful to various instructors.

Reach of Short Videos

While coaching was limited to North Carolina, just one state within the United States, the short
instructional videos were housed on a public YouTube channel affiliated with the university, so
instructors around the world could access the information. Short videos were able to be shared via
social media, email, and text as needed and the reach went beyond the initial person requesting the
information. This was an unintended positive consequence. These short videos are still used in faculty
training as faculty are adding to their online courses as they now shift from the initial transition to
getting content online to the planned high-quality online course design that comes when you have the
time to prepare the online space.
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Other Partnerships that Emerged

Faculty turned to one another, across disciplines, and forged partnerships. They shared ideas, newly
created content, tips on engaging learners, alcoholic beverage recipes, and student success stories.
These faculty turned one another in a time of need and those partnerships remain visible. Throughout
the academic year and within the project, instructional designers provided tips and overviews of free
technology tools to get science labs online. Social work faculty who had online teaching experience
shared advice about online advising with the business school faculty. Cross-disciplinary partnerships
emerged and hopefully college administrators will leverage the impact of those collective impact
interactions and foster even greater opportunities in the future.

Preparing for Future Disasters

COVID-19 may have had the widest impact on disrupting face-to-face courses; however, many other
things have instigated a temporary school closure or remote operations. This pandemic created the
need for continuity plans to prepare for situations where face-to-face courses may need to transition
online quickly. Recently, a large institution had to shut down their online classes and emails due to a
hacker and it took a couple of months to get things back to ‘normal’. Institutions in coastal cities have
been shut down due to extreme weather conditions such as hurricanes and flooding. It may be helpful
for faculty to be prepared for future disruptions. Having a packet that is downloadable with all vital
content and assignment information with a plan for disrupted email, internet access, or campus access
may be a good starting point.

CONCLUSION

This project was just one small piece of all the ways the community colleges and universities
leveraged existing talent to support, assist, and carry their administrators, faculty, and students
through the pandemic. As vaccines are increasingly being distributed and schools are slowly and
carefully opening back up to the more pre-pandemic operation, we hope that some of the
collaborations and lessons learned will carry forward to have positive impacts on the way we
construct teaching and learning in the future. Processes and procedures came into question and | hope
we ask ourselves ‘What are we doing?’ and ‘Why are we doing it this way?’ more often in the future.
To challenge ourselves for continual improvement. The world was thrust into change, changes that
many would avoid or disapprove of, and saw that online learning can work. High-quality teaching and
learning are viable and the reach is worth the effort.
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INTRODUCTION

By the end of December 2019, a new form of Coronavirus (COVID-19) has emerged and spread
quickly across the world posing a global crisis. As a result, the World Health Organization (WHO)
declared the COVID-19 epidemic as a pandemic in March 2020. Several countries around the world
have decided to immediately close educational facilities as a part of physical distancing rule to avoid
transmission.

In Egypt, the government made a decision to close all schools and universities to avoid spreading the
virus and to apply remote education systems as an emergency system for carrying out learning tasks
without affecting the education plan. For online education to be effective and comprehensive, it
should include conceptual, emotional, systematic elements as well as to be supported by appropriate
resources.

Since architectural education is an experience-oriented studio environment and requires gathering, the
transition to online education had caused different problems. Architectural students utilize studios as a
multi-dimensional space where they spend most of their time, developing their design work,
communicating with their instructors and peers, discussing and sharing knowledge with peers. For all
these reasons, architectural design education and practical-based courses outside the studio setting
have been one of the major challenges in architecture schools during the epidemic period.

The paper assumes that online architectural and practical-oriented studio courses can be as successful
and beneficial as face-to-face (F2F) physical studio if it is supported by suitable digital tools and
encouraged by an appropriate learning environment.

The first section of the paper introduces the concept and components of both traditional (face-to-face)
and online (virtual) learning environments. Then, it presents the problems that were associated with
online classes and the adaptation of students to the modern virtual studio environment under different
restrictions and difficulties caused by the pandemic conditions. The second section, analyses the case
that took place at the Department of Architectural Engineering-Pharos University in Alexandria
(PUA), Egypt through identifying the main findings of a survey that focused on the concepts and
opinions of architectural students regarding practical-oriented studio courses that were delivered by
distance education techniques through COVID-19 epidemic. The survey contains a number of
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questions about architectural department students’ perspectives concerning practical courses in
physical and online studio environments, as well as their evaluations of the modern and digital
methods and teaching approaches used, their shifting attitudes and routines and how they deal with
the challenges they encounter in the online learning process.

The paper aims at studying the fundamentals of online classes in terms of organizing the future of
architectural education processes, strategies and methods to reach effective online learning
environments.

FACE-TO-FACE VERSUS ONLINE STUDIOS

Face-to-face studio (Conventional)

The architectural students’ primary activity is the design studio. Thus, the design is the most crucial
step in architectural education. The studio of practical-based courses is described as “the setting where
students learn different methods of architectural design and execution drawings that enhance their
creativity through training and learning by doing”. The practical studio courses are the core of
architectural education and they are where students integrate theoretical and practical skills in prior
courses that combines with professional learning activities. Furthermore, the practical class is a social
learning atmosphere, in which teachers and learners engage in a physical space within the scope of the
studio. Hence, the students learn from both the teacher and from one another.

Schon (1987), defines the practical-based studio as “a reflective realistic approach in which the
learner joins a simulated environment established by the teacher with its own limits and guidelines
and learns how to create by doing with little risk under supervision”.? It is a sophisticated system, but
the instructor’s supervision and guidance help the student to solve the challenges of that complicated
coordination. This type of teaching and educating generally necessitates a strong interaction between
the instructor and the learner.

Face-to-face (F2F) studio is a pedagogical technique in which both students and teachers are present
and dynamically participate in the learning and teaching processes and activities in the classroom
environment. This implies that, face-to-face studio are completely engaged intellectually, physically,
socially, emotionally, interactively, ... etc. more than distance learning.®

At a physical space, the conventional studio enables a strong interaction between participants. It is
typically a flexible space that can accommodate different tasks including lectures, seminars, one-to-
one critics and group or individual work.*

In 2020, the COVID-19 epidemic has been difficult, but in the meantime an encouraging period for
architectural education to move from traditional studios to online learning environments.
Architectural practical-based studio courses have been affected by the changing conditions of contact
and social relationships (Figure 1).

Figure 1. During face-to-face (F2F) design studio in Pharos University in Alexandria (PUA), Egypt
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The attributes that characterize the traditional design studio and practical-oriented courses include
certain limitations that have an effect on students as professionals. The following are some of the most
notable characteristics of face-to-face (F2F) studio:

¢ The physical environment limits the students’ learning ability

Students study face-to-face in a conventional studio which serves as an educational and social center
for learners due to that all learning tasks are structured around this physical space. As a result,
students’ interaction with the outside world (architectural firms, universities, companies and
businesses) is secondary and occasional. Architectural students spend their time together from four to
six years, in the same class and in the same building. Thus, they become disconnected from the
general public they would be serving.

e The design process is developed mainly on a one-to-one basis

In a conventional design studio, the individual work takes priority over the group work since
interaction between students and instructors is limited to certain situations such as informal group
reviews and formal presentations. Individualism stems from the professional realm of design, where
architects and designers are allowed to consider themselves as artists.

¢ The instructor’s influence on students restricts their design ability

Instead of supporting students’ development, instructors sometimes tend to put their own interests and
desires. In these cases, the relation between the instructor and the students suffers because of the level
of understanding between the two parties becomes unclear and inconsistent.®

¢ The learning activities are not conducted in the real-world professional setting

Students’ education in practical-based courses generally and in the design studio particularly differs
from the professional practice since significant topics related to finances, codes of practice and
marketing are neglected. In general, the architectural design studio is more concerned with explaining
and resolving hypothetical issues instead of expressing real and practical architectural problems.
Students rarely participate in group events with real professionals resulting in a distorted perception of
professional reality that can only be fixed if learning is considered as an open and participatory
process.’

Online Design Studio (Virtual)

In the last two decades, distance learning in the design studio and practical courses has emerged
providing a learning environment in which students as well as instructors may collaborate and engage
with each other regardless location or time. Online design studio can be defined as utilizing electronic
technologies to access the educational content outside the traditional classroom and it is an alternative
to the problem of space. It may be assumed that this problem of physical space allocation does not
exist in online design studio because teaching and learning via distance learning does not require
classroom space instead relies on the Internet which could be accessed at any time and from
anywhere.®

The online environment is employed as a work and communication platform creating connections
which result in an evolutionary system that is powered by sharing experiences, concepts, opinions and
documents. The online studio class is transformed to a space of knowledge where information is
connected to the collaborative reflections made in the virtual space.

The use of online platforms and tools is crucial for overcoming the spatial and time constraints of the
studio class as well as promoting diverse modes of engagement during the learning process. This
creates a sense of being a part of the learning community because it allows virtual interaction with
peers and tutors.?
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The use of digital and interactive technologies, to achieve online education processes, has resulted in
major changes in the architectural education (introduction to future responsibilities, working
procedures and assessment techniques), the learning environment (virtual environment with
geographically separated groups) and also the students’ training time (learning process can happen at
any time). The online design studio encourages the progress of interactive and distant projects using
asynchronous and synchronous communication methods.’

In online education, learning is asynchronous, synchronous or a blend of both (hybrid learning)
(Figure 2). In synchronous learning, the student may engage with the teacher and other students in
real time, however in asynchronous learning, the student is unable to communicate with the teacher or
other students in real time.?

Synchronous Learning The learner may communicate with the teacher »
and other students in real time &
e

Asynchronous Learning The student is not communicating with the
teacher or other students in real time

Figure 2. Types of learning systems

These tools allow students to develop a better understanding of newly emerging forms of combined
network and application of digital media in the process of design project or execution work. This form
of collaborative tool is used in a computer-mediated environment which allows architectural students
and staff members to communicate, create and develop using their digital devices. Additionally, this
type of environment enables students and instructors to engage with each other’s regardless of place
or time, to form working groups and to collaborate virtually in the improvement of a project using
digital technologies as design support tools.® The online practical studio is featured by the following:

e Student motivation, creativity and exploration in the learning process particularly when there is no
grading and the studio attendance is optional. The students’ inspiration will be derived from his search
for knowledge, expertise and learning or by receiving awards at the end of the studio class.

o Mastering the electronic communication methods and procedures for electronic interaction.

e Synchronous contact fosters a sense of presence and teamwork among or between students and
instructors.

e The design process becomes more appealing by interaction and socializing between participants
(Figure 3).

¢ The ability to work in free time and the project phasing collaborative learning is promoted not by the
dominance criteria or authority.'°

Figure 3. During Zoom meetings discussions and project development
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PRACTICAL-ORIENTED STUDIOS ADAPTATIONS TO ONLINE SYSTEM

Architectural design and all practical-oriented studio courses are considered as an active field that
emphasis social interaction, collaboration and development. Design and practical-based studio courses
are the most basic courses in architectural education that have intensive material in each semester.

In this context, the design studio courses in Pharos University in Alexandria (PUA), Egypt serve as
the core of the architectural program consisting of eight courses (two projects in each semester). The
design courses start in the first year with architectural drawings, sketches and basic design. These
courses seek to introduce students to the fundamental principles that they will face in the field of
design and to improve critical thinking and solutions generating skills through two or three-
dimensional design problems. From the first studio in the first year (EB143-Engineering Drawing for
Architects 1), to the last studio in the fifth year (EA512-Architectural Design Level 8 Graduation
Project), students are required to produce creative results to architectural problems at various scales
by applying the information and skills they have learned during their architectural education.

The same thing goes for the building technology and execution design courses, the first building class
in the first year (EA111-Fundamental Building Construction) to the last working drawing studio in the
fourth year (EA422-Excution Design Level 4) where students begin in the first year course with
simple basics of building construction till it reaches basic working drawings and applying technical
systems in execution design in the advanced years.

Furthermore, there are other practical oriented courses such as Urban Design, Theories of City
Planning, Landscape Design, Specifications and Quantities, ... etc.

Studio classes, with a tutoring system offer an educational environment in which challenges are
explored and solutions are found. In this context, the studio is described as a place based on common
interactions and communications where learners experience design, theories, culture and practices
throughout their educational practices.

One of the key challenges in the modern distance education-teaching model, is the productive
provision of the interactive educational environment based on establishing tutor-system. Due to the
fact that the break given to face-to-face (F2F) education under COVID-19 measures coincides with
the fourth week of the Spring Semester 2019-2020 and the studio classes have been planned until this
time according to face-to-face learning system.

Selection of Online Educational Platforms

Due to the COVID-19 pandemic and social distancing regulations, Pharos University in Alexandria
(PUA), Egypt suggested alternative means (through Google Classroom platform) of providing
lectures, studio meetings and seminars. In this class, students may share their screens or exchange
files or images, discuss criticisms about their projects, chat, broadcast studio and video, upload their
work and assignments and engage in interactive online activities. In addition, synchronous lessons
were recorded and uploaded by instructors in the virtual online class, which enable students to listen
to the recordings after the class time.

Because architectural project education necessitates a method focused on mutual interaction, co-
production and sharing due to its nature, some online educational platforms have proven to be
occasionally inadequate like Google Classroom. As a result, alternative digital methods and
applications such as ZOOM, Skype, Facebook Messenger, Whatsapp, ... etc. were employed when
technical problems were encountered on the platform used, or during student-teacher meetings outside
the class hours.*
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Throughout the process, the university’s technical support department shared instructions, educational
videos, tutorials, the fundamental tools of online platforms and documentation for staff members and
students on the official website of the university to help them in using the platform.

SURVEY ON STUDENTS’ PERCEPTION OF ONLINE STUDIOS

Pandemic was one of the sudden and difficult circumstances that helped to bring the online education
process directly after lock-down. During the online education process, there have been several special
educational and technical challenges. Due to this unusual educational situation with its problems and
opportunities, an analysis of online studio classes was conducted by a survey, which has become the
important digital space for architectural students to interact and create work.

The structure of the survey

The survey was conducted among architectural students at the end of the Spring Semester 2019-2020
to investigate their experiences with online design studio and practical-oriented courses in
architectural education. The survey sample group included third, fourth and fifth year level students.
The survey questionnaire was completed online using Google Forms which is a free online survey
tool. It included four sets of questions (Table 1). The first set included 7 questions, that focused on the
basic information about the student, while the second set consisted of another 7 questions which dealt
with the general experiences through the online studio environment. The third set included 7 questions
that focused on the students’ abilities to use interactive digital drawing softwares while the fourth set
consisted of 4 questions that investigated online studio and the relation between the instructor and the
students. An additional set of two questions introduced students to suggest different proposals for
online practical-based courses. The survey received 127 responses, with 27 from 3" year students, 55
from 4" year and 45 from 5" year.



First Set: Basic Information

Number of Students from all

levels

Yes No
Level
Semester
During COVID-19, did you attend architectural practical classes online (Architectural125 )
Design-Execution Design)?
How frequently did you attend your practical class online?
\What is the most used social media besides the educational platform Blackboard?
Second Set: Online Studio Environment
Have you find it practical to attend online architectural practical classes (architectural 96 a1
design and execution design)?
Did you have the same social environment in online classes as face-to-face classes? 66 61
/Are there stated goals and clear purposes for each online class? 106 21
In your point of view, did you gain the same experiences from online architectural67 60
practical classes (architectural design and execution design) as face-to-face classes?
Is online studio experience useful to your future architectural career? 90 37
Have you faced problems and difficulties during online studios? 50 77
If you have faced difficulties, what are they?
Third Set: Student’s Skills
Did online practical classes, turned the time spent at home into a productive activity? [107 20
Did online studio allowed you to become more self-disciplined and more organized in96 31
home environment?
During the online studio process, did you have the opportunity to improve you CAD,101 b6
Sketchup, Revit, 3DMax, ... etc.?
During the online studio process, did you benefit from alternative research methods 112 15
and digital resources (web resource, e-library, social media, ... etc.)?
During online classes, did you use different learning strategies (PowerPoint9 118
presentations, research, drawn assignments, ... etc.)?
Did online classes allowed you to realize the ability to adapt to and to be productive116 11
under sudden changing conditions?
In your point of view, do you think students need much training to deal with online81 16
studio?
Fourth Set: Relation with the Instructor and Assistants
Did you benefit from joining online discussions with your instructor to exchange103 b4
ideas?
During online architectural practical classes, did you have an effective support from96 a1
the staff?
Did online studio strengthen the sense of belonging to instructors and assistants? 82 45
Do you think instructors and assistants need much training for online classes? 76 51
Fifth Set: Proposed Students’ Ideas
Finally, do you agree to continue with online practical classes? 85 42

In your point of view (as an architecture student), what ideas can be proposed to be

done during online architectural practical studios?

Table 1. The structure of the survey
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RESULTS OF STUDENTS’ SURVEY

The results gained from the survey were analyzed and assessed. It was observed that, the practical
online classes were attended by 47.2% of the students once a week. However, in these 3 levels
students should attend three days a week (Figure 4). Also according to the survey, Whatsapp
application was the most common alternative communication tool accounting for 89% for being user-
friendly although Facebook Messenger was never used.

During COVID-19, did you attend architectural practical classes online (Architectural
Design-Execution Design)?

NO W
YES I ———

0 20 40 60 80 100 120 140

Figure 4. The number of students who attended
online practical oriented-classes weekly

In addition, it was discovered that the students of the 4™ and 5" year level found it easy to attend
online architectural practical-oriented classes, while students of the 3" year found it challenging.
Nearly half of the students, about 52%, found the same social and communication atmosphere in
online classes. Furthermore, 83.5% of them acknowledged that instructors had clearly defined goals
and direct objectives for each online lesson. Also, about half of the students gained the same
experiences in online architectural practical courses similar to face-to-face lectures. This ensures that
half of them felt the same environment as students in traditional classes. Furthermore, 71.9% said that
virtual studio experience would help them advance in their future careers as architects. Only 40% of
the students faced problems during online classes, where most of the problems related to technical
issues such as internet connections, electricity issues and the inability to communicate with staff to
provide them with proper track of their projects (Figure 5).

Have you faced problems and difficulties during online
studios?
Is online studio experience beneficial for your future
career as an architect?
In your point of view, did you gain the same experiences
from online architectural practical classes (architectural...
Are there stated goals and clear purposes for each online
class?
Did you have the same social environment in online
classes as face-to-face classes?

Have you find it practical to attend online architectural
practical classes (architectural design and execution...

Ul

(=]

20 40 60 80 100 120

Figure 5. The number of students who faced difficulties
and who benefited from online classes

The third set of questions focused on students’ ability to use digital drawings. From 75% to 88%
concluded that their time spent at home became productive as they turned to be self-disciplined and
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coordinated allowing them to develop their drawing skills and take advantage of digital opportunities
in all fields. In addition, 90% of the students said they had the ability to adjust under sudden and
rapidly changing conditions, while 63% stated that they needed further experience to cope with online
studio classes. In this context, there is a contradiction between their feelings of adaptation and their
needs for training (Figure 6).

In your point of view, do you think students need much &
training to deal with online studio?
Did online classes allowed you to realize the ability to
adapt to and to be productive under sudden changing. ..
During online classes, did you use different learning
strategies (PowerPoint presentations, research, drawn..
During the online studio process, did you benefit from
alternative research methods and digital resources (web..
During the online studio process, did you have the
opportunity to improve you CAD, Sketchup, Revit...
Did online studio allowed you to become more self-
disciplined and more organized in home environment?
Did online practical classes. turned the time spent at home
into a productive activity?

1]

=]
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Figure 6. The number of students who developed their
architectural skills during online classes

The fourth set of questions investigated the relation between the instructor and the students as well as
the used digital platform for socialization and production. The majority of students believed that
participating in online discussions with their professors helped them and that their instructors were
supportive and gave them a sense of belonging. In addition, it was observed that the staff needs
further training in order to deal more professionally and technically with the current educational
environment (Figure 7).

Do you think instructors and assistants need much
training for online classes?

Did online studio strengthen the sense of belonging to
instructors and assistants?

During online architectural practical classes, did you have -
an effective support from the staff?

Did you benefit form joining online discussions with your
instructor to exchange ideas?

=]
=]
(=]
=Y
=]
=2
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[82]
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120

Figure 7. The number of students who benefited from
online discussions to develop their work

The fifth set of questions which the significant part, is where the students proposed ideas for
developing the online studio courses. It was found that, 66.9% agreed to continue online learning
while 33.1% suggested combining between online and face-to-face (F2F) learning (hybrid learning).

AMPS | ArchitectureMPS
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According to their opinion, they believed they need to meet with their staff and peers in order to
improve and discuss their work. Also, they proposed to make simulated field visits and online
meetings with labor market. Most of them, recommended that students should be grouped in small
classes of two or three students and one assistant, and have an individual video meeting to discuss
their projects and work (Figure 8).

Finally, do you agree to continue with online practical classes?

NO
YES

0 10 20 30 40 50 60 70 80 90

Figure 8. The number of students who agree to continue
with online practical-oriented classes

OUTCOMES AND DISCUSSIONS

The survey reveals several important findings about students’ perceptions of online architectural
practical-oriented classes. Students believe that the most significant advantage of online studios is
using digital communication methods such as ZOOM, WhatsApp and others. This is a predicable
outcome because although the students already use social media technologies professionally, they are
unfamiliar with educational and formal digital communication tools and platforms. Meanwhile, they
find it useful to become acquainted with long-distance communication equipments.

Another significant finding indicates a weak side of the traditional physical studio environment (face-
to-face). Students believe that being able to replay recordings of the discussions and videos of lectures
several times is helpful to them. However, in the conventional studio setting, students have to
participate in the discussions between their teachers and classmates, while still working on their own
design or execution project. This situation causes them either to forget important facts or remarks, or
to interrupt their concentration while they are working. The recording of sessions provided by the
online platform helps them to focus on either their work or the discussion and complete the other at a
later time without missing any information or comments. This is a significant aspect of distance
education that needs to be incorporated into the studio classes even if the studio transforms back to the
conventional physical environment.

Also, the study has a significant outcome concerning the physiological impacts of the practical-
oriented studios, especially during stressful periods like the pandemic. For design students, the
productive activity of solving the design challenge may become a kind of therapy for dealing with
real-life issues. Students can create productive environments from their own living spaces, if they
have the appropriate resources and the opportunity for self-actualization.

Social interaction and communication are important aspects of the architectural practical studio
environment. This fact is clearly expressed in the survey results. Even on online platforms, students
believe that the practical studio classes are excellent chance for socializing. Although, the physical
studio environment allows for unobstructed and momentary activities easily, the online design studio
is a bit weak in this aspect. That might be a promising area for online practical-oriented studios, or an
important key for the creation of hybrid studio environment (Table 2).
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Strengths Opportunities
Distance learning in times of pandemic of anylAllows the same environment as conventional
natural disasters that needs social distancing face-to-face studio classrooms

Gives the opportunity for students to save their
time and to be useful and productive

Relies on online sessions as it can be repeated
more than once

Flexibility in delivering education and accessing|Favours independent learners and more efficient in
content and resources small groups

\Weakness Threats

Students miss the site visits and meeting labour
market which is an important aspect in the
profession of architecture

Allows students and staff to use all digital tools

Benefits students’ future work as architects

Technical problems with computers and internet
connections

Not in touch with their instructors and assistants as
face-to-face classes
Declining class attendance

Table 2. SWOT analysis for practical-oriented online classes

Students lack time management

LIMITATIONS

The study provides significant information from the students’ perspective in the Department of
Architectural Engineering in Pharos University in Alexandria (PUA), Egypt, on how the educational
process took place in the context of the pandemic and the information that may be used to enhance the
online teaching-learning process. However, the study also has some limitations. One limitation is
represented by the fact that the sample was non-probabilistic and the research was conducted only on
Pharos University students. Thus, the results cannot be generalized to the entire Egyptian higher
education system.

It would be beneficial to expand the sample to include other Egyptian universities and architectural
schools, in order to be able to generalize results and also to make comparisons according to
universities, fields of study, experience of universities with online learning. Furthermore, it would be
useful to conduct a longitudinal study that would allow to investigate how universities adapted to
teaching and learning exclusively online, if and how teachers adapted (teaching style, interaction with
students), and if students’ attitude towards online learning improved.

CONCLUSION

The study focused on many aspects of teaching architecture (particularly practical studio courses) in
distance-learning environment due to the COVID-19 pandemic. Both teachers and students had to
adapt to the new social conditions and move to online classes, which have become an important
alternative to reforming the entire traditional architectural education system. The unplanned shift from
conventional in-class to online teaching affected the educational process and the reactions of teachers
and students. The teaching process was impacted by technical problems, shortage of training and
experience and some physiological conditions resulted from the uncertain situation.

It is clear that online practical-oriented courses presented several obstacles and require enormous
efforts of both instructors and students. However, hybrid learning is a viable option for enhancing
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studio classes with online technologies, since it combines both conventional and face-to-face (F2F)
studios while also allowing for synchronous communication through online sessions.

According to the previous studies, online practical-based studios can have real advantage to teachers
and students as it crosses the traditional design studio boundaries, combine conventional design studio
with online studio teaching and thereby could improve the architectural practical-oriented classes.

As a result, the benefits of virtual online design studio concept and approach should be demonstrated
in the faculties and higher educational institutions. Virtual design courses may be developed in
collaboration with the staff members to investigate how it might be integrated into traditional design
studio environments and the architectural program while also considering how to overcome the
current technical, policy and knowledge-based constraints.

A number of activities that can stimulate and assist the Egyptian education system’s transition to this
new kind of teaching should be implemented in order to properly and successfully adapt to online
studio teaching and learning. In this context, architectural schools might establish teacher training
sessions or develop programs whose goal would be to improve teachers’ performance and implicitly
the quality of the practical-based studios.

Technical difficulties are still the issues most difficult to solve, due to the capacity of the servers
owned by universities. Universities have undoubtly made efforts in order to solve these problems and
improve the functionality of online platforms. Still, students’ technical problems remain poor internet
connections, signal loss and lack of adequate digital devices, particularly students who live in rural
regions or come from families with low incomes. Architectural schools could develop programs to
suit these demands and thus facilitate the practical-based studios for students who find themselves in
these situations.
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INTRODUCTION: THE FIRST LESSON OF TEACHING

The first time | questioned grading was when | made a student cry.

I was a brand-new TA working under the guidance of a tenured professor in my MFA program. It was
my first time on the teaching side of a classroom in an official capacity and | was euphoric—teaching
had been my goal since | was a Sophomore in undergrad, and here | was, helping to lead a classroom
of young, eager minds. | burst into the classroom each week with the exuberance of a stage mom
during pageant season, ready to give my students the support and advice they needed to become the
next design superstars.

At the professor’s instruction, and as part of my pedagogical learning, I was tasked with “grading” the
students’ roughs for a logo design and branding system in an upper division class in the university’s
BFA Communication Design program. This grade was by no means final, nor was it even going to be
recorded by the professor—he just wanted me to understand the process of grading and discuss with
him my rationale for the grades that | gave (perhaps my first sign that grades were not as objective as
students are led to believe). After arguing my case with him (he said that | was much tougher than he
would be—another sign), |1 handed out the marked projects with all the authority of my professional
experience and knowledge I could muster.

Hers was the first judgment to be passed and, by the time | reached the third person, | could hear the
beginnings of sniffles coming from her corner of the room. By the end of my route, the sniffles had
turned to silent sobs.

I looked, horrified, at the professor, who sagely nodded to take the student outside so that she could
have a more private meltdown—to save her from embarrassment, and to allow the other students to
continue class as if there wasn’t someone openly weeping out in the hallway. I sat her down and asked
what was troubling her, my confidence in the grade I had given her (a “D”) eroding under the weight
of my empathy and concern. | knew this student; | had spent weeks getting to know her and knew her
to be smart and tenacious, though a little spacey at times. | also knew that she knew she could do
better in her work. My intent with the grade was to show her those areas of improvement, to impress
upon her the importance of critical thinking and application of her craft and knowledge, and to inspire
her to pursue her best work, but in that moment, all 1 saw was a scared young woman who had
reached the end of a very short rope.

We talked about what was going on (concerns that had very little to do with school), how this grade
meant nothing, and that she still had time to improve. | told her to focus on the feedback that I had
given, not the grade; to set achievable goals for herself and take it one day at a time; and above all,
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take care of herself and to reach out to me if she needed any help whatsoever. These sentiments, |
realize now, were more prophetic for my current approach to grading—and teaching—than | could
have known at the time.

WHY GRADING SUCKS (FOR YOU AND YOUR STUDENTS)

I am fairly new to the concept of “ungrading”, having only begun the process of phasing out grades
from my courses over the past year and a half. Others, such as Alfie Kohn, Susan D. Blum, Maria
Montessori, Ruth Butler, Peter Elbow, Larry Geni, Paulo Freire, and bell hooks (to name just a few),
have made the case over and over again against grading as a means to promote and achieve learning.
This paper is more of a case study of my own experiments in ungrading, so instead of trying to
summarize the entirety of the subject matter, I will try to distill some of the main arguments that have
come from my foray into the decades (and in a few cases, century) of work that others have put into
the subject and that have most informed my own experiments.

. Grades are subjective, not uniform. I mentioned my first inklings of this in the introduction,
but it’s inarguably true. What, truly, is the difference between a B+ and an A-? How does one
quantify abstract concepts like creativity and “uniqueness”? Ask 100 teachers and you’ll get 100
answers. A century of research backs this up.! That subjectivity ends up creating confusion (and
anxiety) for the students more so than critical inquiry. That is because...

. Grades don’t provide any useful information. A percentage less than 100 only tells a
student that their work isn’t perfect, not why. And how can creative work be “perfect” anyway? Ruth
Butler teaches us about fostering intrinsic versus extrinsic motivations in students, encouraging them
not through punitive, extrinsic measures (grades), but through feedback that inspires opportunities for
improvement and growth (intrinsic motivators). Her research shows that students who receive
comments on their work (without grades) consistently outperform students who receive just grades, or
receive both grades and comments.®> Feedback fosters critical thinking and, importantly for design,
revision. Laura Gibbs says that “...when you get rid of grades, revision is no longer a reward, and it is
no longer a punishment; it’s just what you do in order to improve and learn more.”® It is through this
loop of feedback and revision that students confront issues in their work and learn how to resolve
them.

. Grades don’t encourage learning. Kohn sums it up thusly, “The more their attention is
directed to how well they 're doing, the less engaged they tend to be with what they re doing” (original
emphasis).? This is backed up by Elbow who states, “Once we start grading their work, students are

3 and Stommel, who adds that grades
994

tempted to study or work for the grade rather than for learning,
are “a currency for a capitalist system that reduces teaching and learning to a mere transaction.
Through grades, we are telling our students, “do X, Y, and Z and you’ll get an A.” There’s no room in
that system for exploration and experimentation, for inquiry or debate, or for self-actualization and
agency. Students aren’t learning the content, they’re learning how to follow directions blindly and
please a particular faculty member.

While that is not the entirety of the arguments against grading, it was enough to get me to change my
ways. This paper isn’t meant to be theoretical; it’s practical—so let’s talk about how this actually
applies to the design classroom (or any classroom, for that matter).
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METHODOLOGY: HOW I DID IT

After reading Starr Stackstein’s Hacking Assessment: 10 Ways to Go Gradeless in a Traditional
Grades School” over winter break 2019-2020, | rushed to redesign my entire syllabi and course
structures around the idea of ungrading. In hindsight, this was both the most foolhardy and prescient
decision | made that entire year.®

The first thing | did was to remove any unnecessary grades that had nothing to do with course content:
participation, attendance, and even deadlines (though I still kept a course schedule). I then laboriously
went through the learning outcomes of each course and created what | thought (at the time) was a
rather comprehensive and clear rubric for each individual learning outcome, broken into three levels:
Progress, Proficiency, and Mastery.® Instead of me assigning grades, | assigned self-assessments for
the students to complete after each project. These assessments were based off of Rothstein’s and
Luz’s work, where they argue that “Reflection gives students the opportunity to name for themselves
what they are learning, and when they do that, they own the skills more strongly and deepen their
understanding of how they can use what they learned in other situations.”*® Because | was (and am)
still required to turn in a final grade at the end of the semester, | installed a metric for how to calculate
a grade based on the rubric. Below is an excerpt from one of my syllabi for the Spring 2020 semester
and the accompanying Mastery Rubric (Figure 1):

Throughout the course, there will be Self Evaluation Conferences after each major project to provide
feedback and assessment. These will be ungraded, but will provide a review of the student’s progress
and potential areas of improvement.

There will be one final letter grade determined at the end of the semester through a Final Evaluation
Conference between the student and the professor. All exercises, assignments, and projects will be
utilized as evidence to assess the student’s final grade based on a Mastery Scale of the specified
Course Learning Outcomes (see the accompanying Mastery Assessment Metric and Grade
Breakdown).

Grade Breakdown

A: Student shows Mastery in all learning outcomes.

B: Student shows Mastery in most learning outcomes, Proficiency in the rest.

C: Student shows at least Proficiency in all learning outcomes.

D: Student shows at least Proficiency in most learning outcomes, Progress in a few.

F: Student shows Progress in most learning outcomes.
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Mastery Assessment Metric

Learning Outcome Progress Proficiency Mastery
Project Analysis. Ability to comprehend and Ability to compi chend and v to initiat
communicate the abjective communicate the objective p
of apioject. of a project, as well as iden

tify areas of investigation
with some prompling.

Design Research Ability to use limited Ability 1o analyze various
primary and secondary primary and secondary
research to address design  fesearch to investigate and
challenges. address design challenges.
Sources of Inspiration Ability to callect some Abllity to collect and curate
inspirational sources. a variaty of inspirational
sources.
Communicative Sketches Abilily lo commuricale Abllit 10 ulilize design
simple ideasiconcepls principles 1o communicate
with skotches. different idcas/concepts
with sketches.
Communication of Design Ability to recognize design,  Ability to collectimages
Vision Thiough Mood/Style tone, andjor pessonality 10 communicate a general
Boards direction from a mood direction for design, tone,
board, or personality.
Idea Generation Abillty to explore o few di Ability 1o explore multiple Al
lerent ideas utiizing some and different ideas utilizing
concepting techniques— 4 variely of concepling i
requires prompting. techniyues —with some:
prompting. i
P
Appropiiateness of Ideas Ability to identify appropri Ability to identify and de Ability to ident
ale ideas lor cerlain medial  welop appropriate ideas for

\dior cerlain audi- a variely of mediaoulpul
and for different audiences.

Design Brief Ability to recognize impor Ability to analyze an exter

tant aspects of a design nal design brief, and write
brief. a self researched design
brief.

Figure 1. Zachary Vernon. “Mastery Rubric,” Spring 2020.

On the first day of the semester, | spent a good hour of class going over this new system and
answering questions. There were the typical questions I expected: “how will we know how we’re
doing in the class,” and “how will this affect our GPA?” Most of the students seemed hesitantly
interested, especially as | focused on the ideas of growth, practice, and learning as the purpose of this
new system. | wanted them to understand that messing up in the beginning was an integral part of the
learning process, and I didn’t want to punish them for experimentation and practice. Some of that got
through, as you will see in the feedback from students later.

My assignments and deadlines for the course remained much the same and | used Canvas (our
learning management system) to provide feedback to work turned in online. | always have students
either scan, photograph, or submit digital files of work so they, and I, have a record of their work.
When the time came for their evaluation conferences, | provided them the self-assessment “quiz”
through Canvas that asked them to reflect on their work, assess themselves (based on the rubric), and
provide evidence of their learning through writing and visuals (see the appendix for samples of these
quizzes over three semesters). | then met with each student individually during class time (my two-
days-a-week classes required two whole class periods to accommodate upwards of 30 students) for
anywhere from 5-10 minutes to go over those assessments, ask questions, and make comments or
notes for them on areas of improvement.
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At the end of the semester, students filled out their final assessment quizzes, provided their arguments
and evidence, and supplied the grade they believed they had earned. On the whole, | agreed with
many of their self-assessments. Some had delusions of grandeur (as expected), but many were
realistic and surprisingly honest, while some were overly critical and harsh on themselves. We
discussed their learning and came to an agreement on their grade based on their evidence and my
comments. Overall, the distribution of final grades in my class didn’t change all that much from when
I had a more traditional grading structure. Most of the students were very self-aware and showed a
much higher capacity for metacognition® than I had observed in previous classes.

RESULTS AND RESPONSES

From my perspective, the ungrading process in the first two semesters was hit and miss. The
assessment quizzes didn’t quite capture the information | wanted the students to consider, and the
rubrics were still quite clunky in their language and differentiation. Fair warning: providing
individualized constructive feedback is incredibly time-consuming. Personally, | have always left
copious amounts of feedback for my students, so the only major change to my method of assessment
was the removal of grades. | did feel pressure to provide better quality feedback to my students
because they didn’t have a grade to help give them that idea of “how well” they were doing in class—
something they were so used to knowing and calculating. I am still learning how to best provide
feedback that clearly relates back to the learning outcomes and rubric language.

On the other hand, the conversations ungrading allowed me to have with students about their learning
and how they were applying their knowledge were some of the best discussions I’ve had with students
in my entire teaching career. Students went from asking me what | wanted from their work to telling
me what they wanted. We got to be vulnerable, and talk about our fears and imposter syndrome, about
individuality and how to continue to grow. I hadn’t felt that exhilarated since I first stepped into that
initial classroom as a TA. In addition, the final grade distribution did not change all that much from
my traditional grading classes, which | found both surprising and reassuring. Students were mostly
honest about their results and efforts, and only rarely would | need to disagree with their self-
assessment.

As for the students’ perspectives, I think these two comments on my ratemyprofessors page' provide
a good range of how those initial semesters went (Figure 2).
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QUALITY

ART2200 = AWFUL Dec 21st, 2020
For Credit: Yes Attendance: Mandatory Would Take Again: No Grade: Audit/No Grade

Textbook: No
DIFFICULTY

5 o Dent get me wrong, the professor is a nice person. However, he has a strange grading system. He
- doesnt grade so you wont know your official grade until the end. He also makes the class more
difficult than it should be. This class just gave me stress throughout the whole semester.

GET READY TO READ SKIP CLASS? YOU WON'T PASS. TOUGH GRADER

@0 GPo ]

QUALITY

4.0

ART2200 = AWESOME Dec 21st, 2020

For Credit: Yes Attendance: Mandatory Would Take Again: Yes Grade: A- Textbook: No

Professor Vernon grades on a Mastery - In progress scale rather than a cumulative standard
grading scale. | struggled with this concept at first, as the semester went on, | grasped it more &
4.0 more. Professor V teaches from an empathic, inclusive, and progressive thinking standpoint that
seeks for his students to succeed. | really enjoyed this class.

DIFFICULTY

GIVES GOOD FEEDBACK LOTS OF HOMEWORK TOUGH GRADER

Figure 2. Screenshot of Ratemyprofessors.com student ratings. Accessed April 1, 2021.

Here are a few more quotes from an informal survey | did at the end of the Fall 2020 semester from
both of my classes that provide a more detailed picture:

“With traditional grading it’s more stressful and with self-evaluation | feel like | get to learn more about myself
and my work and how I can further improve. After this class I’'m definitely more willing and comfortable to step
out of my comfort zone and take risks in my work.” —ART 2200 (Concept Development)

“I think it’s helpful because it makes you think about yourself and what it is that you’re doing. | think that a lot
of the times we don’t sit back and think about the stuff that we are doing and more rely on others to tell us how
we are doing with work. But with this it makes you think and meditate on how you’re doing. It allows you some
‘time to yourself” and think out loud and look within to see what it is that you want and what you’re doing.” —
ART 4925 (Senior Capstone)

“At the beginning, self-assessment seemed confusing because | felt unaware of what my current standing letter
grade was in the class; because that is the norm. However, | did enjoy self-assessment in the end. | had a
different, and greater, sense of ownership to the grade as | self-reflected on my progress throughout the
semester. Traditional grading often becomes a numbers game, where you can calculate how your grade will be
impacted; whereas, self-assessment made me figure out the flaws in my progress & address them throughout
[the] course.” —ART 4925 (Senior Capstone)

Breaking through the Stockholm Syndrome that our students have with traditional grades takes time
and a lot of communication, but in my experience, most come around in the end. They come to see
that the goal and product of their education is the knowledge and skills they gain, not a GPA or a
piece of paper.

CONCLUSION

Ungrading is an excellent though challenging strategy for re-centering learning in our classrooms.
There isn’t one single way to go about ungrading, either. Some use a contract method by which
individual students and the teacher agree to a level and quality of work that will be accomplished by
the end of the course.’® Others utilize an anarchist’s approach to grades, giving the students much
more agency in choosing how and what they learn.!* There really isn’t a one-size-fits-all approach,
and finding your own way to implement these strategies is part of a personal process that requires—
appropriately—your own self-assessment of your methods.
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FURTHER RESEARCH

For me, | continue to tinker with the formula. For example, based on several students’ feedback I
changed the wording of the Mastery Rubric from “Progress, Proficiency, and Mastery” to “Needs
Work, Standard, and Strong” in the current iteration of my syllabus. The word “Mastery” had some
very powerful connotations that my students—a majority of whom are first-generation college
students and Latinx—did not feel comfortable attributing to themselves, even when they clearly
demonstrated that level of work.

The next phase of my experiments in ungrading will be to remove rubrics altogether and attempt to
change all of my classes to Pass/Fail or Credit/No Credit. Kohn argues that “Even if we have the good
sense to strip [rubrics] of numerical ratings, a critical first step to detoxifying them, rubrics are all
about evaluation,” and as Susan D. Blum states in the same book, “our principal task is educating all
students, not ranking them.”™® | am emboldened by the response from my students to these past
experiments in ungrading, as well as the support of mentors and administrators in my department (a
rare thing indeed), and will continue to chase away the shadows of “ranking” and “judgement” in
order to shine the light on learning and growth. A hokey metaphor for sure, but if enough of us stop
grading our students and just focus on teaching them, | believe we can create a brighter future (pun
intended).

APPENDIX

1.1 Self-Assessment Quiz #1 from ART 2200, Spring 2020:

1. What was my understanding of the task in my own words?

2. What did I do to achieve success on the task?

3. What challenges did | face and how did | overcome them?

4.  Which standards (Progress, Proficiency, or Mastery) did | meet and what evidence from my
work supports that assessment? (accompanied by the Mastery Rubric)

5. If I had the opportunity to do it again, what would | do differently?

6. What skills do I think I can improve upon and what are my plans for improving them?
7. What is the most important thing | learned from this experience?

8.  What unanswered questions do | still have?

1.2 Self-Assessment Quiz #2 from ART 2200, Spring 2021:

1. How has your ability to analyze projects grown since the beginning of class? Reflect on how
you approach and understand (design) projects. How has that changed from the beginning of class?
What have you learned about analyzing a project's objectives, contexts, and purpose? What do you
feel you can do better?

2. What have you learned about design research since starting this class? Reflect on how you
approached research in the beginning of this class, and how your approach and knowledge of research
has changed. Provide specific examples of your growth, including references to different design
research methodologies used in your work, insights gained from synthesis and analysis of collected
information, and how you communicate those insights. How might you improve in your use of
research?

3. How have you expanded your sources and use of inspiration? Reflect on your sources of
inspiration. How has your seeking, analyzation, organization, and use of inspiration changed from the
beginning of this class? What are you currently doing to improve your library of references and use of
inspiration in your work?



Online Education: Teaching In a Time of Change

4. What have you learned about creating communicative sketches? Reflect on your
presentation of your ideas through sketches over the past projects. How have you changed the way
you view your sketches? How have you changed the way you present your sketches and communicate
your intent? Show specific examples of your growth, and/or reflect on areas of further improvement.
5.  What have you learned about creating and using mood/style boards? Reflect on your mood
boards from class. How have you improved in your ability to communicate your artistic vision: your
aesthetic direction as well as personality/tone of voice for your work? Provide specific examples of
your growth, and/or where you can continue to improve.

6. How has your ability to generate ideas changed since the beginning of class? Reflect on your
creative process. What have you learned, and how have you applied that learning to expand your
ability to generate a wide range and quantity of ideas for a single project? Provide examples of your
growth, including references to specific techniques you use, or other ways in which you explore
conceptual thinking.

7.  What have you learned about writing a design brief? Reflect on the design brief you've
written, as well as the briefs you've read and the readings/videos on creative briefs. What aspects of a
design brief do you feel you excel at writing or communicating? Provide examples of how you are
communicating context and purpose in your briefs, and where you think you can improve.

8.  What, to you, is the most important thing you've learned so far and why is it important to
you? Since this is your opinion, there are no wrong or silly answers. Your answer doesn't even have
to be related to any of the learning outcomes or lessons, but maybe just something you've realized
through the class.

9. Based on the content of this course, what is something you're interested in learning more
about in the future, are still confused about, and/or would have liked to cover more extensively
in the class? If you feel you didn't get what you needed or wanted from the class, I'd like to know so |
can revise for classes going forward. Also, this is a great way for you to think about how you can
expand your own learning in your future classes to personalize your education and make it yours.

10. Based on your answers above, what grade do you think you have achieved in this class?
Refer to the Learning Assessment Rubric and the grading scale in the syllabus (reflected in the
answers below) to make your decision.

A: Student has achieved Strong in all learning outcomes.

B: Student has achieved Strong in most learning outcomes, Standard in the rest.

C: Student has achieved at least Standard in all learning outcomes.

D: Student has achieved at least Standard in most learning outcomes, Needs Work in a few.

F: Student has achieved Needs Work in most learning outcomes.
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INTRODUCTION

This paper takes on long since has been used pedagogical design education approach, learning from
the precedents, to tackle the initial uncertainty of Covid19 lockdowns. Architecture Making Trivia is
an online workshop. It was held when the first-stage lockdown measures were just introduced, a limbo
moment as our university asked us to refrain from any sort of design-related activities or events and
when we would resume our design studio was unclear.

In Architecture Making Trivia, the brief was to find drawing sets of a precedent from online resources
and make models by using materials from the things they commonly use during the lockdown. And,
in the making, it was important to discover the aesthetics of the materials they choose by reclaiming
them as their project required. The workshop was not about doing the exact model of the projects, but
to reflect the students’ interest in the making. This workshop initially was aimed to keep the students
engaged with the design studio during all the turmoil. Using the precedents as a conversation starter
(or here as the means of making) we were able to unfold varieties of architectural design
explorations. The unexpected twist of the process was the reclaiming of the lockdown materials. This
approach glitched the realm of these precedents by adding another narrative of the new-normal
everyday. The solid gap between these architectures and the first-year design students crumpled.

Now, picture John Hejduk’s Wall House! on your mind and re-imagine it with these features; slightly
off proportioned, colours somehow matching, one room has letters from a famous cologne brand and
another room has a telephone number printed on. Or, remember Terunobi Fujimori’s Takasugi-An?,
raised fairly above wooden pillars, now re-imagine it rising from a one-kilo yoghurt container, its roof
tiles are knitted. And, his Beetle’s House® as a folded, bent Birkenstock box on uneven wooden
brushes. Or Steven Holl and Vito Acconci’s Storefront* as a slightly off-proportioned model with a
magenta pink potato sack bursting out from the rotating surfaces towards the front street. And, Aldo
Rossi’s checkered marbles of Monumento a Sandro Pertini® made from wafers. See Figures 1-4.

In this paper, | aim to rethink learning from the precedents as an anchor to explore the probabilities of
an online first-year design studio, Architecture Making Trivia is the research of this attempt.
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Figure 1. A: Giinsel Sentiirk, Storefront Art & Architecture, 2020; B: G6knur Cagiri, Koshino House,
2020; C: Z. Murat Yildinm, Takasugi-An, 2020; D: Mehmet Sait Aktay, Wall house 2, 2020 E: Sevval
Ay Beetle’s House, 2020. F: Tuana Oztiirk, Maison Bordeaux, 2020.

THE EXISTENCE OF THE PRECEDENTS IN THE DESIGN STUDIO

The existence of the precedents in the design studio is a complicated matter in terms of the studio
pedagogy and the authorship of the creative making. Firstly, we deliver our approach of the studio by
critically situating ourselves among them. And, we refer to them during the crits and
presentations. Commonly, precedents have their place in the history and theory courses in curated
series of a certain historical theoretical aspect. Therefore, the related discussions and explorations are
rigidly defined. Precedents appear in design studios as well, mostly as part of the seminars.® But,
taboos arise in the studio when students copy them. In the process-driven design environments, the
necessity to encounter various historical, theoretical and contemporary references are presumably be
abolished with the very idea of copying. And meanwhile, the object-oriented design studios are more
bothered by the issues of uniqueness and authorship. Thus, there is this palpable gap between the
precedents and students both as individuals and designers in the design studio.

There are explorations on this complicated issue. Such as Sevgi Tiirkkan’s comparative experiment of
the first-year design studio to architectural design masters’ studio where she attempts to unravel the
existence of the precedents by devising them as found objects for manipulations. These manipulations
would differentiate the creative acts and designing environment of the studio.” Jennifer Bonner uses
precedents in her first-year design studio by analysing them along with the architecture of the
ordinary. And later on, she explores the techniques of “copy-paste” as the method of making bending
the palpable gap between the students making and the precedents.® Colin Rowe is the prior figure for
the explorations of precedents in architectural design education. In a broad sense he “did not kill the
possibility of architecture with history, which often can happen, yet offered a necessary measure of
historical erudition and imagination that provided students and teachers with historical context.”
Precedents are there for us to speculate by our imaginations and current conditions. If we look at art
and literature, this is not an unprecedented approach. We can trace it back to the beginning of the 20™
century onwards with Dadaists, Surrealists,’® Fluxus movement, Structuralism and as such. These
movements have already reflected on architecture.
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Figure 2. G: Giilsah P. Ari, NA House, 2020; H: K. Kaan Yilmaz, Barcelona Pavilion, 2020; I: A.
Himeyra Yesilyurt House X, 2020; J: Hiiseyin Demir, Monumento a Sandro Pertini, 2020; K: G. Bettil
Kurmag, Suzuki House, 2020.

BLURRING THE AUTHORSHIP

If we follow Marcel Duchamp, blurring the authorship is a creative act. He describes it as reciprocal,
the creative work is deciphered and interpreted by the spectator and this is essential rather than what
the artists claim of their work.'* Therefore, the creative act is a mutual relationship of the making that
tends to define both the maker and observer. When Roland Barthes declared the death of the author,
he suggests something similar. He defines writing as a “natural, composite, oblique space where our
subject slips away, the negative where all identity is lost, starting with the very identity of the body
writing.”*? This is where the author loses their authority on the text as it unfolds by the encounters
with the reader. Therefore, blurring the authorship begins with the observer, reader, audience where
their interpretations and experience define the variable meanings of the work. Precedents in the
studio, however, sharply define their borders; the observers are allowed to echo in their existence.
When we think of precedents as collaborators in the studio, can we alter their rigid existence?

David Shapiro discusses the translation of poetry to architecture in collaborative work and how the in-
between is multiplied with mistranslations. He talks of them as unavoidable and so should be
anticipated; the contingencies of creative work are based upon these kinds of frailties.™ In translation,
there is a binary position for both the translation and the translated; in this way, they corrupt and
explicate each other. If we think about the precedents as participants and the creative making of the
studio as their mistranslations; their existence, circumscribed forms and discussions become
contingent for a certain time. See Figure 4, the mistranslations of the precedents.

With all these discussed above, the workshop | talk about tackles something purposefully mundane
and trivial.

Barthes in his reading of the filmic investigates the stills from Sergei Eisenstein’s Ivan the Terrible
and extracts ephemeral meanings that are purely free, as they are not bounded with a signified — they
are sole signifiers that arouse in the encounter with the audience. Barthes defines it as the third
meaning that is “the obtuse meaning of trivial, the futile, the false, the pastiche.”*® The third meaning
is unbounded from the narrative yet not destructing the whole meaning either; adding in new folds of
meaning as we experience the filmic. It is ephemeral. Here | want to make an analogy of the third
meaning in the aspects of this workshop.

14
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Tackling the existence of the precedents in the design studio is a challenging act; students and tutors
reference them when they discuss the projects, yet the design-making in the studio creates palpable
boundaries between the precedents and the student work. | believe that the making in Architecture
Making Trivia explicated the meaning and narratives of the precedents. Quite similarly to the third
meaning, the workshop enfolded obtuse and trivial narratives in the solid existence of the precedents.
In the following, | will be explaining the details of this making.

Figure 3. L: Dilara Kutay, Storefront Art & Architecture, 2020; M: Furkan Ozbek, Vitra Fire Station,
2020; N: llay Soyuncu Wall House 2, 2020; O: Sidmeyye Yildiz, Maison Bordeaux, 2020; P: Elif Tatli,
Slow House, 2020; Q: Mine Ekici, Storefront Art & Architecture, 2020.

ARCHITECTURE MAKING TRIVIA

Trivia was first used by Logan Pearsall Smith in his book Trivia, defined as; little bits of knowledge
of little consequence with no depth and of unimportant, obscure matters.® ’ This is a two-volume
book with essays on about anything in no particular order. Around the mid-1950s quiz shows on TV
used the term and the word become internationally popular with Trivial Pursuit, as a game that is
played with quizzes of arcane knowledge.®® The title, Architecture Making Trivia, defines the
workshop as it is; little bits of knowledge, no-depth information for the making of architectures.

The workshop was in April 2020, when the lockdown measures were just introduced. Universities
closed doors and most of the students went back to their family homes. This was a limbo moment for
our design studio. ITU Faculty of Architecture asked us to refrain from any sort of design-related
activities until the studios resume after the lockdowns. This was to keep the pressure off from the
students. However, the ambiguity of the duration was unsettling for the first-years. The initial idea
was to organise a workshop for the sociality of the students. The workshop was aimed to keep the
students engaged with the studio and use architecture making as a conversation starter during all the
turmoil. The workshop was to have several online sessions and one of the objectives was to expose
students to the theoretical discussions about the precedents they will be working on. Twenty-three
first-year students participated.'®

In Architecture Making Trivia, first | asked students to write their names in the numbered list of
projects on a Google doc. There were no restrictions or orders of choosing, they can all chose the
same project or accumulate in certain ones. This was for them to do a quick search for each of the
projects before choosing one and gaining very basic knowledge about all of them. The initial task was
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to find drawing sets of the chosen project and make its model. This was not about making the scaled-
model, but to follow their interest in these projects and reflect it to their making. In the first two
sessions, we have talked about the projects in general and their plans for model making. We were
talking about House X from Peter Eisenmann with Zaha Hadid’s Vitra Fire Station and Mies van der
Rohe’s Barcelona Pavilion; there were no curated context or hierarchy between the precedents. We
were discussing how House X was not about model making but drawing, meanwhile looking at
Terunobu Fujimori’s found wooden pillars for the tea house or the marbled surfaces of Barcelona
Pavilion versus Storefront’s rotating panel walls. We casually looked at plans and sections, tried to
read them and talked about their ambitions, contexts and structures. In the model making, the only
rule was to reclaim the materials from commonly used things during the lockdown. Most of the
students did not have access to their tools and materials and, | suggested using reclaimed materials.
Implementing lockdown-related materials in the making, which was part of a very practical and
convenient intention, glitched the realm of the precedents with the new-normal everyday and added
another narrative.

While the precedents became mementoes of the first stage lockdown days, it was also possible to
obscure their existence in the design studio. This was precisely the reason that students thought of
these projects as their own. The solid gap between these architectures and the first-year design
students crumpled. Using the precedents as a conversation starter — the means of making, elevated the
variety of architectural design explorations.

In the third session, | introduced a reading set for each project and asked students to think of their
making by their context. The aim was for them to develop a critical approach to the project rather than
referring to them with generic information. It was against the nature of the trivia, however, the process
prepared the participants for this kind of exposure. | emphasised that it was not necessary to
understand all the discussion, they just needed to find something in the text that might be interesting
to them. The objective was to open up discussions of these texts with guest critics in the following
session. This approach helped them to join in the discussion with the guests. Therefore, the final
session turned into four sequential sessions to have in-depth conversations. We guests® and had
discussions on these precedents in terms of the student’s making; reclaiming of the materials, how
they deciphered the project, the interesting parts of the project and in parallel to the above, we also
talked about the related readings. Such as looking at Barcelona Pavilion’s asymmetricity in the
composition of its components rather than the components itself** was in the model of the workshop
as different kinds of snack packaging and vitamin pill cases (Figure 2); or the bent Birkenstock box
and uneven brushes marking the ground were references to Street Observation Society and their
everyday records? (Figure 1); the fluidity of the interior and exterior, public bodies were modelled
with a pink potato sack, pavement and stocking covered the upper floor in Storefront®® (Figure 3).
Thus the final sessions were not about the precedents as we would commonly expect, but about the
students. Here the creative act blurred the authorship and the body of the writer was diminished
among their readers/observers.
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Figure 4. Architecture Making Trivia: Mistranslations of the lockdown days, enabling the third
meaning.

CONCLUSION

This paper is an attempt of rethinking learning from the precedents as an anchor to explore the
probabilities of an online first-year design studio. Therefore, the paper investigated the special
conditions of the global pandemic reflected on online studio by focusing on Architecture Making
Trivia. This was an online workshop, aimed for the sociality of the first-year design students among
all the ambiguity of the first stage lockdowns. In the workshop, the potentials and limitations of an
online design studio enabled the precedents as the exploration method in the making rather than being
references of inspiration. The unexpected twist was to reclaim lockdown materials due to inaccessible
modelling tools and materials; this way students regarded the models as the mementoes of the
lockdown days. This was precisely the reason that students thought of these projects as their own. The
solid gap between these architectures and the first-year design students crumpled. | find the process of
this online workshop, though may be based on the inadequacies of the first stage lockdowns,
liberating both for the existence of the precedents in the studio and expectations of delivery from the
students. Quite similarly to the third meaning,®* this workshop of making by the precedents has the
same behaviour; it subjectively explicated the narratives, created obtuse meanings of the precedents
for a short time. The palpable gap we tiptoe around between precedents and the first-year students in
the design studio was somehow demystified. The authorship was blurred with the creative making.
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INTRODUCTION

This paper follows our teaching experience of an overlooked social aspect of online education, where
we reclaim the first-year design studio inside the parental home during the COVID19 pandemic. The
absence of an actual studio in online education has been immensely discussed however, the issues of
its unfamiliar physical setting are usually disregarded. Studying design, needlessly to say, rarely go
well with parents. When the lockdown measures were introduced and Universities closed doors, most
of the students went back to their parental home. This triggered an elusive issue that affected our
design studio; the unfamiliarity of the familiar or, parents’ house as the new design studio. Therefore,
we planned a design-making approach that responded to many odds of this issue in online design
education, see Figure 1. We named this as The Loop of projecting: tracing: cutting: modelling:
drawing and, we presume it called out the bold and daring side of the first-year student and helped
them to claim their designing realm in their parental house.

The loop of projections is an ephemeral spatial design making; it would deploy its realm on surfaces
as the projections last. This enchantment bends the reality of the unfamiliarity in the parental house.
And as tutors, we can talk through these projections as if spatially experiencing them. This is a witty
threshold of making and speculating design; we are back inside Plato’s Cave, not interested in the
reality behind the shadows but fascinated by the realm of anamorphic, distorted projections. Tracing
out the ephemerality of shadows and, getting lost at the conjunctions with each cycle of making
extend the probabilities of online design education with a twist of hands-on making.
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Figure 1. Online Studio at the parents’ house.

THE IMAGINARIES OF THE FIRST-YEAR DESIGN STUDIO

The first-year design education in ITU has been exploratory since the mid-90s, and an
interdisciplinary one since 2002 when architecture, landscape architecture, and interior design majors
were joined for the first-year design studios, connecting three disciplines and tutors to allow a
speculative, unconventional design education environment. Since 2015, urban and regional planning
and industrial design majors are added, broadening our chances of working on the extremities and
exteriorities of our disciplines. Aslthan Senel compares this to the formation of nebulas; rather than
creating star systems in the studios, tutor becoming the star and students orbiting around them, the
design environment we are interested in are similar to early interconnections that are ephemeral in a
sense, strong enough to create masses for the protostars yet easily shatter moments after.! Therefore,
our design studios are highly controversial to the static, conventional expectancies of first-year design
education. Here design learning is a performative act both for the tutors and students; the process and
outcomes are the mediums for performative exploring for all the participants.? The first-year design
studio is planned with short-term projects, that have durations of a day to three weeks. There are
several aims of having shorter modules; the fundamental aim is a strategical one, to shift the emphasis
towards the practice and experience from the object-oriented expectations;® another aim is to shuffle
student groups and tutors with each project, allowing them to create new relationships as they
experience the studio together. The distinction between collaborative and individual designs in the
first-year is fluid and the size of the student groups is defined with each module. One example of the
extremities of questioning the authorship and the object-oriented approach was a meeting exercise that
blurred the distinction between individual and collaborative design.* These projects can be about
designing the gaze in its intuitional, topographical, and existential context,> or explore manifold
narratives of curiosity that tackle the discovery of individual, topographical, tactile imaginations.®
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ALTERNATING THE IMAGINARIES OF THE FIRST-YEAR DESIGN STUDIO

Distance Design Education

Online learning and virtual design studios have been here and not even trending as they were in the
90s to 00s when internet usage boosted all around the world.” ® The Covid19 pandemic and its
lockdowns revived this topic in an unprecedented manner. Distance design education is mostly
discussed in its comparison to campus learning as the collaborative, performative and reflective
design learning environment is inherent in studios. Firstly, there is the emphasis on imitation where
online learning mirroring campus learning in terms of delivering the topics and planning the process®
and how this mimicry fails as it disregards the reality of online learning. Secondly, the discussion
focuses on the different capabilities of learning between the two, such as online learning providing
knowledge on digital tools and programs®® rather than creating “enhanced learning processes and
outcomes.”™* One of the essential discussions is on peer-to-peer learning. This is a key drawback in
online design education if we think of design studios as performative learning environments. Peer-to-
peer learning is the primary part of studio-based learning, and how the tutors enhance this
environment is crucial for the students.® In online studios, however, peer-to-peer learning is an
unsolved issue; the students feel uncertainty in the borders of anxiety as they are unsure where to
position their work among their peers.®> Moreover, in an online studio, there are challenges in
developing critical discussion sessions. Online sessions require structure to avoid either awkward
silence or cacophony, yet a structured session would spoil the needed free-flowing dialogue for the
design process.** In this aspect, becoming the online facilitator is a role, added to the tutors.*® Our
students emphasised this during our interviews as well; “Our exchange of ideas was better when I was
in the studio with my friends. We did an online group assignment too, but | didn't think it was as
productive as it was in the studio... Because we would discuss in the studio, look at each other's work
or get influenced from what we liked.”*®

However, several approaches are tackling the reality of online learning such as; situated learning and
authentic tasks. These approaches are quite convenient for a design studio by nature. Situated
learning approach emphasises contextualizing learning as social and interactive. This enables students
to develop their individuality from the knowledge and experience of the studio and to apply them to
the topics beyond the studio.'” And, authentic tasks are described as ill-defined; fragmented with sub-
tasks, related to real-life situations, in need of essential investment of time and research while the
outcomes of their making are meticulous; these tasks have a presence of their own.*® Following is our
approach of establishing a situated, tailored online design studio for distance education during the
Covid19 pandemic.

The first-stage lockdown measures were introduced to Universities in Turkey starting on the 16th of
March 2020 as a precaution for three weeks.'® However, with the rising cases, ITU decided to resume
the spring term as an emergency distance education starting in April, without the studios. And later
on, design studios were also decided to be in the program and we resumed our studio online on the
28th of May. We had 123 students, of which normally %44 use students’ accommodation, flat-share,
and %56 live with their parents or family members (family members include flat-sharing with
relatives, away from the parents), see Figure 2.When the lockdown measures were introduced %64 of
them moved back to their family houses. This meant most of the students resumed their studies in an
unfamiliar environment in terms of design learning. Students accommodating in the dormitories and
flat-shares had left Istanbul thinking to return in three weeks and had left all their design materials.
Therefore, our online design studio needed to address the lack of a studio, design materials and tackle
the existence of an unfamiliar environment.
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Figure 2. The first-year design studio of the parental home, by Begiim Eser, 2021.

Heterotopias: Alternative Imaginaries

In the context above, our first-year design studio, named SpacelyandGood, consists of architecture,
urban and regional planning, and landscape architecture students and tutors.?® Our project was titled
Heterotopias: alternative imaginaries, see Figure 3. It had a five-week duration including short-term
workshops and table discussions. This project was the final module of the year, see Figure 4. We
aimed to open up a critical, controversial field for heterotopic scenarios and discussions of our times.
It was crucial to enable discussions of the manifold urbanities in their anthropocentric, heterotopic
context by critically designing imaginary lands. The module was divided into parts. They were of
different scales and aspects related to the main theme, see Figure 5. There were no constraints, no
specific site, or a user profile. We emphasised to pursue the strange and wander in their imaginary
heterotopias with this brief;

“think about terrestrial territories, wetlands, badlands, ghost towns, townships, abandoned
industrial sites, contaminated fields, canyons, floodplains, and urban rift/deprivation zones.
think about passages, boundaries, forking paths, dead-ends, closets, burrows, bunks, towers,

pitches, nests, nooks, ditches, burrows
think about mobilities, relationships, senses, meanings

... these strange things can be many or one / they need to have layers/surfaces for human interaction”
Following, we will discuss our design manoeuvres for this module and tactics of establishing a remote
first-year design studio in the physicality of projecting and tracing shadows.
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Figure 4. Combined schedule of online education, by Begiim Eser, 2020.

Figure 5. Parts of the module, by Begiim Eser, 2021.

LEARNING FROM SHADOWS

The Loop of projecting: tracing: cutting: modelling: drawing was the primary approach of spatial
design making in our project. It was a performative enactment that would deploy its realm onto the
physical surfaces as the projections last. This enchantment bent the reality of the parental house and
transported students back to the studio. The performative design learning environment was established
with each loop of making. Therefore, these performances were also the focus of the feedback
sessions, as tutors were able to imagine these projections as if spatially experiencing them. The initial
task was to prepare a surface, the mural. This was a more or less 180x140cm surface covered with
drawing-friendly materials. We also asked them to collect objects with various materiality and texture.
After the murals were set, we began to use this surface as our studio. We started the loop by creating
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shadows with projections from the objects they gathered, combining varieties of them, playing with
the distance to the light source and projected surface, see Figure 6. And later, we asked them to trace
the ephemerality of these projections by drawing, cutting and modelling, see Figure 7. There were
several cycles of making. They continued casting shadows and projecting lights on the mural as they
were etching, engraving, layering the surface. The anamorphic shadow casts deformed on the
manifolds of accumulating surface, creating cryptic forms to speculate, see Figure 8. We encouraged
students to explore another loop of making whenever they were stuck and they continued to add on as
they felt it was necessary. At some point, we announced that this was the imaginary topography of
their heterotopic scenarios, see Figure 9. Students worked on their heterotopic scenarios, the
Anthropocene and continued to explore its alternative imaginaries among the anamorphic, distorted
shadow casts of their mural. The final submission of the project was in the form of a booklet that was
called the book on the imaginary, see Figure 10.
At the end of the term we carried on a survey, 102 students participated. And, one month after their
submission, we have interviewed 12 students. These interviews were semi-structured and the
questions were divided into two groups. When we asked about the loop, it was possible to see our
aims of this kind of making reflected on their comments. Following are some of the feedbacks. On the
enchantment of the projections and bending the reality of the parental home;
“...the shadow part at the beginning, was more fun because | made that part more dramatic. |1 was
playing music in the background and recorded myself as if | was an artist and | felt like | was working
in the dark in the studio.”*
“It was next to my bed, I was constantly looking at it when I woke up in the morning or before | went
to sleep at night...I was particularly interested in the slits created by the shadows. I felt as if I was
walking in it...I thought in that part I can design a place where the public will meet. Also, none of the
shadows had very sharp lines, and that's why my design - the structures or models I designed did not
have sharp lines, but rather curved shapes with softer lines. %
On using cycles of projections as a making tool for spatial exploring;
“The objects | used were made of glass with crystal shape. | combined objects in projections. There
were reflections with colours and after | noticed that | reused, added or removed [the objects]... At
first, | played a little more with the colour reflections, I played with the objects; some trials became
too opaque, with no lights in shadows. After a while, | began to choose the materials of the objects |
used; what will happen, which one is better? I continued like that... "%
“It was more imaginative, we could constantly improve our project by drawing, and we could add
new shadows whenever we wanted. In the previous projects, when we made a model or something,
this restricted us a little; our imagination. Because we were making the model, then it would finish,
and we would do the drawings; but here we had a chance to develop our project while drawing ..."*
“I took a very simple sketch from my shadow-mural. | drew this sketch on paper and reflected
shadows on its interiors. The final form of the project began to form in this way >
On using this making for exploring spatial iterations;
“There was an uncertainty, for example, I was adding something to the model one day, I was looking
at it the next day, and something different was coming out from it. It was always open to improvement,
| enjoyed it the most. 2
“...The part of using Mural exactly for design. Because there were generic spaces in my work and it
helped me a lot with that. It was helpful for me to design by looking at and interpreting shadows and
reflections to experiment with forms. That was my favourite part. "'
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“...Yes, I tried to increase my shadows. In one of them[loop] it was very dense, a certain part of it,
and in our scenario, there was a central place... but I did not have a centre on the mural. You know,
everywhere in the topography was alike... I created it later, removed the middle part and repeated the
same shadows. Then I took it to the third dimension by differentiating it more.”*®

These were the main shadows of my
mural. | thought the more shadow |
used, the more complex it would be so |
used less shadows.

"
.

l Shadows Display Frames

Figure 6. Image taken from the Book on the Imaginary, by Cagil Oztiirk (2020).

Figure 8. Image taken from the Book on the Imaginary, by ilay Séyiincii (2020).
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Figure 10. Image taken from the Book on the Imaginary, by Sebnem G. Bergin (2020).

CONCLUSION

Loop of projecting: tracing: cutting: modelling: drawing was a performative, spatial iteration. This
was an attempt to seek our design education approach in the overlooked physicality of online studios.
Exploring abstract shadows; daydreaming among their distorted projections to create unexpected
topographies and forms to discuss a complicated topic — heterotopias, was a daring position. However,
casting shadows and layering up the mural enabled us to smoothly engage with something unknown,
intricate by turning it into tacit, accessible hands-on making. Making the mural was an innate process
for the students precisely because they were fascinated by their own making of unexpected shadow
casts. We initiated the beginning of the project over this accumulation of distorted, cryptic forms.
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Students were layering up the mural playfully; exploring the shades of shadows; juxtaposing them;
repeating the cycle; bending the shadow by altering the projected surface, etc. This making enabled us
to easily shift between different scales. We would look at the formations of making on territorial,
experiential, poetic levels and speculate them in terms of places of encounter or seclusion in their
heterotopic scenarios. The loop was a threshold of making and speculating design; we were back
inside Plato’s Cave, not interested in the reality behind the shadows but fascinated by the realm of
anamorphic, distorted projections. Tracing out the ephemerality of this realm, getting lost at the
conjunctions with each cycle of making extends the probabilities of design-making. We believed that
this extended the probabilities of remote design-making where it was possible to perform our design
environment acts together.
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Sema Alagam, Bihter Almag¢, Eda Bayazit Ince, Melih Bozkurt, Cisem Cildir, Begiim Eser, Arzu Giler, Zeynep
Gilinay, Elif Oz Yilmaz.

21 Excerpt taken from the interview with Aleyna Colak, 28.07.2020. (Question: Which part of the project was fun
for you?)

22 Excerpt taken from the interview with Gllsah Pelin Ari, 29.07.2020. (Question: How did you design your
spaces from the mural?

23 Excerpt taken from the interview with illayda Kiipeli, 28.07.2020. (Question: How was your process of casting
shadows?)

24 Excerpt taken from the interview Helin Ciftoglu, 28.07.2020. (Question: Which part of the project was fun for
you?)

25 Excerpt taken from the interview with Mehmet Sait Aktay, 29.07.2020. (Question: Did you use the loop of
shadow casting when you were working on the final iterations?)

26 Excerpt taken from the interview Asik Alatagh, 29.07.2020. (Question: Which part of the project was fun for
you?

27 Excerpt taken from the interview with Mehmet Sait Aktay, 29.07.2020. (Question: Which part of the project was
fun for you?)

28 Excerpt taken from the interview with ilayda Kipeli, 28.07.2020. (Question: How did you reflect your
heterotopic scenario on the mural?)
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INTRODUCTION

In the 21° century knowledge society, higher education (HE) is experiencing a paradigm shift through
multidimensional transition elements including change from the traditional, lecture-focused classroom
setting to more learner-centred environments, integration of knowledge from different disciplines,
interdisciplinary collaborations, use of information and communication technologies (ICTs) to
enhance learning, globalization, and internationalization of HE as well as emphasis on sustainability.
With the change of education focus from traditional to lifelong, the emphasis in higher education
institutions (HEI) is more on application driven, socratic, building the knowledge, inquiry based,
active learning (AL), problem solving and reflective approach. HE is becoming the internal
metamorphism by the learners themselves, brought about by their own agency through a number of
educational resources, including interaction with faculty, content of the educational process, and the
institutional environment and students are in a sense the producers of their own education and are
ultimately responsible for their own development and outcomes.? The role of the instructors is to use
their abilities to facilitate optimal learning, in turn, the role of the students should be to do their best to
learn.® Students need assistance to organise knowledge using models and conceptual frameworks to
help with information retrieval, this is at the heart of helping students develop deeper understanding;
they need to see relationships and patterns and recognize cognitive dissonance in order to gain
meaning from what they are learning.*

Even though many studies suggest that the HEIs need to be organised around students, not the
academics, and classrooms should be the centres of intellectual inquiry and meaningful engagement®
and there is a need for education reform for a shift from an ‘instruction-’ to a ‘designer of learning
methods and environments’,%” the traditional pedagogies still dominate HEIs and their learning
landscape.® As a holistic approach, active learning is about balancing personal motivation for self-
fulfilment with group capacities for high impact contributions in education and has direct implications
and prerequisites for administration, faculty, government and various stakeholders.® The challenges of
implementing active learning are: course redesign time®, unwillingness of students for active
learning™, resistance of academics to lose the control, lack of both students’ and academics’ maturity,
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difficulty in fitting into the existing academic culture and need for encouraging and training
academics. 121314

Active learning strategies such as project-based learning (PBL), which enables learners to take the
responsibility of their own learning with student-centred approaches can be conducive to achieving
successful learning outcomes and improving learner performance. Digital environments promise
valuable opportunities for learning by providing various tools and techniques for engaging learners
with instructional content.

Paper reports empirical evidence regarding the application of the ‘Learning Station (LS)’ concept -
developed by Istanbul Technical University Centre for Excellence in Education (ITU CEE)- to a
theoretical undergraduate course. As a modular and flexible learning space, LS leaves a wide room for
students to create and deliver their own learning content in both physical and digital environments.
Started in the physical classroom, the course continued in a digital environment, following the
COVID-19 pandemic, which allowed authors to observe the impacts of the digital environment on
student learning. Presenting supporting evidence such as highly satisfied feedback of the use of LS
concept and strong motivation by collaborative learning can encourage active learning in
undergraduate education.

ACTIVE LEARNING

Prince (2004)* defines active learning as any type of instructional method which engages students in
their learning process and requires meaningful (relevant, authentic) learning activities as well as
requiring students to think about what they are doing (metacognition). AL, which dates back to the
last decades,® is described by early studies as “co-operative learning”!’ and anything that “involves
students in doing things and thinking about the things they are doing”.'® AL is often associated with
constructivist theories of learning, where students learn by actively challenging and critiquing
concepts developed through their own experiences or the experiences of others, possibly under the
guidance of an instructor who encourages the necessary cognitive conflict.” Studies have indicated
that students take more responsibility for their performance and see the course as being more valuable
when they are invited to actively participate in the learning interaction.?

AL research reveals a wealth of materials detailing many examples of active learning pedagogies,
methods and practical activities that can be used to encourage student engagement.?* AL can include
different forms of activation, such as increased physical activity, interaction, social collaboration,
deeper processing, elaboration, exploration of the material, or metacognitive monitoring.?
Fundamental to the success of AL is the insistence that learners seek out new information, evaluate it,
and relate it to information they already know, instead of just relying on an instructor to provide them
with all of the material through lecture or readings.® In an effort to summarize the research on active
learning effectiveness, Prince found that “empirical support for active learning is extensive”, and
suggested that while different types of active learning, such as problem-based learning, offered mixed
results, that most active learning initiatives, according to the literature, had produced positive
results.?

Problem-Based Learning

Problem solving, whether approached from a behavioural/instructivist or cognitive/constructivist
perspective, is well supported in the research literature as an effective instructional strategy to
promote learning and transfer.> Using problems as a basis for learning appears to be one of the more
broadly applicable strategies to promote active learning since problems constitute an effective starting
point for learning- as daily life is filled with a variety of problems which learners must face.?
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PBL is an instructional method where relevant problems are introduced at the beginning of the
instruction cycle and used to provide the context and motivation for the learning that follows. It is
always active and usually (but not necessarily) collaborative or cooperative and typically involves
significant amounts of self-directed learning on the part of the students.?’” PBL is based on the
previous and newly acquired knowledge; transfers the responsibility of the learning process on the
students; focuses on the process of analysing a conflict, problem or situation and clarifying the
sources of conflict so that students have an active role in creating the problem and in analysing and
giving solutions.” Choosing problems appropriate to the content and to the learners’ level is a key
point in promoting active learning to help build problem-solving skills.?® In addition to the selection
of a problem with real-world application, including the whole problem or task in the learning process
rather than disjointed pieces of different problems or tasks can help with learning, developing flexible
skills, and transfer.®® PBL’s effectiveness depends largely on the teachers’ ability to execute PBL in
practice and their pedagogical content knowledge, which can be enhanced by creating collaborative
learning environments where students, teachers and other participants can learn from each other.!

RATIONALE OF THE STUDY

“How do higher education students best come to know something?”” becomes a key question in higher
education since the future is not only impacted by how students in higher education courses across the
globe gain competence in their chosen fields and disciplines but also be impacted by how today’s
students apply their knowledge in order to solve problems; how they communicate, reason, argue,
justify, and confirm or refute their assumptions and hypotheses; and then how they draw conclusions,
and mobilize and share their knowledge.

Despite the resistance for AL pedagogies, AL and its promises are desirable in higher education
disciplines and researchers seek how to acquire knowledge about active learning, gain competence,
adopt AL strategies and assess AL approaches in HE. Accordingly, we ask the research questions of:
How can undergraduate education benefit from the potentials of active learning? How can students
get actively involved with the design of their own learning experiences? How can an existing course
be redesigned with active learning strategies?

The main purpose is to explore the experience of active learning in undergraduate education, which
allows us to create active learning environments with suitable instruments for facilitating student
engagement, to provide evidence that active learning results in higher satisfaction and to draw
attention of scholars to encourage the usage of active learning strategies in undergraduate education.

METHODS

To effectively answer the research questions, the study was carried out in two main stages: (1)
Adoption of the LS concept for an undergraduate course and (2) Data collection and analysis — as
illustrated in Figure 1.

We adopted the LS model due to its flexibility and modularity in creating AL environments. The
selected course, Building Production Systems (BPS) is a 3 ECTS-credit, theoretical, 5th semester
course given in the Department of Architecture at ITU. Course content includes technological system
analysis, building systems integration, comprehensive design and professional development. While
more conventional methods of content delivery such as PowerPoint presentations, weekly
assignments and classroom presentations were used in the previous semesters, authors used the LS
concept to enable students to design their own learning experience. After the introduction of the
concept, a total of 45 students were encouraged to choose a BPS topic including the points of creating
value, associating with social problems, goal-driven and outcome-oriented. They designed and
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developed their LSs as group projects through the entire semester. Weekly feedback on the LSs were
provided for each project group in the form of interactive discussions as the projects were in progress.
In the second stage of the research, content analysis was conducted to analyse qualitative data from
the participants. An open-ended question regarding the positive and negative aspects of the learners’
experiences, was directed through an anonymous feedback questionnaire form. Along with their
thoughts on the LS model, the students also provided their comparative feedback on distance learning
since they experienced both the physical and digital environments throughout the semester due to
COVID-19 pandemic.

Determination of the Encouragement of students to
research problem | choose a BPS topic and design LSs
[application of modular instruction ; [As group projects through the entire
to an undergraduate course] semester]

Weekly feedback on LSs in the

form of interactive discussions
[A total of 45 students in 8
groups]

Selection of the model
[Learning Station (LS) model

by ITU CEE]
Selection of the course Qualitative data collection
[Building Production Systems (BPS) [m'ronymous personal reflections of
3 ECTS-cre theoreti 1 semeste students on their learning
course Department of Architecture at ITU] experience]
Adaptation of the LS concept to Content analysis and evaluation of
course content the findings
[introduction of the LS model to [Nvivo Qualitative Data Analysis
students] Software]

Figure 1. Research method.

Learning Station Model

As an innovative learning management model ITU CEE, LS concept promises a significant potential
to improve university-industry collaboration, generate income in the form of sponsorship and other
means, and support high-quality education in collaboration with alumni members through experiential
learning in real-life settings and problem-solving environments, apart from building communities of
learning that intertwine with the higher education system on the basis of lifelong learning. Conceptual
foundation of the model is grounded on the integrated use of human resources and learning analytics
combined with a lifelong learning perspective, project-based learning as an active learning
methodology, and a portfolio management system to ensure the sustainability of project-based
learning outcomes.

Any member of the ITU community including students, academics and graduates can volunteer to
design a LS. The LS designers do not need to take an instructor role; rather, they are more like project
managers, or ‘learning experience designers’ from the perspective of ITU CEE. Figure 2 illustrates a
typical LS matrix where the left column includes expected learning outcomes and the associated
content (i.e., methods, tools and techniques), while columns to the right visualize various content
delivery alternatives. Using the revised Bloom taxonomy, designers are free to add any number of
content delivery modes and learning materials to their LSs according to the learning outcomes they

specify.
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Modular structure of LS allows designers to combine and benefit from the advantages of both
physical and digital content delivery options, and open the selected modules of the LSs to a larger
audience (e.g., broadcasting the web seminar of a guest speaker on YouTube).

Participants of the LSs gain various skills in AL environments, where learning-by-doing is a priority.
LSs can take place in physical, digital, or hybrid environments according to their designs. LSs can
function within or outside the university (e.g., in the traditional classrooms, at the workplaces of
graduates and sponsors, or any other place as specified by their designers). In the digital LSs, for
example, designers can use the breakout rooms of the Zoom or similar platforms to conduct hands-on
exercises.*®

Unless a specific segment of the ITU community is targeted (e.g., PhD students with similar
keywords from different departments), LSs are open to all members of the ecosystem, who meet the
terms of application as specified by designers. LSs blend young students with alumni members based
on shared interests to create synergetic learning environments, where fresh and innovative ideas meet
industry experience. ITU CEE supports LS designers to find sponsors for the learning activities,
following the completion of station designs which usually take a few weeks. ITU CEE announces LSs
on the website® to receive applications. Since LSs have sponsors, learning activities have no cost for
participants.

READING VIDEO CASE GUEST SITE SOFTW. PRACTICAL ASSESS.
EXAMPLE SPEAKER wISIT EXERCISE

LEARNING OUTCOMES s ] & (] o A
Learning outcome 1

Content 1 v v v v v’

Content n v v’

Learning outcome 2

Content 1 v v

Content n v

Learning outcome 3
Content 1 v v v
Content n v v v

Figure 2. Structure of a learning station.

RESULTS
The findings of the study are addressed in two parts. The first part concerns the proposed LSs and
their assessments, whereas the second part presents the content analysis based on the qualitative data.

Proposed Learning Stations

Based on the research, analyses, inquiries, discussions, information exchange, internal and external
stakeholder/sponsor seeking and interaction, observations and explores they performed throughout the
entire semester, a total of 8 groups completed their LSs on the following topics: waste materials, post-
earthquake fabric shelters, puddled clay, smart buildings, opaque facade, parametric design, additive
manufacturing and seismic isolation. The instructors provided the theoretical background of the
subjects sticking to the schedule of the course, along with the discussions over the LS designs. Within
the course context, there were expected to use input-process-output approach to analyse their systems.
In regard to team work and cooperation, they were requested to describe each one’s roles and
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responsibilities in completing the tasks for the LS design, through a responsibility matrix (RACI-
responsible, accountable, consult, and inform).*

Determined criteria for assessing team performance include: problem statement/background
information, input-process-output analysis, research effort, clarity, originality, identification of
stakeholders/sponsors (internal stakeholders within 1TU), external stakeholders (firms, NGOs,
individuals, etc), use of bloom taxonomy, program detailing, number of diversity of
resources/references, language, overall presentation quality, applicability and responsibility matrix
(RACI).

Figure 3 shows the learning outcomes and their delivery modes of an LS for the topic of post-
earthquake fabric shelters. The students of this group gathered all the materials regarding to their LS
and shared them through an online platform. Further details can be found at their website.*
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Figure 3. Post- earthquake fabric shelters LS.

Content Analysis

Qualitative analysis of the anonymous personal reflections of students on their learning experience
shows that student satisfaction from learning significantly increased by the use of the LS concept.
Based on the qualitative data by 28 respondents of 45 students (with 62% participation rate), Table 1
presents the results of the content analysis.

Results show that involvement of different learning methods; tackling real life problems/taking
initiatives and contacting with external stakeholders; improvement in own learning skills and
experience of and gain from team work have the highest frequencies. Qualitative evidence shows that
the students had excitement of breaking with tradition compared to other theoretical courses.
Motivation and pleasure of creating “something”, and active participation and interaction during the
process should be noted as remarkable facts as they point to the potential of enabling AL for
especially theoretical courses. Focusing on PBL improved students’ versatile thinking abilities at
different scales and levels as well as the integration of theory and practice.

Along with the benefits of systematic approach for handling a problem, exploring learning and
teaching at the same time had a great influence on the learning experience. The participants also
underlined the positive impacts of group working through the practice in project management;
knowledge sharing and improvement in social skills.
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Feedback f
Involvement of different learning methods 18
Preparation for tackling real life problems/taking initiatives 16
(Making contact with external stakeholders)

Improvement in own learning skills 14
Experience of and gain from group working 13
Excitement of breaking with tradition (compared to other courses) 11
Motivation, satisfaction and joyful of creating “something” 11
Active participation and interaction during the process 11
Versatile thinking ability (multi-directional thinking ability) - at different scales/levels 11
Practice in management skills (planning, organising, leading, controlling) 10
Instructiveness of systematic approach 10
Integration of theory and practice 9
Exploring learning and teaching together 9
Knowledge sharing 8
Improvement in social skills 4

Table 1. Content Analysis Results

The content analysis also allowed us to observe the impacts of the digital environment on student
learning due to COVID-19 pandemic. 10 students pointed out positive aspects whereas 2 students

complained about the negative impacts of distance learning.

Figure 4 represents the keyword frequency of the qualitative data through a word cloud diagram

created by NVivo Qualitative Data Analysis software.
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Figure 4. Word frequency analysis.
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CONCLUSION

The increasing attention to more learner-centred environments in HE, is pushing the HEIs towards
rapid changes. The academics and students can benefit from the potentials of AL to improve the
quality of learning and learning environments for handling this change and implementing lifelong
learning strategies. The adoption of the LS concept by ITU CEE in the study where we aimed to
understand how active learning environments in undergraduate education affect learner satisfaction,
enabled the transformation of a theoretical course. The LS model can achieve to transfer the
ownership of learning to learners and to incorporate any appropriate stakeholder through its flexible
and extendable structure.

The results suggest that active learning strategies are useful to prepare students for professional life.
As a team project, the design of an LS requires both leadership and project management skills for all
of the participants. PBL helps students gain self-confidence -to use their voices and express
themselves. Multi-directional information exchange improves learning performance.

Even though the evidence provided in this study represent a small fraction, findings may receive the
attention for scholars who aim to encourage active learning approaches in undergraduate education.
The dissemination and application of the LS model for different courses from different disciplines as
well as its integration with different AL approaches, and data from a greater number of cases can
provide further observations about the performance of LSs.
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INTRODUCTION

Landscape Architecture is a relatively young profession, and its pedagogy has evolved with time to
keep up with technological advancements. Like Architecture and most design disciplines, Landscape
Architecture is a project-based discipline with a focus on design process. It is based on experiential
learning through field trips and site visits and is at the intersection of multiple disciplines while being
site and context specific (location, culture, history, ecology, geomorphology, perception, seasonality,
etc.). Today, teaching in Landscape Architecture mandates every school to graduate students with the
required skills, knowledge, and values to form competent professionals. With COVID-19, the world
confronted an unprecedented pandemic that affected the entire planet; more specifically, the education
field had to continue delivering courses and classes remotely to make sure students could continue or
finish their degrees. Being a site-centric program, Landscape Architecture faces new challenges when
confronted to moving online. COVID-19 showed that traditional teaching methods lacked flexibility
and needed to adapt to the fast-evolving digital world. This article reviews how an undergraduate
landscape architecture program has addressed issues around remote teaching for its studios, theory,
and practical courses with a direction to the future. We emphasize the difference between Emergency
Remote Teaching (ERT) and Online Teaching (OT). ERT has been applied in courses that were
originally not designed to be taught online. In this paper, we report on how we managed the transition
from Face-to-Face (F2F) to ERT. We analyze the challenges and opportunities that arose in the
process and discuss their potential influence on shaping the future of our teaching Landscape
Architecture programs. The results presented in the paper are based on one semester (semester 1,
February to June 2020) that was characterized by a New Zealand wide COVID-19 lockdown, which
forced all universities to discontinue F2F teaching. However, this is just the beginning of a reflective
process. The aim of this article is to bring forward the discussion about whether there is an
opportunity for design disciplines to evolve in a new pedagogical direction where blended teaching
methods can promote more effective teaching.
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A BRIEF REVIEW OF THE LITERATURE

In this article, we will focus on the definitions, similarities, and differences between Emergency
Remote Teaching (ERT), Online Teaching (OT), and Blended Learning (BL). The literature clearly
defines them as three different approaches to teaching where OT needs careful planning, ERT is
teaching online temporarily while following the same plan as F2F teaching, and BL is a hybrid form
of teaching that mixes between physical and online interactions. In the field of Education, clear
definitions have been set forward to explain the difference between OT and ERT. Charles Hodges and
co-authors define these terms as follows,

“Online education results from careful instructional design and planning, using a systematic model for
design and development. The design process and the careful consideration of different design
decisions have an impact on the quality of the instruction.””

“Emergency remote teaching (ERT) is a temporary shift of instructional delivery to an alternate
delivery mode due to crisis circumstances. It involves the use of fully remote teaching solutions for
instruction or education that would otherwise be delivered face-to-face or as blended or hybrid
courses and that will return to that format once the crisis or emergency has abated.”?

In their book Is K-12 Blended Learning Disruptive? An Introduction to the theory of hybrids, Clayton
Christensen and co-authors state that, “blended learning is emerging as a hybrid innovation that is a
sustaining innovation relative to the traditional classroom. This hybrid form is an attempt to deliver
“the best of both worlds”—that is, the advantages of online learning combined with all the benefits of
the traditional classroom.”® Blended learning, thus allows institutions to utilise advantages of online
learning without interrupting the course structure and the faculty role.*®

LANDSCAPE ARCHITECTURE TEACHING

Landscape Architecture is situated at the intersection of science and art with courses that focus on
ecology, engineering, and plants, on one hand, and history, arts, and design on the other. Following
the design culture, studio space is where most of the teaching happens, and it is where students learn
to combine their acquired knowledge to come up with landscape designs that meet the client’s brief.
Digital tools have strong application in the practice of landscape architecture, though this can be
strongly weighted to the production of outputs that effectively communicate a completed design.
Studio practice continues to be strongly tactile in development and emphasizes practices of hand
drawing in both sketching spatial concepts and developing effective masterplans®. In addition,
Landscape Architecture is a site-centric program where some of the teaching takes place while in the
landscape. Plant identification, project building, site visit/evaluation, and landscape assessment are
some of the key activities that take place outdoors. Overall, an accredited program in Landscape
Architecture combines theory, practical and studio courses. Each course is designed to not only be a
comprehensive and self-standing course, but also to feed into other courses to meet the requirements
of the profession.

In 1878, Lincoln University started as an agriculture college and has grown into an internationally
recognized university comprising three faculties: Agriculture Sciences, Commerce, and Environment,
Society and Design. Located in a rural setting, it is only around twenty kilometers southwest of the
city of Christchurch. This unique location allows for a diversity of projects ranging from the urban
setting to the rural setting with a diverse set of environments to work on.

At the School of Landscape Architecture (SoLA) in Lincoln University, the program consists of one
introductory year, and three professional years — a total of four years. In each year, the courses are
designed to help the students acquire new competencies while building on previously gained
knowledge (Figure 1).
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Before the pandemic, one course (a third-year course: Urban Design) had started experimenting with
blended learning formats. Traditionally, urban design theory has been taught through lectures. The
problem with this teaching format is that there is often only limited time left to do other activities, for
example workshops or group discussions. However, research shows that such interactive and
collaborative teaching formats promote so-called “deep learning” which is vital for understanding
complex concepts’. In response, the examiner produced high-quality online content (including urban
design short films) which helped free up lecture time, which could then be used for innovative
learning formats such as LEGO workshops. These workshops follow a collaborative learning
approach where students can apply design principles they have learned through online content (Figure
2).

All other SoLA courses were taught using predominantly ‘traditional’ F2F methods where teachers
used a physical space like a classroom or studio for all student-teacher interactions. A common
practice used at SOLA was the recording of the lectures to cater for the large number of international
students whose first language was not English. In addition, the four years include many site visits and
trips all over the country, some of which required an overnight stay to immerse the students in the
landscape experience.
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Figure 1. Overview of the accredited undergraduate Landscape Architecture program
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Figure 2. Lego urban design workshop (2019). Photo: A Wesener

The teaching staff consists of eleven members, three part-time and eight full-time, with two
Professors, one Associate professor, two senior lecturers, four lecturers, and two senior tutors.

LOCKDOWN AND MOVING TO EMERGENCY REMOTE TEACHING (ERT)

1. Lockdown and Choosing to Move to ERT

The year 2020 started with announcements from the World Health Organization (WHO) about a fast-
spreading virus®, and soon after, the whole world went into lockdown. On Monday 23" March 2020,
New Zealand Government announced a country-wide lockdown to be begin on Wednesday 25"
March®. Like the rest of the world, no one was prepared, and most importantly, no one knew how to
transition to online teaching. Early in the process, there was no clear platform that could be used, and
the top two candidates were ZOOM and MS Teams. Working closely with the IT department at
Lincoln University, it quickly became clear that MS Teams will be the best software to use to
communicate and teach classes online.

As a department, all staff worked closely to maintain a consistent and coherent way to teach online. It
was clear that ERT was the optimal choice instead of OT as there was not enough time to plan and
prepare for a new way of teaching.

2. Teaching Practical, Studio, and Theoretical Courses under ERT

Three methods were used for ERT that are similar to the online education pedagogy presented by
Barbara Means and co-authors. These methods are: “expository” (communication through video/audio
or text); “interactive” (group working amongst peers), and “self-learning or independent practices”.*
After multiple online meetings, all staff familiarized themselves with MS Teams and agreed to use it
in similar ways across all courses to maintain consistency. Teaching resumed and classes were taught

as they were initially planned, except they were online. Staff met regularly to share knowledge and
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update each other, but quickly it became clear that some courses were working better than others.
Everyone kept track of the challenges and opportunities that arose over the course of the semester and
semi-structured online video-sessions were conducted and recorded™. ERT was a challenge mainly
for digital and practical courses as they either were in the process of building a project on site or
preparing for a week-long trip to fulfill the requirements of the program.

The ‘Applied Landscape Practice’ course relies heavily on being able to have students out on a site,
implementing a landscape plan. When the course switched to ERT the students had completed only
one assessment, a set of detailed design documentation, and the practical elements were planned to be
carried out several weeks after the move to ERT occurred. Instead, this practical component and
assessment was modified to become four, weekly tests that used material created specifically for the
course. The course included DIY, or ‘Do It Yourself,” videos from local suppliers, staff recorded
videos of implementation techniques, methods of implementation, safety considerations, and a
glossary. Therefore, practical exercises such as bridge building and testing were scaled down and
modified so students could develop their own ‘at-home’ experiments for reporting.

A field tour to Queenstown, about 6 hours’ drive south of Lincoln University, was cancelled because
of the lockdown. An alternative field tour was required, one which students could do from their
homes, wherever they were in the country. The DIY field tour required students to locate sites for
study near where they live, which encouraged them to realize that designed landscapes are
everywhere — streets, playgrounds, car parks — not just in special locations like Queenstown. Through
sketching and analysis, the students critiqued the sites, working independently with the online
guidance of the field tour leader. The students uploaded their drawings and commentary, revealing
fresh and informed critical appreciation for the ‘ordinary’ landscapes in which they live.

Closure of computer labs during ERT created challenges for teaching software applications, as
computers that were specifically set up for teaching were not physically available. This meant that
students had to try to meet the specific licensing and resource requirements of the software on their
personal computers. Computer labs were set up to allow students to log in remotely but working on
these was considerably slower and not all software could be used remotely.

For studio courses, on one hand, they faced some obstacles due to the lack of interaction between
students and staff. The experience of teaching designs studio projects during lockdown forced a rapid
change to this understanding of the design process as online critique created several barriers to the
role of sketching in design development and critique processes and its place in studio-based design
courses. A significant challenge was identifying suitable techniques to model drawing and sketching
in the design process. Ideation techniques that use trace paper in quick hand sketching proved most
problematic to both demonstrate and also encourage students to adopt. Hand rendered work (project
working drawings, site sketches and details had to be digitized using readily available downloadable
apps. Subsequent issues with accuracy, clarity and scale meant review methods had to be adapted. On
another hand, studio feedback sessions, conducted synchronously or asynchronously, turned out to
work well for students and staff. Screen sharing of tablet platforms proved most adept at this, so while
staff could use these techniques, many students did not have access or sufficient expertise in these
tools for this to be effective. Some asked students to collate drawings in a single document, and they
would control the viewing of the document, so they could move to specific sketches or parts of a
masterplan and ask the student to discuss what was being developed. This method also enabled
students and staff to interact asynchronously and at times that suited both parties. For example,
students would post work up online and request a critique, and staff would provide feedback
annotations on the collated works when they were available. Online presentations were also more
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accessible to the wider public and many people could attend no matter where they were in the country
and were particularly useful for more advanced classes.

Theoretical courses were the least affected by the online world in terms of delivering the content, they
were taught either synchronously or asynchronously. The first allowed for guest lecturers to interact
with students and for live question and answers sessions; the second offered students the ease to listen
to the content at their own time and the allocated class time was dedicated for special topic tutorials
with the students. Even with allocated time for direct contact, theoretical courses lacked in teacher-
student interaction as students did not feel comfortable opening their cameras and microphones to ask
questions or interact with the teacher. Another technique used for teaching lecture-based courses was
the use of online chatrooms. Allocated times for live chat were set in advance, with the course lecturer
online for the duration of the session. Students found these open sessions with direct access to the
course examiner helpful for quick questions and short discussions. Chat threads were then saved for
students who did not attend the session.

Providing online ‘office hours’ was also a useful approach to maintaining and strengthening the
student/teacher relationship. Providing time one-on-one, or small group video calls, students could
talk directly to the course examiner.

3. Barriers and Enablers of ERT

For the purpose of this article, the attention is on the staff’s experience with ERT and not the students
since it was not an opportune time for ethical approval. The data was collected over the course of
recorded online meetings. Staff members were asked a series of questions about their experience
using ERT and the different lessons learned. As mentioned in the previous section, ERT was a
challenging approach to teaching in Landscape Architecture. This new method of teaching took an
emotional and psychological toll on students and staff. Also, many students did not have basic time
management skills, and keeping track of classes and assignments was a challenging task that many
students struggled with.

Not only did the teaching staff have to teach using unfamiliar ways, but they also needed to learn how
to use and master new software programs that they did not necessarily know before. Also, all teachers
needed to find appropriate places in their households to be able to comfortably teach while having
family members in similar situations, and children requiring online education support. In addition to
all these issues, all staff were tending to students needs and worries by extending class times or
contact hours which led to longer working hours.

By the end of lockdown, it was clear that ERT acted as a barrier to the traditional ways of teaching
Landscape Architecture, but it also presented some opportunities that have the potential to be part of a
new way of looking at landscape education. As a department, it was clearly an opportune time to start
a discussion around blended learning approaches and how they can be beneficial for the discipline.

CONCLUSION - LESSONS LEARNED: LOOKING AT THE FUTURE OF LANDSCAPE
EDUCATION

According to Clayton Whittle and co-authors, the Emergency Remote Teaching Environment (ERTE)
Framework is “a conceptual framework through which teachers can plan and researchers can
conceptualize learning in these emergent environments.” ** To evaluate the efficacy of the ERT
experience, the Framework identifies “three [nonlinear and iterative] steps: inquiry, classifying
available resources into constants and variables and designing educational experiences”®,

In the case of SoLA, the framework helped in identifying courses that can potentially incorporate BL
techniques. A total of eleven courses were selected and they all range from 1st year to 4th year
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courses. These courses are currently testing BL techniques, and none of them are fully online courses,
but all have the potential for both online and F2F teaching (Figure 3).
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Figure 3. Courses using Blended Learning (B) Techniques

In the report The Rise of K-12 Blended learning, Horn and Skater describe six models for blended
learning that are established in the learning experience of students which include physical space,
teaching method, teacher role and curriculum planning'®. We, however, present a reflection centred
around the values that staff members have for transitioning to BL for their courses, which include
widening access to material and instruction; supporting students with varied needs; improving student
involvement by expediting small group and one-to-one teacher/tutor led instruction and adding variety
to instruction to support learning of complex concepts.

Since the end of lockdown in New Zealand (July 2020), the department has been experimenting with
different hybrid techniques: recorded lectures (synchronous or asynchronous), feedback sessions for
studios and tutorials, project presentations, and assessments. Software tutorials were all pre-recorded
and made available online, which meant students could follow along at their own pace. Students
appreciated this aspect, and as a result this is something that has been implemented in our courses
after ERT and as part of new BL methods. Next steps will include further evaluation of these methods
and to measure students’ satisfaction.
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INTRODUCTION

The past twelve months have seen educational institutions around the world, from Early Years (EY)!
all the way through Higher Education (HE)?, striving to respond to the challenges imposed by the
COVID-19 pandemic in order to attend to the educational needs of children and young people.
Educators have found themselves working in uncharted territories while getting accustomed to a
number of changes pertaining to institutional practices and personal experiences. This paper was born
out of our interest in sharing our experiences, the challenges we have been and still are encountering
as well as our small victories while trying to adapt to a novel understanding of HE. Within this
context, practices of online learning, remote teaching and virtual meetings have started to dominate
the day-to-day HE experiences as well as our own casual conversations. It is through these
conversations that we realised how our experiences as two young female academics working in
different fields, that is education and architecture, started to overlap. Aiming to bring together theories
and practices in an interdisciplinary approach® that mirrors our current mode of working, we co-
designed and co-authored an experimental dialogue between ourselves, and by extension between the
two fields.

Our dialogue reflects an appreciation towards interviewing as a social practice and as a process that
enables the social production of knowledge®. This dialogue has also been an exercise in reflexivity,
which goes beyond reflection and allows for conceptualisations and transformative practices within
the classroom®. We wished to create a collegial and supportive space which would enable us to
explore the process of digital writing as a “collaborative, live interaction -one in which users often co-
create digital artefacts in real time- that is rare in traditional writing”® . A shared document with four
guestions was created which we started populating with responses, reactions, notes, comments, jokes
in a rather organic way between June 2020-March 2021. The document (see Figure 1) soon
transformed into a dialogue both responsive and reactionary which accumulated different layers of our
sharing and thinking process.
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Figure 1. Visual record of our page(s) as generative site(s) of negotiation.”

Each week we revisited each other’s answers, we edited our own and followed up with a ‘live’ video
session that extended beyond our written dialogue. The dialogue which we present here does not
intend to conclude, but to further disturb the blended dialectic process while also locating
commonalities shared by our otherwise diverse day-to-day professional practices and personal
experiences in HE.

In what follows we are presenting our discussion focusing on four areas: a) the limitations of concepts
such as ‘remote’ and/or ‘online teaching and learning’ and an argument for ‘digital education’, b) our
shared understanding of what we call ‘digital educational space’, ¢) the importance and nature of
student engagement within the digital educational space, and d) the affordances of this new reality
that may inform our next steps. We have also included the questions we used in our guide to help the
reader navigate our discussion. We chose to not identify the person who is speaking every time
(although often this is obvious) as we would like to invite the reader to draw on our experiences and
reflect on their own irrespective of their field of practice.

TEACHING AND LEARNING WITHIN THE DIGITAL EDUCATIONAL SPACE

There is a lot of talk about emergency remote teaching and online learning. How do
you feel about this?

It is important to take time and reflect on the terms we have been using for teaching and learning the
past year, starting from the use of ‘remote’ and ‘online’. T think both the distance from the institution
as the physical teaching location, and the lack of the face-to-face traditional teaching we facilitate in
academia, should be considered.

To start with, I suggest we replace the word ‘online’ with ‘digital’. The latter appears to be more
inclusive, by encompassing the non-physical we have been deprived of during such times. In
architectural education, we often speak about digital or physical models to refer to complementary,
yet distinct forms of generating ideas and interpreting our built environment. Similarly, ‘digital’ in
this context could refer to this new educational realm characterised by a lack of a physical location,
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face-to-face interaction, making etc., while addressing both online and offline educational activities.
While ‘online’ tends towards an implication of synchronicity, ‘digital’ could incorporate both
synchronous and asynchronous modes of education.

The conversation around ‘digital’, ‘remote’, ‘online’ is for me as important as the conversation around
the concepts of ‘teaching’, ‘learning’, ‘education’. I have noticed lately that we are talking a lot about
‘teaching’ and ‘learning’, which in my mind emphasises the process and the technicalities. However, |
would argue that we need to backtrack here and consider the wider picture, which would also involve
a discussion around the aims of education®. My suggestion would be to approach education
holistically and consider the implications of our decisions to use online platforms not merely in terms
of the technicalities (e.g. which platform is the best one?) but in conjunction with the other aspects of
the educational process (e.g. What is education for? What are the moral values that underpin the
educational process?). So, for example, | would personally ask myself: How can | make sure that |
still have meaningful discussions with my students around educational inequalities using online
platforms while cultivating critical thinking? How can the virtual classroom provide opportunities for
debates, for students to ask questions and have in-built thinking time?

This makes me reflect on two things; firstly, in architecture, technological affordances and digital
literacy (including design/making software) constitute a significant part of the learning experience we
encourage on campus. This is, however, the first time we scrutinise technologies and discuss digital
literacy as part of our educational practice off campus. Personally, I am intrigued by what
technologies could offer in this educational spectrum. Could technologies enable us to teach better?
Secondly, a holistic approach to education could successfully address issues around the teacher-
student relationship. During this abrupt, unprepared transition from the physical to the digital
experience, the ‘distance’ between teachers and students is amplified. It is this emerging distance that
we -educators- should be more wary of; this separation precipitated by disconnections,
misconnections, and slow connections that disrupt the ‘signal’ of our educational network. This
emerging practice of digital education calls for a shift in our role. As Veletsianos suggests, if
educators wish to better understand and enhance online learning, they must examine it through the
point of view of student experience®. The association between educators and students, both actors of a
shared network, is what | argue we should systematically fuel if we wish to sustain the educational
network in an active, reciprocal and compassionate state.

Minor conclusion 1

Our debate on the different understandings of the concepts we are currently using to discuss our
experiences leads us to argue for ‘Digital Education’. We believe this conceptualises the current
reality in a more inclusive and less elusive way. We wish to shift our focus from current debates on
online/remote/digital learning and teaching into explorations of Digital Education as a spectrum,
including teaching/learning practices, online/offline and their in-between hybrid stages, alongside the
space they create (the space of education), the encompassing purposes, aims, moral underpinnings and
guidings principles.

Within this digital education context, how have your teaching/working arrangements
changed over the last year?

My initial arrangements for delivery were defined by a reactionary attempt to sustain the dialogue
with students while keeping up with academic deadlines and curriculum requirements. Lectures were
delivered in a synchronous mode and so were, 1-2-1 tutorials; a rather literal translation from face-to-
face to screen-to-screen teaching. As the confidence in our deployed tools grew, we became more
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experimental: lectures were pre-recorded with additional notes and reflective tasks to increase levels
of accessibility and engagement, and new methods of designing through collaborative improvisation
as a way to sustain interaction among the year group and the keep the spirit of our studio community
alive were explored. Overall, working arrangements included longer hours of preparation and contact
with students, faculty and teaching staff. Timetabling my ‘digital’ presence and availability is a lesson
I have learnt, and I will apply in my future practice. I admit | now appreciate the affordances of our
informal encounters on campus more.

Besides time, the other important change I would like to point out is in regard to ‘space’. Within the
traditional classroom environment our students are prompted to contribute to discussions, reflect on
previous experiences, work collaboratively, participate in debates, and be creative. Our modules are
very discursive. There’s a lot of sharing and exchanging of ideas that takes place within a seminar, for
example. Cultivating this kind of exchange within the online classroom has been one of the challenges
that | have been trying to overcome this past year. This discursive element of our teaching is
essentially linked to the way that | understand education, its aims and its purposes, and ultimately to
my ambition to empower young people to develop a critical approach. | suppose my question here is
how do we operationalise the online space towards this direction?

Digital interaction, either synchronous or asynchronous, takes place more than ever on a day-to-day
basis and on a variety of platforms (twitter, instagram, facebook, gaming environments etc.). As a
community, we are more digitally literate and connected than ever; slightly overconnected- if |1 may
say. The inadequacy you identify, in my opinion, lies on the platforms that enable connections in this
digital realm, as they have not been designed for educational purposes. As a result, however creative
and eager to learn we may be, we do face obstacles in appropriating them. For example, our ability to
‘read the room’ in this digital educational space has been constrained. The only way | see around this,
is for educators to become co-designers of the digital platforms required to facilitate this emerging
space of digital education. A space where students are not taught what to learn but how to learn.

Minor conclusion 2

We therefore argue that the rapid move to what we call digital education has led to a
recontextualisation and reconceptualisation of the ‘educational space’. Digital educational space in
our case pertains to issues of time, physical space, and relations. There is an imbalance in the
dynamics of the educational space. Time becomes fluid and the physical space of the classroom is
being redefined. Relations are also reconfigured. Educational space is not only about the materials but
is also and most importantly about relations between people which are being recrafted. We are
missing the immediacy of reactions either verbal or bodily/corporeal or the ability to read the room.

The relations between people in the digital educational space that we have identified
have a knock-on effect on student engagement. How have you dealt with issues or
concerns around student engagement?

This is an important point, and again, for me, here words are important. The question is what counts
as ‘engagement’ in this context? One easy way to define this has been to consider as ‘engaged’
students that have been accessing the online platform. However, this is not necessarily an accurate
representation of their engagement. Logging in does not necessarily imply engagement with materials.
So, for me it would be important to distinguish between ‘access’, ‘attendance’, and ‘engagement’. It
seems like there are a lot of assumptions around engagement that would need to be unpacked.

You have touched the heart of the problem. We should re-define student engagement in the space of
digital education. For instance, in studio pedagogy, social dynamics are a key factor that determines
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the quality and effectiveness of our practice. Both teaching and learning revolve around a shared
space where hands-on group, peer and one-to-one learning take place. When in the studio, student
engagement is defined by multiple degrees of interactivity, formal and informal encounters, all
contributing to the development of student projects. This engagement with materials, people, space
develops organically into a culture that mirrors what seniors, academics and design practices do.
Moreover, it guarantees shared instead of parallel learning paths and cultivates collective intelligence.
For me therefore, the interest here lies in how we can cultivate studio pedagogy in digital education.
How can we guarantee a digital studio where learning and teaching remain accessible to everyone?
How can we engineer moments of interaction or collaboration to enhance social dynamics?

Minor conclusion 3

Defining and cultivating student engagement within the digital educational space is a crucial matter.
As educators our interest lies in creating an educational space where students would not only be
passive recipients of knowledge but would be actively participating in the production of knowledge.
Teaching in a physical classroom or a studio enables us to create the conditions of a shared learning
practice where students and educators collaborate and participate in a mutual exchange of ideas. The
guestion is: How can we create such conditions within the digital educational space?

Moving forward, are there any lessons learnt that we can take with us?

I think that we are currently experiencing a substantial change in the traditional way of teaching and
learning on a scale that we have not experienced before. The HE sector is being re-defined and
reconfigured globally. As educators we are actively engaged in the process of redesigning our own
practice, our institutions and, if you think about it, the whole sector. So, | think this is a very
important moment of empowerment that is important to be mentioned and to be acknowledged here
which prompts us to revisit crystallised practices and understandings of HE. At the same time, |
believe this context fosters opportunities for interdisciplinary discussions. I think there’s a lot of
learning that can happen by talking to colleagues from other disciplines and other institutions as we
are trying to figure out our own position and reshape our practice within this uncharted territory of the
digital educational space. This e-dialogue, for example, has provided us with the space to push all
small-scale discussions we are building up into shaping a large-scale application of the many creative,
innovative or simply revisited ideas that are out there as we write.

Within this context, rethinking the lived experiences of the curriculum is crucial. For instance,
architecture students have the culture of going on field trips as a way to learn from experiencing
architecture in the cultural, historical and social context it is situated in. Such opportunities
undoubtedly enrich and extend on-campus teaching. | am an advocate of the culture of travelling with
students for educational reasons, as in our discipline, the city is perceived as an extension of the studio
space; the concept of city as classroom, while this shared experience outside university premises
strengthens the bonds between students and staff. Virtual field trips have been implicated by
universities as the alternative, however | am interested in exploring new ways to address the lived
experience by looking into a more ’local’ approach. In many cases and for a long time the ‘local’ has
been overlooked at the expense of the search for the ‘exotic’ other, so this might be a good time to
prioritise the local ‘other’ as a way to extrapolate and communicate new qualities of the ‘sites’ we
already inhabit.
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Minor conclusion 4

While HE as a sector has been frequently described as an uncharted territory with bleak colours, we
wish to consider the possibilities for empowerment that are offered within this territory. Developing
interdisciplinary discussions that can help us reflect on our practices, revisit and reshape well-
established understandings and approaches are ways that can support us as we are grappling with the
different aspects of the digital educational space. Similarly, rethinking ways to reconnect with the
local communities while still operating within a global framework may become one of the vehicles of
innovation and change.

CONCLUSION

This work has been based on the premise of writing as ‘unavoidably a material, technological, social
practice that ‘does things’ between people™. This reflective collaborative writing exercise has created
a liminal space of ambiguity and re-negotiation, which further facilitated a process of exchange while
constructing our present and future approaches in terms of teaching and learning. It is this element of
interaction, the intertextuality that incorporates our voices that turns the digital page into a dynamic
and generative site for negotiation between our disciplines and us allowing for an interdisciplinary
reconceptualization of HE. Predicated on fluidity and adaptability rather than constancy and
conformity™*, our interactive text can be seen as a mirror of the modus operandi of our past year in our
practice of digital education.

Sharing our experiences of teaching and learning online, the effects of this online approach on
practices and relations, as well as on our own understanding of ourselves as educators within HE,
enabled us to conceptualise and articulate how ‘digital education’ better represents our current
experiences; not only because of the affordances of the word digital (as opposed to ‘remote’ or
‘online’) but most importantly because of the central position that is given to the concept of
‘education’. We have argued for an understanding of ‘digital education’ as a spectrum which
incorporates practices, spaces, aims, moral underpinnings and guiding principles. We have tried to
conceptualise the digital educational space as a field where the traditional configurations of time,
space, relations and student engagement are being redefined. This digital educational space offers
opportunities for interdisciplinary discussion and novel ways of working (e.g. connecting with the
local communities) which may not have been at the heart of our previous approaches. Such innovative
collaborative activities may become a valuable source of inspiration that can support us in our aim to
educate our students so that they become citizens that would contribute actively within a global social
context.
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INTRODUCTION

How to engage students online? What technology will help? These are essential questions.
Engagement is critical to learning, and the online environment poses challenges that on-campus
courses do not. Engagement is obviously easier and more intuitive when face-to-face. Personal
presence, eye contact, body language, and physical proximity are means of fostering connections and
communication. On the other hand, online classes are physically remote, and visual cues are limited,
or impossible when cameras are off. Other key drivers of engagement, such as curiosity,
attention/focus, and social interaction among peers are also challenging in remote learning
environments.

In-person studio instruction is based on long, intense face-to-face interactions with faculty and peers.
As a pedagogical system, in-person studio-based education works well. In fact, non-studio curricula
are transforming to be more like studios (project-based learning, flipped classrooms) and moving
away from their own traditional pedagogy (“sage-on-the-stage”, lectures in class and homework at
home). This is a testament to the studio’s success as a means of in-person engagement.

However, the pandemic brought a swift end to such classes, so methods to engage students must adapt
to meet the virtual learning environment. Universities were not equally prepared to make this change.
Some architectural colleges were successful in making the emergency switch in Spring 2020, and
those with pre-pandemic online programs were advantaged as they could build on existing expertise
to manage the transition.

The dynamics of online education may sound familiar. In remote learning environments student focus
wanders due to abundant distractions. As a result, students may feel lost and/or uninterested in the
course material. There is less time spent discussing course material with peers, and there is less time
spent with peers, period. The inherent social isolation makes learning difficult. As interest drops,
students may want to complete only the required course work for the sake of finishing, and student
motivation becomes extrinsic, with concern for grades paramount. When this happens, student
engagement withers. As a result, faculty may become demoralized, negatively impacting their attitude
towards the course, students, and administration. In response, faculty are eager to try something new,
yet feel overwhelmed by the abundance of technologies and app choices, and may end up choosing
hastily and unconsciously in a quest to engage students. Some may find apps that improve interaction,
yet don’t improve learning outcomes. A poor choice in technology has the potential to do the wrong
things well.
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Being among those who developed an online program from the ground up eleven years ago, | offer
lessons (hopefully valuable) from the unique perspective of creating courses during a time with
relatively few technological options. Today, there are more technologies available, and searching for
the “right” one has become an obsession and misses the forest for the trees. The primary objective of
technology must be 1) skill development, whether that be critical thinking skills or design process,
and 2) engagement. You cannot have one without the other. By recognizing that technology is a
supporting actor, classes can become more engaging by using non-technical techniques, crafting the
course structure, creating varied activities to inspire curiosity, and then finally, choosing technology
wisely to improve course outcomes.

NON-TECHNICAL TECHNIQUES FOR ENGAGEMENT

Having started teaching online at about the same time the first iPad was released, the most popular
phone was the 3G S iPhone, and Foursquare was not yet forgotten, | had the opportunity to improve
learning outcomes without recourse to today’s abundant technology®. | consider this as an opportunity
because class engagement needed to be provided without the tech, which can be overwhelming and
confusing. Instead, the tools available were: improving pedagogical frameworks, course organization,
collaboration, and student interaction. To this day these remain the primary tools of engagement.
Technological solutions are important, and more are still needed, but these should remain in a
supportive role.

Isolation is detrimental to learning. In the past, drop-out rates for online courses were shown to range
from twenty to fifty percent and are about ten to fifty percent higher than face-to-face courses?.
Interaction between classmates and the professor are shown to be highly determinant factors of
satisfaction and engagement®. But, it can easily become lonely as students encounter obstacles that
would otherwise resolve with the comradery usually provided in on-campus studios, including the
interaction with the professor. Despite the obvious fact that online students are physically isolated,
remote learning need not be an isolating experience.

Professor-student communication is essential, and can easily be adapted to online. This can begin at
the beginning of each class, where my experience has shown that simply greeting students by name
and checking in with them to see a smile starts the class off well*. Roberto agrees, writing the first ten
minutes of class are essential to grabbing attention and personal interaction can simultaneously reduce
isolation and attract focus®.

Without personal professor-student nor student-student connection, engagement remains low and
curiosity is difficult to inspire. Direct and live discussion remains essential to education for several
reasons. First, the time it takes between a question and its answer is critical to learning®. More
immediate responses lead to better learning outcomes, because working with a question while it’s
fresh is when the mind is open to hearing an alternative. Second, connecting the course content to
preexisting notions, ideas, assumptions, and beliefs helps the content to become meaningful to the
students’. None of these suggestions require additional technology.

STUDIO STRUCTURE

“Attention is scarce and fragile” — Cal Newport

Faculty are in competition for students’ attention with a slew of distractions, from housemates, to
family, to social media. However, a highly crafted course can keep students engaged despite these
strong counteracting forces. Architects (and allied professionals and educators) are accustomed to
counteracting wind, earthquakes, and other forces that could cause failure. Similarly, a structured
course is deliberately designed to counteract distractions. As with landscapes, buildings, and interiors,
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a “course environment” can use composition, paths and circulation, rhythm, and tectonics to engage
students from one class to the entire semester.

Small assignments can build on others to create a larger assembly of work (tectonics), and this work
can be more engaging by including both collaborative and individual components. For example, in
one of my courses students complete a scenario planning exercise where they create four future
worlds based on key drivers together as an entire class. These worlds are co-created and become a
shared component of the project across all teams. They then break into their teams and use the worlds
to propose their own approach that will perform well in the potential worlds, “future-proofing” their
building and site designs over the long term.

Other research suggests games, activities, or “anything that breaks the monotony of the flow”.
Suggestions are to include simulations or competitions to “keep excitement and engagement up” 2. Or,
using breakout rooms and having students share their screens and work. The key is to vary the rhythm
of the course. Figures 1 and 2 show “choreographies” of activities at the scale of a semester and a
class.
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Figure 4. Class Activity Planning for Classes of Different Lengths

I find that when design educators approach their courses as environments to be designed, they craft
highly creative and engaging courses®. Over and over, | find that students tend to learn more with a
highly structured course than one with an open-ended discovery process. It keeps them focused on the
course material and skills needed to reach the learning outcomes.

A common counter argument is that highly structured courses diminish a studio’s open-ended
discovery that leads to insights and creative solutions. Time together must be meaningful and
intentional, and in this way, it must be planned. Such planning does not eliminate exploration,
insights, and creativity, but focuses and guides them. For example, breaking larger projects into mini-
assignments and inviting students to revisit and question their work on previous assignments®®
supports discovery. Once embraced, faculty see the benefits, and some revise their on-campus courses
to be more structured after teaching online.
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ACTIVITIES

In addition to varying the types of activities during a class, the activity itself must be engaging and
spark curiosity. Among the most engaging activities used in my classes are 1) modeling specific
design and thought processes, 2) charrettes, 3) games, and 4) hearing from other experts.

Modeling Process and Outcomes

Modeling processes is an excellent means to demonstrate techniques and can reach those who learn in
a different way. For example, | demonstrate how | would start to design a passive building that
incorporates adaptive opportunities. | draw in front of the class while talking aloud about
considerations in the moment. Wind directions, sun paths, user circulation, formal considerations to
enable natural ventilation and daylighting, etc. are shown. While | draw, I change my mind about the
site plan, floor plan, and building section. They experience not only the content I’m considering, but
also how I’'m considering it (elements across time, scales, etc.). This helps students to grasp, apply,
and embody the design process in a way that’s different than other class activities. The technology
needed to do this is simple: a camera, Zoom, and PowerPoint — all pieces of tech that faculty already
use. Being online, this can be recorded so that students can revisit it. It also provides the faculty with
an asset to refer students to later.

Charrettes

Another popular activity is the use of charrettes. These are intense, short design events that are used to
explore a specific design task. | use a charrette for initial stages of site development and placing
buildings on site. I’ve developed a specific design process using the four quadrants of the Integral
Framework™* that aids in this process, and helps create a more holistic design outcome in the time-
limited process. Student teams create one proposal for each quadrant that exemplifies the
characteristics of each quadrant (experience, culture, performance, systems). Later, individually, they
synthesize these into one proposal. This a highly engaging collaborative process that then feeds an
individual, deeper design process later.

Because | used charrettes in a deliberate, small-scale way where | was able to test them as | used
them, | was able to make changes to the process before | deployed them in other courses. One of the
most valuable lessons | learned from this was the upper limit to the number of charrettes in one class
before “charrette fatigue” set in'%. This gave me the opportunity to create a new in-class activity to
achieve a better outcome.

The charrettes were, and still are, a technological challenge. I currently use several different software
to achieve them, including Prezi, PowerPoint, Excel, and Zoom. | still have not found the ideal
software to achieve the process and outcomes | envision for the activity, but | continue to explore and
use these in the meantime. However, the goals of tool choice remain 1) to inspire curiosity, 2) to
provide meaningful interaction, and 3) to meet the outcome | want. Despite the (current) lack of an
ideal tool, the one I've pieced-together works well. Furthermore, | avoid the trap of choosing tools
that would lead to poorer outcomes and lackluster interactions.

Games

Perhaps the most fun activity is games. Play is a powerful learning tool™ that is gaining popularity via
the trend towards “gamification”. I use game play to explore the common underlying dynamics of
most climate issues: perverse incentives that deplete shared public goods. Although the game is about
fishing, it applies to the built environment’s impact on pollution and resource consumption, and the
game play challenges students’ behavior as they grapple with how unseen systemic incentives drive
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their actions, often in ways that conflict with their personal values. This game is interactive, fun, and
tends to have a significant impact on their learning. Furthermore, this requires no more technology
than sharing my screen with a spreadsheet in Zoom. In Figure 3, you can see one team leader’s
expression as she discovers her team overfished during their first turn, forcing them to start again. We
explore the dynamics of complex systems and game theory to comprehend how well-meaning
interventions may have surprising and undesirable outcomes. For example, we talk about how
technological improvements in building systems meant to decrease greenhouse gas emissions could
end up increasing them instead, just as advances in fishing technologies can deplete fishing stocks
faster. Students begin to argue that in addition to energy efficiency improvements, incentives must
also change to realize sustainable and regenerative outcomes. Students’ curiosity and engagement
clearly increased. Third, this shifts the locus of motivation from extrinsic to intrinsic, where students
are learning as their experience of the content becomes relevant and meaningful.
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Figure 5. Screenshot of Gameplay

Interactions Across Space

As | mentioned earlier, being online gives the opportunity to record interactions, and it also permits
personal meetings across space. I’'m able to invite guest speakers for informal discussions with
students that would not have been possible before given time and budgetary constraints. This also has
implications for site visits. When students are unable to visit a site, a recording of a site tour and other
software (such as Google Earth) brings the site to the students instead.

HOW TO CHOOSE TECHNOLOGY WHEN YOU’RE READY

Technology can support curiosity and intrinsic motivation by developing students’ skills and making
it engaging. These two goals should be used to thoughtfully choose the right tools.

However, faculty often choose an app or software as an almost unconscious reflex and may feel
pressure to add technology for its own sake, or to have “current” and “relevant” courses.
Unfortunately, unconscious tool choice can be ineffective!®. To choose a tool thoughtfully, one could
ask, “What tool would best serve this activity or outcome?” It may be there is a digital tool that fits
the situation well, even one that’s relatively “low-tech”, like an Excel spreadsheet. But, it’s essential
to first understand why you want to use it. It’s then easier to answer what tool to choose, how to use
it, and when.

Research by Newport, a computer science professor at Georgetown University, has led him to propose
the notion of Digital Minimalism, and among its principles are to ask the question of any technology,
“will this add significant value?”*®. In remote teaching the significant value of any technology is if it
will help students realize the learning objectives for the course. As Grushka-Cockayne writes, “Don’t
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get caught up on the tech” and instead reminds faculty to “focus on the [course] content”*®. The ability
to achieve outcomes is greatly enhanced by creating a learning environment that minimizes
distractions and engages students’ creativity in a supportive yet challenging way. Some questions to
help guide technology decisions for a course are 1) Why am | looking for this technology; and 2)
What do | want to achieve with it?; 3) How will students use it?; and 4) When should I use it in the
course?

Additionally, it’s important to test and experiment before making big changes. The study of complex
dynamic systems reveals a truth: it’s difficult to understand systems, and making large, sudden
changes will create additional problems that are more difficult to solve than the ones we were
attempting to solve in the first place. This applies to the ecosystem of courses. Instead, small changes
permit rapid feedback, allowing corrections at any moment. If the change is successful, then it can be
scaled-up and integrated over time.

When it comes to the educational system, including our courses, this kind of approach can also help to
avoid feeling overwhelmed by the abundant choices of technological solutions. It allows the instructor
to stay focused on the content and students, which are the priority. As Grushka-Cockayne writes, “It’s
fine to experiment with teaching tools, but take it gradually; see what works, and don’t try too much
too soon. Simplicity has a lot of power”!’. Making large, sweeping changes risks a semester’s failure
and setback, and can demoralize the faculty and students.

A cautionary tale: spending too much time on solving technological issues creates frustration and
quickly drains energy and attention. When | first started using online charrettes, I could not get a piece
of critical software to work, and spent too much time trying to fix it. The night’s events went
overschedule, caused a lot of frustration and stress for everyone involved, and | ultimately had to
reschedule. This happened despite testing the software ahead of time. Simple is better.

CONCLUSION

To make course changes that endure beyond the emergency switch to online requires more than a
technical solution. By recognizing that technology is a supporting actor, classes can become more
engaging by using non-technical techniques, crafting the course structure, creating varied activities to
inspire curiosity, and then finally, wisely choosing technology to improve course outcomes. Choosing
software and apps for an online course is necessary but not sufficient to create a course that students
find meaningful. The primary focus for engagement is connecting personally with students,
structuring a course to withstand the hurricane-like forces of distraction, and developing activities that
spark curiosity. The secondary focus is technology that supports these activities, even if the tech used
is pieced-together from multiple software. Of course, it’s important to keep looking for software that
fits your needs.

These lessons learned are from my personal experience, research, and some are anecdotal. The
research conducted to support these claims is based on one semester-long study with a limited number
of participants. However, it is bolstered by similar findings from other research.

It is essential for educators to design an educational environment with the opportunity for students to
experience the importance of the course content and to see how it’s relevant to their own craft, career,
or life. Despite the course being online, these outcomes are possible with quality, personal interaction,
which poorly chosen software can impede. When faculty are inspired and curious themselves to
consider the development of their courses as they might design another environment, their courses
become well-choreographed, challenging, engaging, and fun. Faculty enjoy teaching it, too, and may
come to appreciate the opportunities online education presents.
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INTRODUCTION

The learning of practical skills, enabled through making and experimenting, is indispensable in design
education. Digital and manual prototyping is used in this context for students to evaluate different
stages of their designs. Very often, prototyping methods presume an understanding of the materials
used — their workability, constraints, and potentials — which goes beyond properties commonly
referred to in generic material specifications. In landscape architectural education at the University of
Hong Kong, learning on materials was previously often investigated primarily theoretically.
Recognizing this deficiency, a range of courses — amongst the here discussed Landscape Media
Seminar — have stressed the importance to create opportunities for experiencing, testing, and
evaluating materials hands-on over the past three years.

Between the submission of the abstract to this writing until its publication an eventful year has passed
leading to debates on the future of tertiary education and online teaching. A year ago, the realization
that this pandemic will and should have a remaining influence on our visions of Landscape
Architectural education only slowly began to solidify. This paper investigates the learnings from
experimental working with materials, starting from conventional classroom education in 2019, to the
setting up of ‘home-fablabs’ in March 2020, resulting in the current initiative of the TAL-L materials
library.

TEACHING MATERIAL EXPERIMENTATION

The here described landscape media seminar is core to the Postgraduate Diploma in Landscape
Architecture (PDLA), a new one-year degree for students who do not yet have training in the design
fields. It is intended as a preparatory degree for the Master of Landscape Architecture (MLA)
program. The course introduces essential digital and manual tools for design and representation in
landscape architecture. Students explore techniques in material testing and digital fabrication as an
iterative part of a design process.

First efforts to structure this course were initiated to tackle superficiality of specifying materials,
particularly in design studio projects. The fact that we can see hardly newness in students’ projects in
terms of material innovation is little surprising looking at designed landscapes in the urbanized areas
of the city. Many of Hong Kong’s urban landscapes are dominated by unimaginative hardscape with
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little attention to design site-specifically and taking into account concepts of sustainability, fabrication
and construction practices. Therefore, a leading question to frame this course was structured around
how to teach construction materials in an elaborated and landscape specific way.

In the first iteration of the seminar in 2019, students were asked to work with ‘typical’ materials, such
as concrete, resin, wood or aluminium. All materials were introduced along with the university’s
workshop facilities. Following a short design exercise, students experimented within that predefined
range of materials. They learned about workability of materials and tools and executed 1:1 prototypes,
but there was little exploration and experimentation beyond the set brief or instructor’s suggestions.
After a reflective discussion with students of this cohort, material testing and experimentation was
front-loaded and the number of in-class workshops giving practical instruction increased. (Figure 1)
These workshops around materials and digital technology were structured to provide sufficient
guidance on foundational skills from the teachers’ side but also to allow for more room for
experimentation and feedback from fellow students. Peer-to-peer learning is particularly valuable in
this program with students of different expertise. The approach of multi-layered feedback was aimed
to equip students with transferrable skills to be applied in this course as well as in their studio
projects. The process-oriented learning incorporates an interplay of thinking and doing with classes
structured to allow students to test and apply their gained skills and knowledge instantly. The better
understanding and extended timeframe to learn about both materials and tools was projected to
increase the willingness of students to undertake more speculative material experimentations in future
course iterations.
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Figure 1. Courses taught by the author in the materials & technology stream of the
PDLA/MLA programs in the HKU Division of Landscape Architecture
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‘HOME FABLABS’ & DIY MATERIALS

In Hong Kong, the transition to pandemic-related online teaching started already in January 2020 only
one week into the spring semester. In the first stage, ad-hoc adjustments were made reacting to the
weekly updated recommendation from the university’s ‘Task Force for Infectious Diseases’. After
two weeks of class suspension and first trials of zoom classes, teaching was switched entirely to
online mode around four weeks into the semester and courses with requirements to use the university
facilities needed to be adapted.

The learning benefits demonstrated in the 2019 cohort of this seminar were the decisive factor to carry
out the ‘Material Diaries’ exercise without physical access to fabrication labs. Students were
encouraged to set up ‘Home Fablabs’ with minimal means to manifest and facilitate learning through
the immediate approach of crafting.
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The adapted course brief restricted material sourcing to supermarkets and neighborhood hardware
shops asking to compose materials suitable to potentially fabricate objects designed in an earlier
exercise of this course. The resulting DI'Y materials established a new layer to the design work of the
students and transitioned the learning about materials from simply following practical instructions to
generating their very own material experiences.! DIY Materials, as defined by Rognoli et al., can be
totally new materials, or modified or further developed versions of existing materials.? To enable this
prompt creation of materials, students tested online recipes or modified existing material studies to
suit the local context. (Figure 2)

Figure 2. DIY material experiments: ‘corncrete’ samples
by YEUNG Hei, Marco, ARCH 7182 ‘Material Diaries’, 2020

The very local availability of resources increased the variety of materials explored with students
suddenly located all over Asia. At the same time, locally varying outcomes of similar experiments
resulted in wide range of different observations and enabled conversations in the virtual classroom
about the influence of the lab setup as well as environmental factors such as relative humidity and
temperature on the material behavior. While for example a bioplastic experiment with comparable
ingredients and setup would achieve satisfying outcomes in Taiwan, (Figure 3a) the samples in
Indonesia would mold almost overnight and before the mix was properly cured. (Figure 3b)
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Figure 3a. DIY material experiments with agar-based bioplastic,
by CHIU Yuan, Karen, ARCH 7182 ‘Material Diaries’, 2020
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Figure 3b. DIY material experiments with agar-based bioplastic,
by INTANU, Reyner, ARCH 7182 ‘Material Diaries’, 2020

Test setups imitating those of applied science environments were used in this course as a tool to
inform and describe design processes.® Material failures, challenges and confusions which accompany
this process were summarized in the ‘Material Diaries’ and other graphic reflections and made
available to fellow students. (Figure 4) The exploration of this extended material qualities unveiled in
this exercise was used to discuss and understand wider concepts of sustainability, urban resources, as
well as fabrication and analysis technologies. Students assessed their design decisions based on the
adapting conditions and speculated on how to reintroduce these mostly atypical materials to potential
landscape projects.

Figure 4. Graphic reflection, prototype & mold
by YEUNG Hei, Marco, ARCH 7182 ‘Material Diaries’, 2020

STUDENT-LED MATERIALS RESEARCH & TESTING

Critiques on architectural and design education state that curricula were gradually transformed
through the inclusion of scientific content, losing part of their traditional hands-on educational
methods.* One hundred years ago, materials education at the Bauhaus, particularly in Johannes Itten’s
‘basic course’ was focused on visual and tactile descriptions of material properties. The prevalent
understanding of materials at the time questioned the value of hand-crafted work versus industrial
precision. The aim of materials education at the Bauhaus was to reveal techniques and production
processes that lead to the development of prototypes with new applications for production.® Today, we
once more have to question our understanding of materials. Not only are we talking about composite
materials, smart materials and nano-materials,® but we also must understand material dependencies on
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land and people.” So beyond considerations of ‘crafting’, questions on material sustainability got
likewise into the focus, asking what to reflect when classifying and specifying materials.

In the currently taught 2021 cohort, the brief for the ‘Material Diaries’ exercise was once more
adapted and opened up to allow students to define their own working guidelines. It aimed to cover a
wider range of research possibilities on a specific material which could include topics like embodied
energy, CO2 footprint or collateral pollution. The brief is open-ended for the prerequisite material
research as well as the setup for experiments itself. (Figure 5)

po—— a2 T
Figure 5. Plastic terrazzo DIY material experiments with recycled PET and HDPE
by LAU Fong Yui Yvonne, ARCH 7182 ‘Material Diaries’, 2021

Meanwhile, the course is taught in hybrid mode. General brief introductions and lectures are still
online, but small group meetings can be offered in studio, the workshop facilities or outdoors. Online
tutorials to introduce material testing and tools as well guidelines for a voluntary ‘Home Fablab’ were
provided to the students. This time, the introductions could be complemented with short workshops at
the university’s facilities.

As a result, students showed a wider range of materials, yet the focus shifted away from the iterative
testing on DIY materials observed in the online version of the course. Students extended on desktop
research, chose rather typical materials and focused on the availability of digital tools during this
semi-distant learning.

After summarizing the learnings and challenges to run this and other courses in the materials &
technology stream over three years with varying proportions of f2f and online teaching, two directions
can be summarized:

1. Material testing influenced by trial and error should be accepted. The learnings structure in this
course must be situated between exploratory and scientific; suggesting students to work with ‘semi-
structured experiments.’

2. Outcomes on material testing must be self-evaluated by the students. This should be structured by
teachers to facilitate opportunities for vertical leaning between cohorts.
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EVALUATION: A MATERIALS PEDAGOGY

The aim for a vital materials pedagogy is to facilitate students with a greater understanding of material
knowledge and its application including concepts of sustainability, fabrication and construction
practices.

In recent years, a variety of teaching and research tools working with materials were developed in
design related disciplines. But for Landscape Architecture purposes, many existing resources — online
databases and physical libraries — fall short. Many available databases are geared primarily toward
architectural material usage and are stocked with materials more readily available in North American
or Europe.® Their classification systems consider a variety of taxonomies but leave out important
factors for landscape architecture. Many concentrate on typical properties like material category, form
or sensory attributes, while other examples are considering subjective materials evaluations
(Expressive-Sensorial Atlas)® or are connected to makerspaces (Institute of Making, Bartlett).™
Students at the University of Hong Kong may access parts of the available information but cannot
gain the benefit of actively engaging with the resource, for instance through manipulating the
database.

Resulting from the analysis of these shortcomings and along with the ongoing effort to shape the
materials stream of the landscape curriculum, | developed together with my colleague Ivan Valin a
framework for a new landscape specific materials archive called TAL-L. (Figure 6)

Figure 6. TAL-L Materials Library Classification Taxonomy
(courtesy of the author, 2021)

T — A — L describe the three facets of the library: Taxon, Archive, and Lab. Each of these three facets
is both a reference and — through their design and organization — a multi-year learning opportunity.
‘Taxon’ describes the landscape specific organization based on a material’s origin, ecological
properties, production, processes, durability, and sustainability. These categories provide a conceptual
scaffold for students to understand and design with materials in a systematic way.
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‘Archive’ describes the collection of physical and digitized material samples, including found and
manipulated materials and their variations. Data includes textual, visual, and graphic representations
of the material, as well as information on its properties and performances, form, and procurement.

The ‘Lab’ is the experimental arm of the database and will encourage material experimentation as a
basis for systematic environmental design and facilitate testing and other forms of analysis on
manipulated materials. This component is particularly important for the landscape media seminar. It
will allow students to understand and follow experiments and testing of earlier cohorts. (Figure 7)
They can comment, edit, and manipulate earlier entries. It is the function of the ‘Lab’ to synthesize
methods for working with materials and create opportunities for students to reach out to other
university research laboratories as well as seeking collaborations with local practice.

Part science, part system, and part making, this library aims to develop new techniques for working
with materials in landscape education and capture newly emerging technologies for regional
materials.™

Figure 7. Documentation of loofah concrete experimentation
by TSANG Ka Lai Lilian, ARCH 7182 ‘Material Diaries’, 2020

PROJECTIONS: VIRTUAL POTENTIALS FOR A DIGITAL MATERIALS ARCHIVE

As we have learned in 2020, pedagogies depending on hands-on and experiential learning should be
designed to incorporate online modes of teaching and learning and be flexible to multiple modes of
access. TAL-L emphasizes the setup as a digital platform — partially as a response to a continued
focus on online teaching, and partially a recognition that student design and research workflows rely
heavily on digital modelling and simulation, a trend that has only increased over the past year.
Meanwhile, educators around the globe have responded to teaching modes during this pandemic and
are predicting how learning will be transformed afterwards. The opportunities in this forced
worldwide shift to teaching online are evident and widely discussed. But likewise, the critique on this
mostly reactive teaching mode should be heard and considered. Particularly in design related fields,
teachers recall the values of face-to-face practical instruction and the physical output of design work.
Critical voices ask if this “sensory deprivation of online teaching will be the new normal’ and call for
strategies to shape and deploy all the new technologies and platforms.*?

Shaping TAL-L, we clearly acknowledge the shortcomings of online education and the absence of
practical instruction but emphasize on the opportunities of an online resources as relevant and robust
tool in materials education. In a time when all forms of teaching and access to resources are being
reconsidered, we recognize the value of flexible teaching resorts ready to provide effective
opportunities for blended learning. The core idea of this yet to be implemented database is structured
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around engaging students with the resource — physically and virtually. The digital archive of TAL-L
emphasizes on following key components:

1. Student experiments can be documented, tracked and evaluated.

2. Material experiments and their individual components can be searched through a variety of filters.
3. The database allows students to directly manipulate entries of previously tested specimen and
propose to develop them further.

CONCLUSION

TAL-L will be incorporated in a range of courses, which can benefit from the database as a learning
resource. For the Landscape Media Seminar as a core course in the PDLA program, | can summarize
following learnings and future prospects:

1. Practical instruction is crucial to provide learners with basic information before starting the testing
on materials. While lectures showed to be less efficient, the study of existing samples helps to start
student’s own material tests on an informed level. This justifies the importance of documenting
experimentation and testing with students across cohorts.

2. Remote access to a variety of materials and previously undertaken tests is important. This is
particularly true for DIY materials which often need various iterations and references before being
developed into functional samples.

The landscape media seminar is commonly the first course to introduce materials as the program
intakes students from non-design related disciplines. It is hoped that learnings from this course enable
students to extend research-based learning and material experimentation, material performance
simulation, and other forms of 1:1 prototyping. In future, we aim to provide students with
opportunities to interact with professional practitioners or material engineers through the research,
maintenance, and experimentation in the TAL-L Material Library.
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INTRODUCTION

Digital technologies are changing different economic areas. The 2016 World Economic Forum, in
Davos, named this era as "The Fourth Industrial Revolution™, considering the impacts on all sectors.
Virtual reality, Augmented Reality, Internet of Things are examples of digital tools that can enhance
the quality of the design and construction process and attendance to the user's requirements,
significantly changing the process of architectural and urban design.

At the same time, connectivity is an important aspect of this evolutionary process, allowing
collaboration among professionals from different cities or countries. The future of design teams
includes architects, engineers and other specialists from different parts of the world, working
collaboratively through cloud-based video-conferencing services, such as the Zoom platform.

But the 2020 pandemic brought a new reality, as all schools and Faculties were closed due to
COVID19, and all academic activities were "pushed" to the digital world. Fortunately, through the
effort of professors and digital technologies consultants, undergraduate courses were rapidly adapted
to the "new normal” and academic activities have continued — including final project presentations
and graduation ceremonies. It is necessary, however, to evaluate how students have faced the
challenge.

This paper presents the results of a survey conducted among graduating students of two architecture
programs in order to identify their perception of the use of the web-based conferencing platform for
developing and presenting their final project.

CONTEXT

The risk of a pandemic was known months before the COVID 19 outbreak. According to Schmitt the
world was not prepared to respond to a significant pandemic threat. The author highlights that since
2011 the world has seen nearly 200 epidemic events per year, and the cost of a pandemic — besides all
human losses — can reach 0.7% of global GDP average — or US $570 billion.

According to a World Economic Forum Report?, the future of jobs indicates that automation, in
tandem with the COVID-19 recession, is creating a ‘double-disruption’ scenario for workers as
technological adoption by companies will transform tasks, jobs and required skillsets. The survey
indicates that 43% of businesses are set to reduce their workforce due to technology integration, 41%
plan to expand their use of contractors for task-specialized work, and 34% plan to expand their
workforce due to technology integration.
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Fey et al.® documented the first problems identified through remote experience, and highlighted
problems associated with students living and studying remotely, such as: no access to typical teaching
laboratories, limited instrumentation and software access; great variation in housing stability and
workspace; unreliable internet access; and added home responsibilities that take time away from
academic activities.

On the other hand, some authors consider this an opportune moment to rethink higher education
models. Gallagher and Palmer* believe that this period is likely to be remembered as a critical turning
point between the “before time”, based on analog on-campus learning, to the “after time”, when
digital, online, career-focused learning will become the fulcrum of competition between institutions.
Social relations also changed radically through digital platforms. Pike et al.> have the perception of a
lingering melancholic mood with Zoom, as it relies on a simulation of the old world (in which we all
could meet in person). According to the authors, the crisp lines of the boxes give each
image/participant a hard boundary and a sense of limit that cannot be negotiated, whose limits can
never be softened, altered or breached by participants.

These aspects must be considered in rethinking remote learning practices, particularly in light of the
tendency to adopt web-based conferencing platforms even after the pandemic (e.g. webinars,
livestreams). In this sense, it is important to identify what our students have to say about the “new
normal” to ease and enhance the experience as much as possible for both — academics and students

CASE STUDY 1

On March 11, the WHO declared the novel coronavirus (COVID-19) outbreak a global pandemic, and
on March 13 the Federal Government of the U.S. declared a national emergency. Mass testing started
and the number of infected cases increased rapidly. The spread of COVID-19 did not occur uniformly
throughout the US. The discrepancy among different geographic areas of the US across states, and
even among and within cities was significant, as presented on Figure 1. There were also large
differences in testing, infection rates and mortality across different socio-demographic population
characteristics.

= Cuse

Figure 1. Coronavirus in the US - April 13rd, 2020°

Starting on March 22 Governor declared New York on PAUSE’ , and established an array of
restrictions publicized by television, newspapers, websites, blogs, and social media (Facebook,
Instagram, Twitter). By April 2020, New York City was the most affected city in all of New York
State (and all of the US).

The government also created a direct line to receive updates related to COVID through SMS®. During
the first peak of the pandemic in New York City (from March 12 to April 29) 133 messages had been
sent. These messages were analyzed® and eight categories were identified: [1] medical and COVID19
information (with updates on numbers and recommendations to avoid the spread); [2] remote learning
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and school information; [3] food distribution; [4] price gouging control; [5] small business support;
[6] motivational messages; [7] support for victims of domestic violence; and [8] general information.
Figure 2 illustrates the frequency and type of SMS during the first wave (and worst period) of the
COVID 19 pandemic in New York City.
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Figure 2. SMS March to June (first wave) — highlighting the worst period (March 12 to April 29)

With respect to school information, messages indicate the rapid transition to remote learning as
presented in Figure 3:

By order of Mayor
de Blasio, NYC
Public School
classes are

suspended this 12:13 PM - 1/2:

week beginning
Monday March 16 to
reduce the spread of
COVID-19

NYC public schools
will remain closed
for the remainder of
the school year.

Students will begin
remote digital
learning on Monday
March 23. Grab and
go meals will be
provided to all
students for pick-up
this week

7:48 PM - If your
NYC public school
student needs a
device for remote
learning, please
visit:
coronavirus.schools.
nyc/RemoteLearnin
gDevices

11:25 AM -
Reminder: If your
NYC public school
student needs a
device for remote
learning, visit:
https://coronavirus.s
chools.nyc/Remotel
earningDevices

12:37 PM - 2/2
Students will
continue with
Remote Learning for
the rest of the 2019-
2020 school year:
schools.nyc.gov

10:30 AM - DOE
families: Get your
remote learning
device by 4/30.
Complete the survey
by 4/23:
schools.nyc.gov or
718-935-5100 &
choose option "5"

15 March

19 March

20 March

11 April

22 April

Figure 3. SMS from March 12 to April 29 - remote learning

The need to migrate all learning processes through digital platforms brought professors and students
instantly face-to-face with these new technologies Aiming to understand students’ perception about
the use of the Zoom platform to present their graduation projects, a survey has been conducted among
undergraduate architecture students at Parsons School of Design in New York. The first group of
undergraduate students in architecture who had the challenge of presenting their final projects through
the zoom platform received the survey. Their opinions brought us some important insights about the
experience. When asked about the experience of presenting the capstone design project through the
Zoom Platform, 60% of respondents considered it a good experience, as shown in Figure 4.
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Figure 4. Case study 1 — students’ perception on the Zoom Platform

Students were also asked to list the pros and cons of using the ZOOM Platform for their presentations.
They identified several cons related to: technical difficulties; fragile interaction among participants;
and difficulties in presenting an architecture/urbanism project properly. The speed of the internet was
identified as a problem for interfering with the quality of interactions; on the other hand, some
students felt less nervous when presenting their projects remotely.

Students were also invited to share closing comments. Few ideas have been added to the previous
remarks, but one student said that it should be mandatory to turn on the camera during a zoom
interaction:

“There is nothing worse than talking to a black square with a name on it.”

CASE STUDY 2

The first case of coronavirus reported in Brazil occurred on February 25: a man traveling from Italy to
S&o Paulo. As of March 31, there were a total of 252 cases recorded across the country. Campus
shutdowns led to a quick rush to “remote learning” but the “speed” of the migration depended on
different situations.

Brazilian public universities had to deal with a large number of students who did not have a computer or
internet access at home. Thus, the migration to remote learning was slow, as the university must ensure
that no students are left behind. For this reason, the conclusion of the academic semester was extended,
and students in the Architecture undergraduate course of public Universities faced the challenge of
presenting their graduation projects in October/November, instead of in July. Thus, they had more time to
get used to the web-based conferencing platform throughout the semester than the Parsons students.

The survey was carried out with architecture undergraduate students at the Federal University of Rio
de Janeiro to understand their perception about the use of the web-based conferencing platform to
present their undergraduate projects. When asked about the experience, a total of 55.6% considered it
as a good experience and none considered it “poor”, as presented on Figure 5.

When asked about the pros and cons of using the web-based conferencing platform to present their
final projects, opinions were largely similar to the answers presented by Parsons students, but some
perceptions diverged.

One aspect highlighted by Brazilian students that was not mentioned by Parsons students is related to
the possibility of having academics/professionals from different parts of the country (and the world)
participating in the review panel. Another noted aspect was the opportunity to explore other digital
alternatives to present ideas (e. g. videos, gifs, virtual reality, etc).
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Figure 5. Case study 2 — students’ perception on the Zoom Platform

Personal considerations also emerged as an important issue to address. Some students faced
difficulties presenting the totality of their urban intervention proposition through a small monitor.
Brazilian students were also encouraged to provide additional comments about the experience. Some
testimonies revealed that this group of students was more familiar with the web-based conferencing
platform than US students, since they were using it long before the presentation date of the final
projects:

“Even before the Faculty publicizes the academic calendar, | was already meeting with colleagues

’

and advisers (remotely) for orientation, to ‘keep my work on track’ even during the pandemic.’

ANALYSIS

Before presenting our analysis of the surveys, it is important to remember the time interval between
them. New York students responded to the survey at the beginning of the pandemic, in late May 2020.
Brazilian students (Rio de Janeiro) had more time to get used to the platform, and responded to the
survey at the end of November 2020.

Both surveys revealed a concern about internet access and speed. Considering the large number of
images necessary to present architectural projects, a compatible system is necessary to adequately
transmit students’ presentations, without interruptions or other technical problems. Table 1

summarizes some answers related to this aspect.

PROS

CONS

- No ink/paper waste, thinking and showing the
presentation.

- Being able to share screen and annotate on
screen.

- More flexibility! More opportunity to use
digital platform, especially when it comes to
design tools.

- | presented a film as a synthesis of a
theoretical work; therefore, due the format
chosen, I did not suffer any major losses.

- The use of other means of representation
ended up making more sense, as opposed to
certain classic methods (printed material being
substituted by gifs, videos, etc.

- Time optimization in general.

- Some students would get cut off because of
their internet access, which wasn’t very good
while they were presenting, so they’d have to
start over.

- Not being able to see all the drawings at once,
having to flip through a drawing (or specific
drawing), zooming in/out to see bigger or as a
whole.

- Not being able to present a physical model or
even make one without the facilities.

- Greater concern on project scale visibility,
considering the computer screen limitations.

- Lack of broader knowledge about the
videoconferencing tool.

- Difficulty to work in the urban scale through
online presentation

Table 1. Students’ perception using the Zoom platform — technical aspects
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Some personal opinions revealed the pros and cons of social distancing and remote presentation, as

shown in Table 2.

PROS

CONS

- Since I was presenting at home, I wasn’t as
nervous as | would be if | was presenting in
front of a group of people.

- Presenting through a slideshow instead of the
walls allowed me to know exactly what people
will be seeing, and when! They were not able to
wander their eyes around.

- Remote contact with classmates without the
need of long trips.

- Possibility to invite and have members of the
audience and spectators from different parts of
the country and the world.

- It is easier to present remotely than in person!

- Zoom misses the opportunity to engage in
debates that will only happen in person.

- Presenting to audience at their homes also
leads to a lot of distractions and less
“presentness”.

- The critique was less interactive now as the
critics couldn’t play around with our models
and all...

- No sense of community and support from my
cohort and the critics.

- It was a little harmful not to have face-to-face
meetings and exchanges through printed
materials.

- Impossibility of using the physical space to
propose a sensitive experience in addition to the
traditional slideshow.
- Difficulties to develop my project and receive
orientation remotely.

Table 2. Students’ perception using the Zoom platform — personal aspects

There are many positive aspects using digital technologies in the learning process. Therefore, it is
worth discussing how to incorporate these alternatives into the daily lives of schools. As highlighted
by Green et al. 1%, learning experiences that emphasize online participation will always be different
from what one experiences in face-to-face learning at university spaces, but the quality of these
interactions is not necessarily inferior.

CONCLUSION

The use of digital platforms for remote learning is not new, but COVID19 made it mandatory, as
social distancing is one of the most important measures to stop the spread of the virus. But most
academics/instructors were not familiar with digital tools and methods and have had to learn very
rapidly without adequate opportunity to exchange information among their colleagues.

On the other hand, students had not been prepared to use a web-based video conferencing tool to
present their final projects, and resented the fact that they could not share ideas in the ways for which
they have been trained throughout their architectural education.

Even considering that the general evaluation of the experience with both groups — New York and Rio
de Janeiro — has been perceived as “mostly good”, many students did not mention any pros of the
experience, and all students listed one or several cons, signaling that, for these groups, in fact the
experience wasn’t ‘mostly’ good.

There are many aspects to be considered if universities wish to adopt a hybrid format for academic
activities, particularly the necessity of proper internet access. The use of digital media to properly
present design proposals and the dissemination of other means of communication (using videos, gifs,
and other possibilities) are positive features of the digital format.
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The opportunity to invite colleagues and professors from different parts of the country (and the world)
to attend student reviews is a positive element highlighted among Brazilian students. In this sense, the
use of a web-based videoconferencing platform can democratize the sharing of information, giving all
students more visibility for their final presentations. This alternative can also be considered for the
orientation process; with different teachers sharing ideas and guidance through collaborative online
events (live).

Other benefits of remote learning include: the possibility to connect from anywhere (depending on
appropriate internet); the possibility to record classes ensuring total access for all students (even those
who were unable to attend the class session); the possibility to maintain classes even under
challenging scenarios (lateness or absence due to metro breakdowns, blizzards, floods). In addition, it
is necessary to improve “remote learning personal skills” through web-based platforms, so students
can feel embraced by classmates and professors, and can achieve a sense of community, even during
remote learning activities.

It is not yet clear how long we will face the restrictions related to COVID19 and, even considering a
“planetary cure”, the permanence of web-based videoconferencing platforms in our lives is a strong
possibility. In addition, it is possible to infer that all teaching and learning processes, as well as jobs
and most forms of work, will be strongly affected by the digital technology revolution. The pandemic
gave us important clues about what should be presented to our students, in addition to the contents
strictly related to architecture and urbanism. Future professionals must know how to properly
communicate their ideas remotely, and this type of social interaction must be explored during
undergraduate classes.

Digital technologies can improve this remote interaction, offering alternatives that have barely been
explored — e. g. the immersive experience inside architecture relevant buildings through virtual
reality, or the detailed information of each component, through augmented reality. Among all the
possibilities, Building Information Modeling seems to be the most important, as it can integrate other
digital resources through the virtual construction of the building.

Thus, we can conclude that the pandemic consequences brought new possibilities to remote learning
and remote working, and future professionals should be prepared to master these new alternatives,
sharing ideas through web-based conferencing platforms. Even after the pandemic, with the gradual
return to our in-person classes, it is important to consider some distance activities so that we don't
forget what we’ve learned during the pandemic. We must be prepared.
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INTRODUCTION

Play, pause and replay

There is a compendium of extensive literature on approaches within the twentieth-first century
educational system and the everlasting introduction of new systems. The combination of learning
specific skills but also the unlearning of systems in the educational context can be found in the vision
of Teresa J. Franklin.* Important components in the contemporary blended environment in Franklin’s
analysis are the mobile aspect and the need of direct connection through the cloud, MOOC’s for
everyone and virtual learning. In this regard, she argues that teachers constantly have to prepare
students for unknown new environments in their learning trajectory and adept their system to it. The
system for learning has to be flexible and with the new internet-mobility the classroom is open far
behind the own university. A system of play, pause and replay is often a basic ingredient.

In the field of architecture and especially by the start in the first year for fresh students, there is an
important skill to be learned. This skill is intrinsically connected with the profession: drawing and
more specific the freehand architectural drawing. This type of drawing or sketch is basically made
with a pencil on paper without any other device and learned in a studio environment, the “drawing
room”. How can this basic skill benefit from the omnipresent interconnectivity of the new learning
systems? Is it possible to connect in a controlled way the online aspect with the tangible blackboard
full of charcoal sketches and more important, the pedagogical system behind it? And more over, what
can be the extra value of this implementation?
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Figure 1. Blackboard with charcoal _drawings, course with topic of curved f(;rms, photo Iwert
Bernakiewicz.

Figure 2. Classroom with blackboard, sketch course freehand architectural drawing, photo Iwert
Bernakiewicz.

In 2018 we started with an innovative educational project (IOP) at the Faculty of Architecture and arts
of Hasselt University. This project was enrolled under the name Sketchatlas (SA).>2

The SA project aims to install the systematic digital registration by means of video recording of the
zooming in on manual sketching skills, actions and processes within the course unit sketching of the
study program (interior) architecture. The final goals were the immediate and delayed pedagogically
active didactic unlocking (teacher tutorials via video clips in a blended learning process), the focused
operational use of didactic feedback instrument and the durable preservation of the curriculum
(archive).

The unlocking of these learning processes and educational content by means of video tutorials related
to sketching takes place via a digital platform®. The SA, version 2.0, includes several unique
features at this moment: eight and a half hours of tutorials in full high definition (4K) with a
complete pedagogical trajectory and systematically structured. In the exhaustive study by
Koenig and Schneider on the topic of online teaching the technical (dis)advantages of several
open learning platforms are examined. They conlude that a customised website is the best
starting point for a complete on-line video course. *
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SKETCH ATLAS

Figure 3. Still of tutorial, freehand architectural drawing of cubes, photo author.

Atlas

The term Atlas in our project deliberately refers to the structured compilation (from general to
specific) of information and a general search function.®> The tradition of working with an Atlas and
implementing the systematical order as a core concept is not new, we refer to the historical analysis of
Urich Keller on this concept.® A further step is that the concept of an atlas in the context of teaching
becomes a handbook with a complete pedagogical structure. Hubert Lochner states that the narrative
of a handbook is a key-element of the discourse in teaching through history.’
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Figure 4. Still of matrix of SA"version 1.0, chapters and thumbnails of tutorials, each figure is a tutorial,
photo author.

historical roots

In addition to a live-demonstration, the use of step-by-step sketch examples is a proved didactic tool.
Looking at example books with systematically worked out cases, in the tradition of the Beaux Arts
architecture schools, is a tested method. However, a systematic sample book of drawing via elaborate
sub-sections and descriptive information has become a pedagogically underexposed method in
contemporary architectural education. This historical learning tradition in schools of architecture must
be rapidly embedded in the contemporary context without loosing the quality. The contemporary
context necessarily includes a digital and international component.
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Contemporary approach on sketch education

If we zoom in on the sketching method, what method of sketching is taught within the programs? On
the one hand, the understanding of a piece of furniture, a space or an urban environment is done
through sketching: the so-called observational sketching. Learning to draw methodically (building up
step by step) from perspective and recording it on paper provides insightful information about size,
proportion and rhythm. This observational sketching is a basic skill that is taught step by step.

In addition to this observational learning process, the training teaches how to construct a design while
sketching.

Figure 5. Still of tutorial, observation sketch and the narrative of the sketchbook, photo author

Discussing and sharpening a design is done through the permanent production of design sketches:
sketching by design. Both the observation through sketching and the final design through this same
medium (alternating and sometimes overlapping) are forms of knowledge transfer. This specific
transfer of knowledge has essentially two dimensions.

Sketching helps the designer to design and structures the internal thought process through
intermediate steps. It is a method to analyze a complex problem and to formulate a personal answer
through the design research. This is the internal dimension.

However there is also the external dimension: sketching serves as a mean of presentation or
consultation during the guidance and the jury moments with the teacher in design education but
certainly also in the professional world. For the (interior) architect, this presentation via sketches is an
essential element of communication with himself, the office, the client and the executor.

Status Quaestionis

In the curriculum of Hasselt University, time is set aside to learn manual drawing skills. There is a
long tradition of manual drawing and it still has its own place next to the more recent skills of
computer drawing. In comparison to other architecture faculties, it is striking that a separate course is
still set aside for the mastery of manual drawing skills. It can be argued that at other faculties,
sketching often merges into a more broadly oriented course unit. In this case the mixing with other
disciplines (computer drawing and presentation drawing) leads to an erosion: the previously explained
strategy of perceiving and communicating, the important basic pedagogical component with respect to
sketching, completely disappears. There is (too) much attention paid to mere representation, as a
result of which the important methodological sub-aspects of construction, structure and perspective
receives less systematic attention. It is precisely by being able to understand and represent objects and
space in a structured way that spatial insight is developed and strengthened.
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Internationally, one can see a twofold movement: holding on to a tradition or completely rethinking
(and partly losing) the built-up tradition of sketching. We will further argue that in our opinion there
is a well-founded argument to take the optimal path and implement pedagogical innovation through
digital media (video) and combine it with traditional methodological tools - such as manual sketching.
What are the important pillars in this teaching project of sketching? The answer to this question can
be structured into a number of successive sub-components, namely: methodology and pedagogy of
sketching. We will show that these points can be refreshed within the project.

methodology

The process of creating the sketch as a tool for registering and designing has, as explained earlier,
simultaneously communicative and design-forming qualities. Interior designers and architects have
developed a drawing language in which the research on and conception of qualities within a space are
done through sketching, namely: the structure and construction of the project or object, perspective,
colour and depth perception.

pedagogy

The transfer of knowledge of these aspects of architecture is done on the one hand by watching the act
of drawing during the creative process and on the other hand by the mimesis and the execution itself.
The teacher's demonstration in the sketching studio is a fundamental step in learning process.

The aspect of methodology has been documented many times in literature, we used the work by Frank
Ching as a starting point.? The correct construction of a perspective or the correct framing of an image
are topics that are widely known.

The second component however, the pedagogical transfer of looking at the action of sketching is less
systematically developed. Nevertheless demonstration is always mentioned as being very important.
The act of sketching often has an aura of a forgotten craft, a skill to be learned or a unique talent.

This last association is due to the fact that in addition to a permanent transfer of knowledge, there is
also a link with the artistic component in the training of (interior) architecture.

Drawing is a language that automatically contains various registers, from design search to
constructive try-out. A personal signature forms a sharper part of the designer's identity. It should be
clearly emphasized here that the mere cultivation of this personal signature was not a goal in itself
within the SA project. As mentioned before, the main goal of the sketching course is to teach the basic
skills of observational and design sketching.

As also stated earlier, throughout sketching there is a thinking process on the part of the designer:
actions are performed one after the other on paper in a certain order. Lines and planes are placed next
to and over each other and result in a final image with meaning. The action and handling of drawing
therefore has a very volatile component: lines disappear and the end result does not (always) reveal
the creative process. The pedagogical demonstration of sketching is therefore a continuous help in
structuring a thought process. By showing the method in the tutorial the thought process is also
formed. A good and relevant comparison is learning to read and write, where forms and conventions
are also practiced in a similar way in an intensive learning process.
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THE SKETCHATLAS IN THE CLASSROOM

The pedagogy and methodology of the teaching process of freehand architectural drawing are
intertwined. The following problem statements, to be read as challenges, were detected by the start of
the SA project within the courses and are all linked to the pedagogy and methodology. These
observations are also often not exclusively linked to one course unit or one program but are
exemplary for learning processes where hand-on skills (universal term: "tacit knowledge") are passed
on.

Too little time spent per student in demonstrating (1 on 1) sketching

Demonstrating and teaching sketching to each student or groups of students, however, often poses
practical problems in architectural education. It is impossible to constantly make a sketch live for each
student in a one-to-one class environment. The groups vary from 20 to 30 students per tutor with
lecture periods of two hours each, which makes it virtually impossible to do a complete and thorough
tutoring per student on all facets of the specific sketching exercise. Sketching on location (not in the
sketching room but elsewhere) is impossible to organize in such a way that adjustments to the
drawing can be picked up automatically by different students. With the SA the teacher can organize
this process. The constant loop of a tutorial on the screen fulfills the act of repetition.

Impossibility of recalling specific (past) phases within the sketching process for Feedback

In addition, the action of sketching during the lesson moment or afterwards can never be recalled. In a
learning process, repetition is always an important learning tool. When a drawing is set up in pencil
and then finished off in ink, you inevitably lose the pencil phase. Sketching skills as previously
argued must be learned systematically, repetition - also of mistakes and common mistakes - is very
important in learning a skill. The videos of the SA can be frozen on every moment.

Absence of a quickly consultable archive of didactic teaching material (faculty level)

There was currently no well thought-out educational archive policy regarding the didactic teaching
level. The process is not documented. Specific knowledge of the teachers that just cannot be compiled
in papers or publications was lost. The SA is growing every year and more over with the search
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function (version 2.0) it becomes also an archive. Good practice from outstanding students but also
common mistakes of the average student, as mentioned before, can be archived efficiently through the
SA into the education system in a structural way. The importance of "learning from mistakes is
important in order to be able to start a future thorough self-study project freehand architectural
drawing education.

Absence of a platform for knowledge exchange on hand sketching (on an inter-university and
international level)

There was no workable tool for exchanging knowledge about the sketching process with other
faculties of architecture in a national and international context. Exchange is thus forced to remain
sporadic and coincidental in nature. However, an international context is important and indispensable
for the proper accumulation of knowledge and, above all, the proper implementation of educational
methods. In the 2.0 version the SA will be available for other schools of architecture.

What was the method and which actions were done in the timeframe of two years?
The first action for the SA project was: the recording of the tutorials, directing the recorded material
and to classify the tutorials in a consultable matrix connected with the pedagogical system.

R -

Figure 7. Recording day with multiple camera system bij EDM_of sketch and hands of sketcher, photo
Iwert Bernakiewicz.

Filtering and directing the material was strictly necessary. That is why in this project there was an
important task for a “director”, to systematically collect the material and to introduce a first
classification in order to build up a systematic atlas. The profile of this person was therefore someone
with a technical and directional profile and with an affinity for the subject (graphics in general and
especially sketching). This person acts as a "flying reporter”. Prepared lesson situations and
specifically set up test moments (zoom in of hands sketching teachers) are systematically arranged by
him or her in the atlas according to the current course model.
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THASE 4 :
Figure 8. SA in the pedagogical system: classroom support, archive and learning from distance,
sketch author.

As illustrated in Figure 8, the concept of the SA is a continuous loop. It includes both recording of
sketching activities in the classroom environment and sketching by observation on the move. The
sketch shows a multitude of possible (knowledge) circuits with moments that the video recording (of
student and teacher work) can be actively used in the learning process. Feedback (literally rewinding
the action) can happen on all those circuits. This is the big difference with the classical approach.

The approach within the teaching environment will change. Groups of students can work with the
basic material and also include their own drawing process in the lesson. In this way, a comparison can
be made and general learning conclusions drawn. The best examples and a systematic overview of
basic exercises (the idea of the atlas) can be called up at any time. Both in the learning environment at
the university and in one's own home environment/study.

CONCLUSION

oy,
Figure 9. SA used in class: combination of blackboard and screen with loops of tutorials, photo
Aarnoud Derycker.

The project SA punctuates a pertinent false opposition in an architectural-educational context: the
manual versus the digital. As already mentioned, the objective was to apply a digital technique very
precisely in the architectural-educational process. The opening up of teaching material from sketch
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courses has never been done systematically in this way. The creation of a link to students now and in
future generations via a digital access (video, website) is a new way of transferring knowledge from
the courses in a durable way.

The innovative aspect of the project lies in the combination of various goals namely improvement of
the educational process, the archiving for educational development and the testing of a new platform.
Goals are combined on the level of education, knowledge transfer and archive thinking. The project is
a recalibration of an educational transfer.

Lockdown testing

A second conclusion is that even in a stress-situation, the 1.0 version was intensely used during the
lockdown of March 2020, the system proved to be adequate. Before this special period parts of the SA
were used in a blended form, the combination of the teacher and the screen with the constant play of
the SA in the classroom as you can see in Figure 9. The drawing room became at that moment a
blended teaching environment.

In the 1.0 version, used during the lockdown with a content at that moment of 8,5hours tutorials, the
feedback module was not incorportated. However, by using other software and cloud functions
(google drive, Miro) the students were able to communicate with the teachers. A special section of
home-tutorials was installed on the platform during the lockdown. The complete off-campus scenario
was a hand-on approach where important lessons were learned. The uploading of student work (home
work and tasks) is a very time consuming and the need to comment with a (digital) stroke on the
students work stays important. This is one of the reasons to headline the development of a feedback
module in the 2.0 version. The proof is in the testing.

Without a proper framework — in this case the idea of an organization of content like an Atlas - the
transfer of a specific pedagogical process during a lockdown (how to learn to sketch as an architect ?)
would be very difficult. Fabrication of digital teaching material of high quality is a starting point but
an overview on content and concept of order must be the first step. In an open discussion with
students before the lockdown the SA was appreciated for its added value. An important remark was
that it was never seen as a complete replacement. The real blended effect of the SA is the
combination. The SA is not a replacement of the drawing room but a compagnon with added value
and extra possibilities.
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NOTES

! Teresa Franklin, “Embracing the Future: Empowering the 21st Century Educator,” Procedia - Social and
Behavioral Sciences 176 (2015): 1089-96, accessed April 5, 2021, doi.org/10.1016/j.sbspro.2015.01.584.

2 The project Sketchatlas (SA) at Hasselt University is not a project of one person but the continuous effort of a
team. | want to thank my close colleagues for all their (ongoing) work on the project and the input for this paper:
arch. Aarnoud Derycker (technical conceptualization/development SA + content specialist sketching), arch.lwert
Bernakiewicz (co-author of basic idea SA + content specialist sketching), dr. arch. Lieve Weytjens (business
developer at Hasselt University) and Bea Cleeren (transfer process to market ,innovation and spin-offs at Hasselt
University in the Tech Transfer Office). We worked together for the recordings with Professor Philip Bekaert of
EDM (centrum of expertise on digital media at Hasselt University). A trailer of the project you can find here:
https://www.youtube.com/watch?v=0p4xk-T7e0g

3 The technical development of the platform (programming + back office) is not the subject of this paper. In the
technical process of development the 2.0 version we choosed the wordpress platform with different plug-in
options. More information on word-press you can find here: https://wordpress.org.

4 Reinhard Koenig & Sven Schneider. “Evaluation of systems for video-based online teaching: Create your own
MOOC or SPOC,” proceedings eCAADE37 /SIGraDi23 Challenges — Education and research — volume 1,
(2019): 110-116, accessed april 13, 2021 doi:10.5151/proceedings-ecaadesigradi2019_060.

5 In the Encyclopedia Britannica, “Atlas” is described as one of the Titans in Greek mythology, son of
the Titan lapetus and the Oceanid Clymene (or Asia) and brother of Prometheus (creator of humankind). Atlas
was one of the Titans who took part in their war against Zeus, for which as a punishment he was condemned to
hold aloft the heavens. In many works of art he was represented as carrying the heavens (in Classical art from
the 6th century BCE) or the celestial globe (in Hellenistic and Roman art). Gerardus Mercator (1512-1594), a
Flemish cartographer, made a series of publications with the intention describe the creation of the world and its
subsequent history with a dedication to Atlas. This Atlas—the term still used to indicate a collection of maps—
became the term to describe a systematic collection of ideas and images. Accessed April 28, 2021.
https://www.britannica.com/topic/Atlas-Greek-mythology and https://www.britannica.com/biography/Gerardus-
Mercator.

6 Ulrich Keller, “Visual Difference: Picture Atlases from Winckelmann to Warburg and the Rise of Art History,”
Visual Resources 17:2 (2001): 179-199, accessed april 12, 2021 doi: 10.1080/01973762.2001.9658588.

7 Hubert Locher, “The Art Historical Survey: Narratives and Picture Compendia,” Visual Resources 17:2 (2001):
165-178, accessed april 12, 2021 do0i:10.1080/01973762.2001.9658587.

8 Ching, Frank. Drawing: A Creative Process. New York: John Wiley & Sons, 1990.
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INTRODUCTION

Experiences with emergency remote teaching in 2020 have motivated a broad re-examination of
teaching and learning practices including, for studio education, that longstanding staple, the studio
critique. Sudden changes to learning caused by the COVID-19 pandemic have accelerated our
knowledge of online learning possibilities. Rapid experimentation has taken place and we have
discovered new ways of working. We are now entering a more reflective, transitional phase, asking
deeper questions about the future of delivery and looking to issues of course design including the
integration of more flexible structures to guarantee the future of courses. This paper offers a
contribution to the exploration of blended learning modes for studio education with a focus on the
studio critique. The potential of online spaces for extending this signature pedagogy are discussed and
ideas toward guiding principles for integrating online learning modes are offered.

Art and design education has always utilised the most progressive forms of pedagogy; active learning,
collaborative models of inquiry and critical pedagogy.® Based on student-centered, experiential active
learning? studio teaching principles and methods continue to be of great interest to leading educational
practice and theory. Elements of studio education have been identified as developing the skills
necessary for contemporary transdisciplinary researchers,® and studio education fits the model of ‘a
pedagogy of uncertainty’ described as necessary for taking on the challenges of a contemporary,
supercomplex world.* Continuing in this tradition the opportunity now presents itself more boldly than
ever before for studio education to contribute in an exemplary way to the integration of online
learning in traditionally face-to-face, social learning contexts. Examining online design studio
pedagogies, researchers at the Open University (UK) have commented that “Social learning
mechanisms represent one of the oldest and most natural pedagogies, and online studios, one of the
newest forms of human interaction, offer novel opportunities in which such learning can take place.”
What are these opportunities? How can they add value to studio courses? The following preceeds
from these questions with a central pedagogy in mind — the studio critique.

Based in complex humanistic interactions, the studio critique initially presents as one of the least
transferrable to an online setting. The disconnected, virtual space of the online environment appears to
be no substitute for the in-person, real time experience of a traditional studio critique. There is a level
of natural intimacy essential to the kind of discursive conversation that happens in a face-to-face
critique that simply cannot develop online. The start of the 2020 academic year made this plainly
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clear. At the same time, the pivot to online learning also exposed new opportunities many of us had
not previously imagined and raised afresh critical questions of this enduing curriculum component
and its future development.

EVOLUTION OF THE STUDIO CRITIQUE

Research has located a number of pedagogical difficulties as well as benefits with the traditional crit.
Calls to evaluate its pedagogical value and to restructure its form have been forthcoming for some
time.® Students frequently report on the anxiety, fear and nervousness experienced in the art/design
critique. These negative emtions can contribute to an inability to learn from the feedback given.” It has
been reported to be a predominantley teacher-centered method® with an uneven power asymmetery
between staff and students.  While causing anxiety, the crit also remains a highly valued learning tool
and a distinguishing factor of studio education which students appreciate.’® McCarthy’s empirical
research on the Design Crit recommends introducing new crit types rather than replacing the
Traditional Crit, which is valued stating: “Supplementing it with other crit types may increase student
skills and so reduce anxiety levels”.!! Similarly, Smith (2011)* recommends that alternative methods
are adapted alongside (if not in place) of the standard studio crit in response to the many negative
issues with it reported by students.

As a consequence of our recent unanticipated plunge into online learning many of us now have a
much stronger sense of how digital spaces can offer an alternative, viable crit type. Of course, e-
learning technologies have been available for decades now and examples of fully online and blended
configurations of art and design courses exist and have been successful. Pektas discusses the
opportunities and challenges of the virtual design studio reporting that blending a traditional studio
with online components enabled students to benefit from both methods.*®* With regard to the studio
critique, research has been emerging that illustrates how technology has the potential to supplement
in-studio experiences in ways that extend the pedagogy. Kulkarni, Bernstein and Kelmmer suggest
techniques for augmenting the physical stuido critique with online self-assessment, comprising
detailed weekly assignments, a set of rubrics students use to evaluate their work, an online submission
process to encourage students to look at each others work, and an assessment system combining self-
assessment and staff assessment.'* As part of a blended learning approach in stuido education Bender
and Vredevoogd demonstrate a project critique system where students submit design work online and
audio critiques are created for the whole class to listen to.™ Speech recognition software is used to
provide a written text of the critique and files (images, audio etc.) are archived and accessible
throughout the semester. This format maintains a permanent record of student work and participation.
loannou describes an interesting outcome of setting up a blended learning system for a design studio
course where, in the end, the students did the blending by choosing the degree of their involvement in
the various online/offline components offered. In this example studio blending is conceptualized as
being an “open set of resources and open modalities made available to students without prescribing
the manner or extent of their use.*®

The socially interactive characteristics of teaching and learning creative arts subjects have long stood
as a reason in the mind of many educators why it may be difficult or even impossible to teach these
subjects online.!” But recent mass experimentation through necessity has prompted more serious
interest, particularly in blended modes, moving us into a new stage of thinking and development.
Blended learning is said to be on the cusp of transforming higher education, described as “the organic
integration of thoughtfully selected and complementary face-to-face and online approaches”.*® An
approach to the integration of online modes that considers how the affordances of digital systems may
extend and expand the pedagogy of the critique feels close to the kind of thoughtful, ‘organic
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integration’ studio education may be seeking. The following ideas for guiding principles when
considering online critique components are based on my own reflections and analysis of emergency
online teaching contextualised within wider research. These notes are offered in the spirit of continued
research and debate and learning from each other.

IDEAS FOR GUIDING PRINCIPLES

Early stage formative events

Particular kinds of critique, related to particular phases of the creative process, may be more or less
suited to online events. Early stage, formative critiques, for example, (sometimes called interim or
process crits) are characterised by collaborative problem-finding, conceptualising potential directions
and alternative actions. They occur during the evolution of a project and focus on formative,
developmental feedback. Later stage review events (the ‘final crit’) tend to focus on evaluation and
refinement and are often summative assessment events. Writing about the online crit, Barber has
suggested that idea generation, where spontaneous, fast-paced, dynamic discussion takes place, is best
suited to face-to-face teaching but that subsequent concept development could be suited to an online
environment where ideas require some percolating and reflective consideration.*

The way a critique session is structured and facilitated will help focus the it in a direction that is
appropriate to its particular purpose. The early-stage critique, for example, is usually more conceptual
rather than visual, with the structure of critical dialogue quite different to later stage, evaluative
sessions. It’s open, diverse, speculative and informal nature may benefit from the flexible, intermodal
shape of online formats. In Marshalsey and Sclater’s study of the successes and challenges of moving
studio online students noted that online classes felt more informal than formal as a social encounter
and “saw their educators as peers as the hierarchy between educator and learner became less
visible”.?° This informality and breaking down of power relations may add to the success of the early
stage online critique.

Preparing quality documentation

In our online studio classroom, we quickly learnt how critical it was to prepare good quality
documentation of art/design work-in-progress to share on-screen. The considered use of photography,
screen-capture, video, audio recordings, drawing etc. to represent work is an important part of the
online critique experience. Good quality documentation, carefully designed to show work to best
advantage made the process of explaining and conveying ideas and providing feedback more efficient
and effective. The development of skills in documenting work for screen presentation and critiquing
digital images of art/design work in an online environment is valuable new learning for the reality of
future work and practice. In the art world, for example, artwork is often first judged digitally: as
images on social media or artists’ websites. Digital literacies, including communication skills in
professional digital spaces are also skills graduates will need in the art/design working world.

Intermodal communications

Online communications, with their intermodal combination of visual, verbal, and written
communication, have the potential to extend the way ideas are circulated during a critique and the
way feedback is received by students. Masdéu and Josep, writing about distance and blended learning
in the context of architectural education, note that different modes of communication offered by
blended learning offer learners the possibility of extended online discussions, complementing the
activities in the physical studio.> Comment posting and chat facilities (both synchronous and
asynchronous forms) offer the additional opportunity for constructing critical comments through a
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variety of means. As part of the live online critique format, for example, students and staff can utlitise
text-based systems for delayed observations and reflections in addition to more ‘instant’ verbal
commentary. Receiving feedback from tutors and peers in a variety of formats, archived so that it can
be returned to, is helpful for many students. The obvious benefit of recording live online sessions
offers students another way to access critique content.

The online crit also has the potential to offer a more even space for dialogue through the affordances
of intermodal communications. Stuart-Murray observes a common situation in the physical studio
critique where “tutors often sat at the front of the class, so eye contact was only made with the student
presenting. In this situation the student presented to the tutors, not the class. Thus the majority of
interactions occurred between tutors and the student presenting”.?®> The online crit does not encounter
these same spatial issues with its altogether different presentation of ‘the room’ as a flatter, potentially
more equal space. The work itself is often the centre of attention and many of the negative and
possibly debilitating emotions experienced by students in the physical studio event are reduced,
helped by options such as turning one’s camera off. The alternative structure and modes of
communication extend different opportunities for working actively and collaboratively, arguably
encouraging interactions between more staff and students. The opportunity to participate equally in
class has been recognised as an advantage of online learning. New research by social psychology on
the self-focused attention triggered by the self-view in video conferencing explains the sense of
heightened awareness of how one comes across in online conversation® and this may have an effect
on behaviour in these settings. Perhaps this increased access to self makes tutors more conscious of
themselves as potentially disproportionate participants in a critique? This may effect a change in the
way they operate, potentially supporting more even participation in online settings.

Asynchronous interactions

Linked to the previous point, a range of technology supported modes of generating and providing
feedback asynchronously can be built into the concept of the online crit. Students can post work
before the live online event allowing everyone to see the work in advance and prepare
questions/comments for discussion. Similarly, responses can be offered post the live crit, supported by
the digital archiving of work that allows it to be accessed at any time. Delayed forms of feedback give
students and staff the opportunity to process thinking and offer reflective comments. Barber notes:
“asynchronous discussion forums have the advantage of providing the time for reflection essential for
higher order cognitive thinking”.?®

Asynchronous interactions are a significant strength of this approach that can add meaningfully to the
in-studio/online blend. Learning management systems and dozens of other digital tools and systems
now provide the means to draw, write, annotate, link, record video and audio etc. as part of
contributing ideas and engaging in conversation asynchronously, extending the form of the traditional
single, closed critique event. Healy says of the blended crit that “Use of online resources and VLE’s
as part of the crit process can encourage student participation and feedback”.?® The developmental
quality of the early stage critique engenders the creation and sharing of research material that builds
on specific themes and ideas raised in group critiques. A further use of digital, asynchronous
interactions is in facilitating students with this collaborative research work. Using digital systems,
everyone can see the research material all of the time, can comment and discuss each other’s findings,
and construct their own meanings.
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Establishing norms and setting expectations

The importance of having met in-person prior to working together online was a lesson offered by the
unanticipated teaching situation of 2020. Having had the opportunity to make personal connections
and establish a sense of group culture was, in hindsight, critical to studio-based teaching online.
Creating a shared sense of purpose and understanding also proved essential. Discussing the use of
online modes for studio learning with students, sharing our ideas and expectations, and co-designing
our online critique/review sessions was important groundwork. Just as happens in the live studio
critique set-up work creates shared values and guides behaviour. For the online studio review this
includes discussing the nature of the form and how it is different to the in-person event; how the
affordances of the medium can be used to achieve something different to what we expect from the in-
studio critique. How we take practices of respectful, constructive and productive feedback into the
online mode, for example, and guidance on how to critique respectfully through writing and how to
receive written critique. Conanan and Pinkard found that a major implication for the design of
technology tools for critiques is that students should be encouraged to build and negotiate shared
norms to guide their practice of online critique.?” The authors suggest that staff explicitly engage in
discussion about the ways and purposes of critiquing online stating that “Shared norms could also be
established by providing interaction with experts who can model ways of critiquing and sharing

expertise”.?®

CONCLUSION

Face-to-face learning will remain the core of the project-based, dialogical, tactile learning experience
that defines physical, practice-based studio teaching and learning. What is also clear is that digital
technologies can support and extend on-campus experiences in various ways that offer important new
learning opportunities. Bender and Vredevoogd describe the use of digital media as “a logical addition
to the traditional design studio”.? The idea of supplementing in-studio learning with online
components has become of increasing interest to staff and students not as a replacement for in-person
formats, but for the ways it can add something new, something valuable to current practice.

This paper has focused on the studio critique, a core pedagogy in studio learning, offering ideas for
guiding principles as a contribution to the ongoing development of online pedagogy suitable for
studio.

In summary these are:

e  The online critique may be better suited to early-stage events where the focus is more conceptual
rather than visual.

e  Considered, good quality video, image and audio documentation supports the efficiency and
effectiveness of the online crit.

e  The intermodal affordances of online communications can extend the way feedback is given and
received.

e  Online asynchronous discussion forums offer the opportunity for delayed forms of feedback to
be part of the critique event.

e  Shared understandings of the nature and purpose of the online crit should be developed between
staff and students.

e  Guidance on giving and receiving feedback in the online crit environment should be provided.
What | have described here sets the online studio critique up as quite a different event to the physical,
in-studio critique. Studio crits already range in purpose and form and the online crit is no different in
this respect, other than it may be even further removed from the traditional crit, and offer additional
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learning not possible in the face-to-face setting. In this regard a change of name to better identify its
form and purpose may also be useful; ‘the online review’ already exists as one possibility.

The studio critique is evolving from a singular event that takes place in a certain space and time into a
network of events which happen across a number of sites, physical 