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Abstract

The processes involved in making places are not the

exclusive province of experts, but a set of natural actions

that belong to all people. Creating places for ourselves is
a natural, organic, and integral part of our work as a
socliety. The term ‘place’ .connotes particularised, human
settings, located at a specific site and reflecting the
geographic and cultural context.

Many people view the architect as a practitioner of an
esoteric profession that is understood only by the formally
trained. Architecture, which I define as the planning,
designing and crafting of our built environment, is a
subject for us all. No one needs to believe that they know
nothing about architecture. We each have at least a latent
awareness of our surroundings, which can be sharpened and
made conscious. Given some skill and confidence, people
can move from reticence regarding the shaplng of our places
to a more active role.

The goal of this work is to invite, encourage, and provide
some tools for teachers to promote awareness of our
settings, and active, responsive and responsible
participation in the shaping of our places. In no way do I
mean to subvert the practice of architecture, or to
encourage ill-advised, headstrong attempts to build or
rebuild our environment. I hope to encourage thoughtful
discourse about how our world might be, and more exchange
between the experts and the others. Fitting out our
settings can be an action not only FOR people, but BY the
people as well. :

The research question, based upon these goals and premises,
is: What is the nature and scope of an architectural
‘Primer’, designed to assist educators to encourage a
citizenry that is aware of our settings, willing to be
involved and capable of responsible participation-in the
shaping of our collective and private places?

To carry the ‘Primer’ idea a bit further, this approach to
place making is organised into learning experiences founded
on what I have come to view as the basics of built
environmental education: ‘the 3R’s’ of architecture. The
program encourages teachers and their students to:

1.RECEIVE - the messages of our environment, to
thoughtfully look, see, and consider what is

2.RESPOND - envision and shape what could be - with
growing confidence and capability
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3.take RESPONSIBILITY - at the personal and collective
scale to affect needed and appropriate change.

These 3R’s are as important to an educated person as are
the traditional 3R’s. We need to be able to operate capably
with all the R’s to maximise ourselves and our settings,
rather than abstaining from this decision making. This
document provides some supporting material and ideas for
teachers who want to encourage responsive awareness and
involvement in the shaping of our environment, particularly
in the secondary art classroom.

If architecture involves the human activities associated
with the making our places, and if we are accepting the
responsibility thus implied, then Architects ‘R’ Us!

iii




TABLE OF CONTENTS

B S T LA O T ettt et rs e s e £ £ et sr sttt ii
Table OF CONETENTS et ar et e s et st s et sttt sttt g st iv
List of Figures (I11lUuStrations) .iicice———————n viil
ACKNOWLEAGEIMETII L .t eee e srae s s st ne st seses s et ere s ems s st st ens s aenese et nenns xXiv
Preface/Dedication .............................................................................................................. e XV

CHAPTER 1 Statement of the Search..... erteeerenraeaetsaeetetanens

1.1

Infroduction - the searcher
Other searchers

Moving towards Architecture
Towards (and back to) education

Architects do have a place in the order of
things

An architecture process/product story

My professional stance’

Methods of investigation and exploration:
the analytical framework/generating process

A story illustrating the methods of action
research

Narrative - “First day back”

Analysis, Observations, Reflections,
Musings.. Theory

Action Research: how does this approach
impact practice?

Just what is action research?
Relation to the existing literature
Towards a persohal theory of practice

A new research context - towards a new
research question

So what am I curious about? - formulation of
the new research question




1.

Rationale for the research question: why 1is
this important?

So how will I move towards answering this
question?

Concluding real questions

CHAPTER 2 Educational Scaffolding.......esnnens 42

2.

N NN NN

1

0 N o0 o Ww N

Is there educative value in us1ng the 1deas
of architecture in the classroom?

Interdisciplinary connectlons
Approaches to learning

And what about Creativity?

Howard Gardner’s Multiple Intelligences
Right brain, Left brain

Transmit Transact Transform

Concluding observations

CHAPTER 3 Connection to broader themes of art and

AT O L @ O U T @ et eee e ee e ee s ereee s e erssesee s en et e e e s s ee s erere e

10

3.1 Dfawing to art, drawing to architecture,
drawing to action

“I can’t draw!”
“Yes, you can..”
So how can we teach drawing?
The first day
Loosening up
Each student needs his/her own sketchbook
How do others draw?
Can’t I just turn on the computer?

So do it

3.2 The design process

A story of how I erred and strayed
Articulating the Design Process

Bardach’s ‘eightfold path’




3.3 Phenomenology
Definitions and a clarifying example
How might someone put this into practice?
The phenomenological approach to research
The basis of phenomenclogy
The phenomenology ﬁépers

3.4 Sustainability

Is this an issue for the schools? In the
. artroom?

So do we really have a problem?
Students are beginning to show interest

How can students understand and what can we
do to learn and practice this approach?

First, the story
And finally, the advice

3.5 Community Action, Responsibility
Some people don’t have a place

So what does this have to do with the
artroom?

So what can we DO?

Global initiatives

Understand our local reality

Poverty — a definite culture

The poor are an aspect of our culture

Endnotes for the themés of architecture

CHAPTER 4 Architecture in the Secondary School Artroom..170
What is available?

AIBC architecture for kids guide

The British art educator, Eileen Adams

Ginny Graves

CHAPTER 5 The Primer.......oeeeereen. e 194

A series of lessons/learning experiences

vi




A note regarding adaptability of this Primer

A Cautionary Note Re: knives, guns and
potentially intense outcomes

- 1. mapping
2. home, imagined and revealed
3. redesign (frankly facadism)
4. doorways — a method of drawing interiors
5. sanctuary - within and without‘
6. family retreat
7. unpave ~ community process
8. community uplift - providing a refit
9. product design
10. travel to make art
11. the culture of poverty

12. the world trade center

CHAPTER 6 Outcomes and CONCLUSLONS. ..o 336
| 6.1 What the People Said

6.2 Self evaluation of the process and the
product of this work

6.3 Conclusions; possibilities..

Reference List ................... eeeeerese st se e se e se s e e s e ee s sssssers e snre s enessses e renns 3 1 6

vii




LIST OF FIGURES

Figure ' : Page
1 Hand tools.in The SO e s 22
2 The cycles of action research ... 24
3. The components of action researChunnn. 26
4 How we understand structure with our bodies......57
5 A complex, rhythmic building, student drawing.. 59
6 Drawing by a young man whose chief interest is

INterpersonal. s ettt et et 60
7. Drawings and explorations by students..... ol
8. Pages from student sketchbooKS..mn, 64
9.‘ The transmission POSITIiON - 65
10. The transaction POSITIONuui s 66

11. The transformation POSIELON icicesrirerrercerrcereicrereerereenereenees O 6

12. Architecture in the ClaSSYOOMuneisisesernnn0 9

'13. Collage of opening day sample drawingS....eoc.. 78
14, BUIilding SKETCHES . oo e 82
15. Trolley - 1lin€ draWiNGu i 82
16. Plan/section/elevation VIeWS.mmmmn. 83
17. Drawings of the Royal Art LOAge. ... 84
18. Facade of the Hotel del CoronadoO...cen. 99
19. The Royal Crescent at Bath, 1996 100
20. Rerial View OF BAth. . 100
*21. Dynamiting an unworkable urban project ... 101
22. The yellow HoUSE At ArLleS.n. 109
23. Some visual place STOYLi@S... 112

24. A ‘crude but evocative’ study model....ine.. 114

25. Perspective ‘how to’ drawings (Ching) ... 115
26. Caryatids — body @S SUPPOTT.mmcmmmmnsnns 116
27. Student model - twin PhENOMENA..imivecnans 117
28. Examples 0f the PO IV 117
viii




29.
30.
31,
32.
33.
3.
35.
3.
37.

38
39

40.
41.
42.
43.
44.
45,
46.
47.

48.

49.

50.
51.
52.
- 53.
54.
55.
56.
57.

Concept sketch for Central Philadélphia .................. 119
Prototype.concepts developed by Alvar Aalto..... 119
Conceptual sketch HongvKong, student sketch.../119
From image to reality - collag§ of sketches.....120
FUll SCAle PLlanSnneecssscimsesscnnssssssisssssssemse s rnes 121
Axonometric and plan SKEEChES oo 1 22
Axonometric ‘exploded’mmmmmmmmm;mmmmmmwmmmmmm;123
Poetic images of Leonardo da VinCi.... 123

An evocative camp Shelter . L2

.Collective notice bOoard. .. oeeereeseesesamses e seseeseseens 129

.David Rousseau’s practical guide....immon.. 136

C.K.Choi BUllding s 138
CMHC pamphlets - readily available.....in......140
Seabird Sustainable Coﬁmunity, the Roundhouse..155
CUDAN PUBLLC AL Termrmremesrsmromsmersmoms s 1 56
Photographs from the Downtown Eastside...... 158
Excerpt from Taxi, a local newspaper.........159
Feature article —vdesigners for the homelessm;l60

Collage of Pattern Language excerpt and homeless
PETSON S1EEPING e iteirses e e eee s sserrs ssssesonss 161

Collage of cover and pages of the AIBC Resource

The built environment education books by Graeme

Collage of pages, books of Graeme Chalmers.......179
School Portraits (BAAAIMS) e cieseseneeeessseeeans 185
Photomontage showing positive change (Adams)....187
CUBE home page........ A 191
Students using Exacto KNiveS...mcmom. 1 98
What is wrong with these pictures?.... e 201
Part of the scrap COlleCtiONu e 201
Student USIing @ glue QUi 202

Chalmers.... e errerveesenasens et v et erereretetoretrt st e antees et et et s et ast e sereas s bandaearn 178'

ix




58.
59.

60.

61.
62.
63.

64.
65.
66.
67.
68.
69.
70.
71.
72.
13.
4.

75.

76.
7.
78.
79.
80.
81.
82.
83.
84.
85.

86.

The PhOLO STLIP e esnsesssssssnsenns 2. O 1

A composite of snapshots one would see..... 207
The work of another gifted student......e.......208
Example - pushed off from the obvious format...208
B GTAAE 8 DOV ueeoomssessoessms e emsss e sssss et s ssseseeoe 209
An unusual sci-fi interpretation of the
ASSIONIMEN L ettt sttt sas e s 209
A student from Afghanistan . 210
A highly motivated student’s model.....inn 210
One of the senior students caused a stir....... 211
Low relief and 3-D IeSPONSES.mnn. 212
‘Danica Phelps — MAPDIiNGu e 214
Miéhael Landy - mappingWMmMMWmMWmMM: ................................ 214
Alex MOIXYriSON — MAPPINGuimimisismommsirs 215
Tnuit artists — MAPPING e 216
Plan, section and elevation VIEeWS..caeconen2 18
Two sketches of a student’s home...icncn 221
Two sketches of a student’s home - apartment... 222
A beautifully sketched housSe...ien 223
Some developments of the home image.....nn..224
Reworked elevations of a ‘Vancouver Special’....226
_Renovated home... e, eerteeasetitesests s stnsh s st eatar b s ersanmese e nen s s erasennese 227
Collage Of faACAAES. et sessb s ss s senenns 227
Low relief facadesS...mmmnn. eerrsnaee s e e s 228
MOD 1 L . iivrncrnsrerescnseneeoninis reermeas e sm e 229
Student at the schoolhouse dOOT...niines 230
Study of 'the sSChOOl ENt IV 231
Reworked entry doors for the SCROOL e 2 32
Elevation of the schbol as is, and as it




87. The view through a classroom door, and through
the entry AOOT s 236
88. A simple view through a classroom doorwaym; .......... 237
89. View into a closet (€t ChING) e 2 3 8
90. Views Of @ LOOMuimiisssssiss s rssn e 3 9
91, VieW OF @ KitCRENammimimmmmnnessessssssssosssesssssensessns 240
92. Through a doorWaymmm;mmmmmmmmmWMNmmmmmmmmmmmmm24lv

93, Interior drawiNgS. i 242
94. Two mandalas (25% of original S1zZe)..n. 244
95. Sample pages from A Pattern Language€.......e..245

96. George Bernard Shaw’s sanctuary (Tiny Houses)..246
97. Student worksheet prepared for this project..... 247

98.3imple conventions for drawing plans......cecew...249

99.Sample preliminary sketCheS. e 250
100. A wOrking-modelMMWMMWWWWMWNmmmmmmmmmmmmmmmmmMZ51
101. Model made with love and Car€..an... 252
102. Human scale examplesS.... . revemtereasaeneesserneae 252
103. Plans and a partial model...ees 253
104. A rendering of a sanctuary..... ertereute et se b e s aa s sese 254
105. Examples Of Models. e ennes 255
106. Sanctuary for a SOCCETr Player . 256
107. A theatre/SANCLUAT Y. esssessesssissasssessssssmmessessssssnss 256
108. Pool tables and giant screens figure
promlnently ceerterne s sr st e sr bbb ettt st e sn e ere e B D O
109. TAEAl DEATOOMS .oomsmssmsmmssesememssessssseseses s 257
110. At the DeaChai s 258
111. Anonometric drawingMMMmmmmmmmme ....................................... 258
112. Examples of bubble diagrams....eo. 262
113, 3-D bubble diagramS. i 2 0.3
114. Simple presentation models........ ceeeeer it 264
115. Presentation MOAE L. sisasmsssssssssessnes 265

116. Model viewsmmmWWWMMWMW4WWWWWMNWWNMWWMWMMMmm,W266




117.
118.
119.
120.
121.
122.
123.
124.
125.
126.
127.
128.
129.
130.
131.
132.
133.
134.
135.
136.
137.
138.
139.
140.
141.
142.
143.
144.
145.
146.
147.
148.

MOAEL VI @WS oo essessssss s sssssssss s sessssnesees e
Excérpt from an ArtilCLleE et
A simple preliminary S o) s W
Student at work on the paved area. ...
Drawings and full scale plans on pavement...
Students wWorking together.. .
The sanctuary garden in Skidegate..n.
The design she@t. it
L O K BT S ettt stb et cre b e s st b e
Locker painters at work and some samples.......
EMbellished lOCKE IS incsrirsisemesssssssrsssssssmesmesees
Sample mural approval drawihg; ............................ I
Sample mural proposals and a painted mural.....
The completed’ SCrapbOOK et
Public art"WWMMWmmmmmmmmmm; ........................................................

Art students painting SeLS.ieees

Chaiy @S I sssesesss st st sss s ssssenssrseesns S .

Designed (03 7= U I o< OO OO O VOO RSOOSR
Inquiring into chair desighu.
‘Annotated AiagLamS’ i ianses s sssesesssesssens
Profile of an intended recipientu .
Simple axonometricC drawingu...ccosoceo. S
(0 ¢ = B 5 o= S OO SO T OO TR T OOV
Collage Of CRALITS. et e st ses e nsersrs s senasens

Chaillr €Xhib it iONa s sssssesrsressssssons S .

T MOTE  CRA LTS e ams et s siss st e cesense st s

Collage - design to exhibitioN..m.
Toys and‘gifts .............................................................................................
Cars that are kind to the planet..n..
..and some evidence of researCh.oocv.
BNAZZY ECOTCAY Suriiriiiin s sssssse st s st sassse s basssesonssessssssssses

A new form of transportaltioNu..ci———.

xii




149. Green bicycle and fantasy Car..eene. 308

150. Pennsylvania birdhouses and ‘barkitecture’.. 309
151. Big réven painting ................................................................................. 310
152. Outside the Carava. . s 311
153. Brochure material re: Emily Carr.amin.. 312
154. Sketch of Emily Carr’é caravan - plan view....313
155. Sketches of a student caraval..oooon.. 313
156. Collection of student models: CaravansS......... 314
157. Emily Carr landscapes used as mofivator .................. 314
158. Windows onto selected landsSCape....cocecn. 316 |
159. Strips telling the day in a lifeann. 319
160. Drawing of beds in a shelter....ion 320
161. Reduced examples Of pPlaNanie—. w321
162. Plans and model for 8 SNELEE oo 322
163. Designs for shelter beds: drawings, models.... 323
164. Designs for street dwellerS.eienes 324
165. Worksheets and models of ideas...ne, 325
- 166. Students at work in CalimMete.. i 327
167. Vancouver School of Theology ‘Perspectives/ ...... 328
168. Reprint of news: Daily Telegraph...... 329
169. Program Sheet... s et et seees 330
170. Diagram of skyscraper profilesS. .., 331
171. The WTC St s ss s sns s sss s s stssnes 332
172. Collage of responses to the>question ....... et ennn 333
173. Liebskind pPropoSal. e —— 334
174. News article, The Vancouver SUN....ceiveo. .. 335
175. ENvisionNing PlaCeS. o S 375

xiii




ACKNOWLEDGEMENT

I am most grateful to my students - we grow together and
they keep me curious.

Thank you to:

My Committee - Dr.Graeme Chalmers, Professor Joel Shack,
School of Architecture UBC, and Dr.Freda Pagani, UBC - all
busy people who gave me the gift of their time and
expertise.

My research friends, colleagues and associates who agreed
to read this document with a critical eye and make
‘suggestions:

Dianne Coulter - school administrator and fellow student,
who inspired me with her courageous thesis, written at the
same time as this one, and her generous comments,

Susan Viccars - art teacher/colleague - and co-adventurer
in artistic and educational pursuits, who gave me solid and
practical advice and encouragement,

Marian Schellenberg - graphic designer, teacher and artist,
whose suggestions and commentary were unfailingly astute,

Marnie Tamaki - colleague in both architectural and
educational practice - energetic and inspiring co-
participant in many ventures, including this one,

Mary Ann Green - designer and builder extraordinaire, whose
insights keep me honest and alert to the practical
realities of life. ' '

Xiv




PREFACE/DEDICATION

This work is dedicated to the memory of my father, Richard
Thorne Nesbitt, who lived in our family home on River Road,

Sunbury, for more than fifty years.

My father was an architect in what I have come to
understand is a true sense of the word. Not formally
trained in architecture, though the recipient of a high
school ‘training’ in art and industrial or manual arts
typical of the 19*" century ideal, he thoughtfully designed
and then built with care and great self-taught skill, a
house for his family-to-be. It is a small, modest house -
quite unique in its simple elegance and stout construction,
and it turned out to be very well tailored to the needs of

his family. Other families thought it would be well-.

suited to their needs as well. I can remember all through

the years I lived in that house, people came to the door to

ask if it wds for sale, or might possibly be available in
the future. I rent it out now that my parents are both
passed on, and the minute the ‘For Rent’ sign goes up on
the tree, I am flooded with calls. The ‘For Sale’ sign

will likely not go on the tree in my lifetime.

My father had been born in an architect-designed house six
miles away from his home on River Road. He once described
his first home to me in minute detaill, while I drew it in
plan from his words. (Perhaps I had inherited some of my
father’s innate capacity to visualise - this is an ability

that can be develbped with practise and awareness even
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without the inheritance.) I had seen the house once, from
‘the front porch, just before it was demolished to make way
for Douglas College, but I went inside only in my
imagination. It was a lovely house, also beautifully
fitted to the needs of the family; it seemed that the
architect listened well, and my grandparents seem to have
been confident and articulate clients, who understood their

needs and their context with some surety.

But somehow I am very grateful that my father took matters
into his own hands. (It occurs to me only as I write this,
the house was built in the last two years:of the ‘great’
depression — my parents moved in only days after war was
declared in 1939. That perhaps explains why an architect
was not consulted, but certainly does not diminish the
simple beauty of the house or the accomplishment in any
way.) For whatever reasons, my father was clearly not
willing to be paralysed by a lack of certified professional
expertise; he made his plans and got on with the job of
construction. Perhaps his example is one of the reasons why
I value the idea so highly that we are all capable of
participating, at least to some degree, in the deSign of
our places and settings. This idea formed a critical
foundation for my own practice as a registered architect.

I considered my clients, to the degree that they were
willing, to be key'participants in the architectural
process. As a student, a professional, an interested
citizen, and as part of a client group in two large and
dear-to-my-heart projects, I have unfortunately seen that
clients are not always viewed as allies in the

architectural process.
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I believe from my gut and heart and head, fuelled by real
experiences both positive and negative, that the making of
our places, 1s not the province of registered professionals
alone. I am always optimistic about the potential of the
expert to enrich, and where appropriate, guide the process.
But I posit that, however much experts have to contribute,
in the best of all possible worlds the non-experts, the
people who will inhabit the places, such as my courageous
and determined father, and all people who receive the
messages of our environment and are moved to respond in-a
responsible way, will enrich the process a great deal as

well.  In that sense, ARCHITECTS ‘R’ US!

Txvii




CHAPTER 1 Statement of the Search

1.1 Introduction - the ‘searcher’

I grew up beside the Fraser River, near the mouth of it, so
the tide came in and the tide went out the way tides do on
seas but not usually on rivers. This was important to me
as a child because when the tide was out, I had a lovely
beach, almost flat, all to myself, where I could draw
creations that would last until the tide came back in. My
favourite project was to draw house plans, full size, and
then dwell in the house until some event - lunchtime, or
the incoming tide, caused me to move on. These fifty years
later, I still recall some of the homes I drew. And most
particularly, I recall the joy I felt in creating these

elaborate and highly articulated fantasies.

I felt fortunate, as a child, to have a father who knew how
to make a tipi out of poles tied together with stout rope,
and covered with the ‘indian blanket' from our car -
typical of the forties - a generous sturdy thick flannel
rug stamped with zigzags and other repetitive patterns and
done up in earthy ‘primitive’ colours. The tipi was the
envy of my friends, and a lively addition to the
architecture in our community when it appeared on our front

yvard in the summertime.

I was not overly thrilled to learn that my father had
designed and built the home I grew up in. My assumption

was that the fathers did that sort of thing. The mothers




seemed to get to continue the business of homemaking
thereafter - refining, adding grace notes, and maintaining
the house so it was indeed a home. Although I see these
actions as natural but very enterprising architectural
action now, as a youngster, I was able to take this
activity completely for granted. My father formed the
intention and then completed thelaction of building a
‘house. Yes, of course. My mother made the house
beautiful, and the lawn and gardens'all around it lovely as

well. But naturally.

Nobody was hired to make a place for my family; Richard and
Sally, typical of all moms and dads, I assumed, made our
home, and then we lived in it. And I was invited to
participate in the process of place making, in the fullness
of time. Whén my father set to finishing the upstairs room
to make a bedroom for me, I was able to participate in the
critical decision making processes. The question I
remember with most pleasure: what Shape would the valence

over my new closet door take?

I designed a tricky line indeed. Fdrtunately my dad had
gone through the art training of the twenties and was as a
result, very capable in geometric drawing. My godfather, a
boatbuilder, helped by cutting the five foot valence out on

his bandsaw.

I got to choose what colour everything would be painted and
agreed with my dad’s idea that two shades of rose (with

darker rose where shadows would naturally fall in the nooks




around the chimney that ran through my room) would be
lovely. He asked me if I would agree to that! Moreover,
my father let me éhoose the tiles for the floor of my tiny
bathroom - and I chose a quirky combination of maybe five
different patterns of tile that delights me, and somé
othérs, to this day. That pattern is still on the floor
theSe fifty years later. After a spirited debate with my
mother, who wasn’t quite as liberated about children’s
rights as my father was perhaps, I got to choose the
curtain material as well - a strange evocative geometric
Creation that gave me hours of meditative pleasure over the

years.

Although the limited scope of the design process involved
in fitting up a young girl’s bedroom may not generally
recognised as ‘architecture’, I would argue that it is

architecture in the simplest sense.

I trust the good Gage Canadian Dictionary, and believe that

in our use of language, culturally agreed upon definitions
must underpin our communications. Gage tells me that
architecture isﬁ 1. the science or art of building; (I
would say science and art),'the_planning and designing of
buildings, (all the work that takes place before
construction begins) 2. a style or special manner of
building - eg. Greek architécture, 3. construction, (the
crafting of a building) and 4. a building or structure
(the result of the process). In my personal lexicon and
for this document, the word architecture is interchangeable

with place making, or, as product of the proéess, as the




place that results from the act of place making. I see
this in the same spirit as Gage’s definition. The word
‘place’ connotes a particularised setting for human
activity, conceived and realised as a response to
environmental and cultural requirements and context. I
recognise that different shades and depths of meaning may
be assigned to these words by others - for example, an
architect whose life has been devoted to the more esoteric
pursuits of his or her field, or someone who is frightened
off by the esoteric connotations of the word
‘architecture’.. (The same could be said for the standard
definition of ‘teaching’ és opposed to a practising

fteacher’s richly emotive response to the word.)

Although a young girl’s private space/bédroom/sanctuary is
not serious Architecture by any stretch of the imagination}
it serves as an exaﬁple of place and place making from
which important principles can be derived. And I can vouch
that for me, and for my family and associated others, it
was both an important process of planning and design and
crafting, as well as a place of delight. If the making and
dwelling in such a simple but meaningful setting is not to
be construed as important enough to be termed architecture,
then I would questién the word, not the process or the .

product in this instance.

As a person fortunate enough to have been invited to
participate in the making of my own place in my family
home, I was amazed to discover that some people feel

unequipped or unentitled to make even the simplest efforts




towards individualisation of their space. Such concepts as
‘paint it beige for resale value’ and the ‘speculative
housing market’ and even ‘colour codes in the subdivision’
‘and the ‘turnkey developmént’ caused me to feel sorry and
sad when I discovered their existence. Sure not everyone
has the time or the inclingtion to build a house, or even a
cake for that matter, from scratch, but I find the notion
that bland = beautiful, purely for the sake of conformity
or to maximise resale value, to be a frightening indictment

of our society.

Other searchers

Hurray for Gertie, who paintéd her kitchen ceiling Chinese
Red in 1951 - even though my mother declared that she stole
the daring colour scheme from her. My mom had been
considering the idea, had mentioned it, and discarded the
scheme with some relief when she saw Gertie’s place. Hats
off to Lewis and Anders, who built themselves tiny shacks
at the edge of the Fraser - totally tailored to their
needs: small, easy to care for and .located precisely where
they wanted to be. And kudos to the developers of the
first subdivisions that sprang up in our rural area. There
were six or seven house patterns ﬁsed; some plans were
flipped to increase variety all the more, and the
purchasers had input into the finishings, producing a quite

natural looking, varied neighbourhood.
Moving towards Architecture

I didn’t consider architecture as a career when I finished

high school. It occurs to me now that I was only dimly




aware that trained architects were operating in the world.
Wasn’t designing what the dads did? Once at university I
met a tableful of architecture students. All male. The
whole school, except for one teécher, was male at that
time. Pretty wild bunch too. It never even crossed my
mind to study architecture. Because of my gender I wasn't
even allowed to take Drafting‘in high school. Even with my
encouraging background at home, it never occurred to me to
go to architecture school. I became a teacher,
specialising in art and language arts, and started my

practice as a teacher when I was still a teenager.

Time to compress the tale: After six years of teaching, and
several more of studying education, I realised a need to
investigate what else one might undertake in September
besides entering some institution of learning. I went to
the north, and by happenstance, acquired a small lot. I
dreamed numerous house plans for nights and days after the
land purchase, and on about the tenth night dreamed a plan
that might be simple-eheugh for me to build. (I had
decided to try to build myself a home, reasoning that .
because I was skilled at sewing, the same general |
principles should apply in the manipulation of wood and
metal as in cloth fabric.) So I did start building, and so
a tiny, essentially well-tailored home eventually emerged,
and so grew in me the desire to study architecture, and
carry on with this very satisfying process. Perhaps
because of my early background, I considered architecture
to be ‘a natural operation: the planning and designing of

places for people. In study and practice, I learned that




‘architecture’ has a rich meaning indeed, but the simple

definition still works for me.

Architecturé is intriguing to ﬁe, especially in its broad

. social and artistic implications; the technical and
eqonomic aspeéts of contemporary architectural practice
fascinate me somewhat less. After more than ten years of
~quietly successful but not earth-shaking practice, I began
to notice that I was feeling jealous.of the teachers in the
schools I had spent so many years as an architect working
to replan and reprogram, renovate, design or add onto. I
realised that the final years of my working life could very
happily be spént in the public school system as a teacher,
and I took the necessary stéps to return to the classroom,’

with my expertise as an architect very much a part of my

educator’s toolkit.

I recount these personal stories as an example of how I
came, over time, to recognise in myself the capability of
impacting my surroundings. Buoyed by little triumphs, and
a growing awareness of the‘environment in which I moved, I
was increasingly able to give myself the permission to
declare my interest in and willingness to make a mark on my
surroundings. There are many ways to come to recogniée
oneself as an aware and responsive and responsible dweller
in our own context. One might also recognise that traﬁel
and study of other places helps to sharpen our ability to
see and understand our own as well as other settings.
Involvement in projects at the micro or macro scale gives a

sense of what might be possible and how those possibilities




might be realised. Viewed from this perspective,
reflection upon personal experiences may well yield the
recognition that we do have something to contribute, and
indeed, have likely contributed in some real ways already‘

in the shaping of ourlplaces.

Towards (and back to) education

In order to become familiar with current thinking and
practices, I enrolled in a program designed to‘Help
Educators Access a Return. to Teaching, the H.E.A.R.T.
program at Simon Fraser University. This excellent course
of studies enabled me to return confidently to the
classroom, and enabled me to consider the nature of my
contribution. I owe a great deal to the art teacher with
whom I worked in the lengthy practicum at Killarney
Secondary School in Vancouver. Neil Prinsen is a treasure
house of ideas‘and expertiée, and he shared generously with
me as he has with a generation of student teachers in his
classroom. He inadvertently caused a ‘click’ in my head
that has helped focus my intentions for this study. One
day, during one of our many stimulating and rich
conversations, this sophisticated and highly skilled art
educator made a statement that resonates with me' yet. Neil
said: “I don’t know anything about architecture.” He
wasn’t trying to be cute. (Donna Sheh, ancother art
educator who servéd as an.outstandihg Faculty Advisor fdr a
recent student teacher in my artroom, said exactly the same

sentence to me in March, 2003.)




' So what did these educators mean by this statement? I know
that they both knbw much more than they claim about
architecture. Perhaps the term ‘architecture’ has a
mystique that makes even the most sophisticated among us
shy away from recognising our own understanding and
efficacy. Perhaps the concept ‘architecture’ needs to be
de-mystified, if indeed we tend to think of architecture as
an esoteric profession, reserved for the experts alone.

The non-experts (and maybe some of the experts as well)
need to gain access.to what it is we all.know, our tacit
understanding of our environment and our requirements, so
that we can operate together effectively in the process of
place making and inhabiting our places. We can move
towards a sharpeﬁed awareness of our surroundings, learn to
respond to what we see and what we need and what we might
change, aﬁd we can find and grow in.ourselves the
confidence and skills to actively and responsibly

participate in the shaping of our designed environment.

Architects do have a place in the order of things

I recognise that the insights gatﬁered and ‘developed in the
course of my architectural education, internship, and
practice as a registered architect put me in a somewhat
privileged position to operate as a place designer and
place maker. I would never minimise the effect of a
wonderful set of growing énd learning experiences,
particularly in the M.A.S.A. graduate level (Master of
Advanced Studies in Architecture) of my formal education at
the university. And the internship program and daily
practice as a professional enabled me to experience a wide

rahge of challenges, which increased my expertise well




beyond the scope‘of an average layperson’s architectural
ekperience. I had the opportunity as well to inveétigate
‘ways to involve clients (building users) in the design
process. Particularly in projects involving schools, I was
able to work closely with school communities in the
conceptual and design stages of their project. It was
especially gratifying to see how students, as well as
teachers and administrators, were able to contribute
thoughtfdl and reasoned commentary regarding the existing
situation, and imaginative speculation regarding what might
be possible. They seemed to eﬁjoy being asked for this
input, and perhaps discovered; in the articulation of their
ideas, that they knew a great deal about architecture.
Unfortunately, budgetary considerations did not allow for
much post-occupancy evaluatiQn, but I hope that where input
was actually manifested in the building, the school

community recognised their input.

I acknowledge that clients and their projects can often
benefit greatly from the inclusion of professionals who
have a rigorous background and a wide range of experience.
But I also know that architectural decision making can be
shared amongst the trained architects and the other natural
repositories of architectural understanding - the ordinary
people who spend most of their lives in and around the
depigned environment. I think in some instances,
architects find the sharihg of decision making to be a
 mes$y approach, complicating an already very complex
précess. It seems that architects are perhaps not always
trained to draw out the taéit understandings and the

visionary potential that resides in us all to some degree.
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I think that often people conclude they (know nothing about

architecture’ and therefore shy away from participating in
the processes of place making. And I recognise that people
who do not choose architecture as their profession can
still contribute a great deal to the process of place

making, if they are given some basic guidance.

The goal of this document is to suggest to teachers,
themselves likely to be untrainéd in the architectural lore
of our culture, how they can'help themselves and their
studehts to become more aware inhabitants of the designed
environment, and more confident and responsible

participants in the process of place making.

The Primer consists of teaching/learning experiences that
are based upon what I have come to think of as the three
basics of architectural necessity; We need to receive and
be aware of what exists in our surroundings. We need to
feel entitled and inclined to respond to that increasing
awareness, and to act with prudence and care and
responsibility - in the understanding that our actions can
have a profound effect, for good or ill, on our

environment.

The program outlined in the Primer encourages teachers and
students to be clear about these components, focused upon
singly or all at once. I have come to call these elements

the 3 Rs of architecture:

1. RECEIVE: to look thoughtfully and to consider our

surroundings with attentiveness and wonder. This is
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in marked contrast to taking our settings for granted

which, I think, is a common stance.

2. RESPOND: to envision and shape what might be -~ with
confidence and capability, based on the clear

awareness of what exists.

3. take RESPONSIBILITY at the micro and the macro
scale to affect needed and appropriate change. This
change will be based upon values that évolve in the
course of our lives, and which can be developed and
clarified as a result of a thoughtful educational

process.

These three Rs are as important to an educated citizenry as
are the traditional three Rs. We all need to be able to
operate capably with all the Rs to maximise ourselves and
our individual and shared potential. And when ordinary
inhabitants and experts can work together to create
settings that reflect our needs and optimise our lives,
then we can say with some confidence that architecture is
not the esoteric constituency of the trained few, but that

j
Architects ‘R’ Us.

An architecture process/product story

A couple with whom I was only very informally acquainted
ihvited me some years ago to their home on Haida Gwaii to
discuss the prospect of designing a home for them. They'
were preparing to retire, and wanted a home to grow old in.
When I stated my operating mode in the initial stages of
our work, I felt some strong resistance from the woman of

the house. (It was she who had initially suggested to her
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partner that I be consulted.) As an architect, I believe

my job is to participate in the design process with those

who asked for my help, but not to provide the design
singlehandedly; We had a number of lengthy conversations
~about the dream home that was forming itself -in our minds,
spending hours discussing what might take place in their
new home, and what special requirements would need to be
provided for. Only after mahy hours of easy discussion,
during which I would make visual notes to share with them
what form their ideas might actually take, did the woman of
the household explain her resistance to the notion of

participating fully in the design process.

It seems that many years before, in a similar manner to
many of us in Haida Gwaii who had tried to build a home,
the woman and her then-partner had built an immensely |
disappéinting structure. She felt the effort had been a
dismal failure, with respect to both space plannihg and
structural integrity, and a waste of their precious
~resources. She had decided, this time, to engage an
architect and to thereby insulate herself from another

potential disaster.

Of course, when I realised the reasonsvfor her earlier
reticence, 1 was able to reassure her that together we
could find a well-tailored and sturdy setting for herself
and her current life partner. And I recognised that my
training and experience both in academia and in the rural
setting and in architectural practice had fitted me well

for this task. I had lived in Haida Gwaii for many years,
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eyes wide open much of the time, and I love those islands.
I claim some understanding of the genius loci, as Christian

Norburg-Schulz calls the spirit of the place.

The result of our collective effort was a lovely house in
Tlell, Haida Gwaiil, reminiscent of the simple and primitive
forms built by cannery owners along the coast, lovingly
built, and now lovingly maintained. Several years after
the house was completed, the owner wrote to me to say how
happy she and her husband have been in the house. She added
that the money they spent to involve me in the deéign
process - but, as it turned out, not to hand over the

procéss to me - was the best money she reckoned she had

ever spent. Obviously, there is a place for thoughtful
architectural expertise in place making. But just as
obviously, there is a place for us all in the process. We

all need to make our imprint on our settings and the
insights.we all bring to the design process can add to the
value of our made places. I doh’t think that the joys of
place making should be reserved for the ‘experts’. Perhaps
an essential skill of the experts is to find ways to enable
all relevant participants in the piace making process to
contribute to the vision and:its manifestation - to bring
alive and active the latent knowledge we all must collect

in the course of dwelling in place.

Christopher Alexander, architect and builder, professor and
researcher, and author, with his colleagues, of The

Timeless Way -of Building and A Pattern Language, sees

architecture as a natural part of human action as well. He

!
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states the belief that bringing a building or even a part

of a town to life

is a fundamental human instinct.. the desire to make a
part of nature, to complete a world which is already
made of mountains, streams, snowdrops, and stones,
with something made by us, as much a part of nature,
and a part of our immediate surroundings.

Timeless Way of Building, 9.

Although Christopher Alexander and his colleagues
acknowledge that trained architects have ‘the desire to
make places at the very center of their lives’ (ibid) they
think that everyone shares that desire to at least some
degree. They hold the belief, furthermore, that people
should design for themselves their own houses, streets,
communities - based upon the observation that most of the
wonderful places of the world were not made by architects,

but by the people.

A Pattern language describes this attitude toward

architecture or place making, and provides, unsurprisingly,
patterns - often of an archetypal nature - to guide thié
action. The patterns are predicated on an understanding of
successful places and infer the transference of that
understandiné to guide place making. While I would agree
that these)insights are prbfound and valuable, and would
also add that I referred to the patterns a great deal in
the course of my architectural education and practice, it
must also be said that many architects view these patterns
as overly prescriptive and even somewhat overwhelming. I
would suggest that if the people learn to be brightly aware

of their surroundings, the realisation of what exists and
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what 1s successful logically informs the response or act of
place making in a natural but perhaps more individualised
way. Further, I suggest that people can be taught this
awareness and confidence in the act of placé making, so
that they are freed to participate in this natural and very

satisfying action.

My professional stance

My background as an architect has relevance to my goals as
- an educator. It is not easy to summarise the goals of'a
person who has been moving about with some energy for as
many years as I have..But reflecting on my eclectic and
privileged,lifevas a teacher and architect, I might
articulate my personal stance some help from Walt Whitman.
Somewhere (source long lost) I found this statement and
copied it carefully as it resonated very deeply with me.:
He said: “All architecture is what you do to it when you
look upon it.” This touches squarely on the 3R(s I have
named and has helped to guide my practice as both an
architect and a teacher. I want to continue learning how to
look upon the world, and keep considering what to do about
our places in the broadest sense. And I want to enable
others to look upon our designed environment with interest,
energy, and délight, receptivity and active creativity, and
a confident sense of personal responsibility. This includes
the planet too, come to think about it. But this
éducational stance points me in the direction I envision.
We should not just sit by and wait for enlightened others

fo shape our settings. Architects ‘R’ Us!
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1.2 Methods of investigation and
exploration: the analytical
framework/generating process

The method of investigation and documentation that I have
used in this exploration of architectural concepts in the
secondary artroom is ‘action research’. Narrative accounts of
this type of educational research comprise a growing body of
pedagogical literature. This document is my attempt to share
insights gleaned in the course of my practice, using the

action research methodologies.

I include, as explanatory background to my experiences in the
artroom, a narrative report of my first work with this
research process to illustrate and explain the methodology.
The following Teacher-on-Call narrative report sheds light on
the action researgh process, and shows how theoretical
understanding can be derived from the cycles of action
research. In this example, as a Teacher-on-Call I constructed
and tested a working theory regarding the elements of
meaning, engagement and connection in the range of
educational settings I encountered. I have been able, from
that experience, to generalise some working principles to all

teaching situations.

A story illustrating the methods of action research

The following story serves to demonstrate the action research
investigation method. The story is built from excerpts from
a working journal I kept in 1998 as a Teacher-on-Call, which
was filled with reflections, in various forms, on my
practice. The inclusion of the narrative is based on the
belief, fundamental to my understanding of the process of

action research, that the persconal is universal; that from

17




our shared stories, we take what we can use and grow toward

the light together.

The story, which is specifically abbut a rather unusual and
somewhat unanticipated design class, also serves to reinforce
my notion that design - and specifically the process of
designing, {which we do all the time in the course of our
livés in one way or another), is interesting, meaningful and

engaging to students.

The ‘Primer’ - chapter 5 of this document, is intended to
share, in redﬁced narrative form, the insights I have derived
from a series of iterative attempts to bring the themes and
concepts of architecture into the secoﬁdary school artroom.
The Primer was built ffom the same type of research activity
as is this report of myvfirst attempts at action research, as

teacher-on-call.

Narrative - “First day back”

After a very prolonged absence from a classroom of ‘my own’,
I returned to the public school system as a T.0.C. - Teacher-
on-Call - in January,‘1999. I had carefully planned my return
to teaching - had completed the re-entry program for teachers
at SFU and begun graduate work in éducation at UBC the
previous year, and felt ready and willing to take on any

classroom situation.

The first assignment offered to me was to replace the
Woodwork teacher at a secondary school. I recognised it
would be inauspicious to refuse my first position, so at 6am
I agreed to do this - and managed to sound, I thought,
reasonably self-assured about the prospect, even though I

don’t think I had ever even been inside a high school

18 -




Woodwork shop. When I was in high school, I asked the
Industrial Arts teacher if I could take drafting. “No” was
all he said.‘It would have been ridiculous in that context to
have attempted.to enroll in Woodworking, as much as I wanted
to. Now I was going to substitute for a Woodwork teacher.
This was quite a lot to process before 6:30am, the first

‘morning after a lengthy hiatus from the schoolhouse.

After sign-in and key pick-up at the school office, I headed
off to the technical wing. After a few wrong turns, where I
tried to look ‘interested’ rather than ‘lost or ‘confused’ in
the maze of this large school, I found the correct general
area. I chanced upon a man, still in his overcoat,
struggling with the lock on a classroom door. He wanted to
know who I was, so I introduced myself and said I was
substituting for the Woodwork teacher for the day. His face
fell. 1In the jumble of his words, I caught: “you can’t turn
on the power - we’li have to have a study period - we don’t
do announcements until B block, so the class for first period
A block won’t come prepared for study!” (Oh dear. I hadn’t
thought about power tools - I think there was somewhat more
-emphasis on hand tools last time I looked into the
woodworking shop. - Furthermore, I had read in the T.O.C.
manual that if you are in a specialty area like gym - don’t
try to supervise tumbling without proper training, ditto for

the shops etc.)

When he did pause briefly, I explained that although I am not
a qualified Tech. Ed. teacher, I do have an extensive \
technical background as an architect, which was what prompted

the callboard to think of me this morning.

“This is Woodwork! - With POWER tools! - it’s going to be a-

total mess - like last time the teacher didn’t show up!”
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He suggested I send behaviour problems straight to the office
and they would deal with the mess there. I asked who he was,

and he replied, “The Principal” and stalked off.

I found the Woodwork»room and met two other Tech Ed.teachers
.who seemed dubious about my chances for having a nice day.
They warned me especially about the grade 11/12 boys of biock
A. They thought, if I were lucky, that most of the élass

would skip out when they saw a ‘sub’ was there.

The bell rang. The grade 11/12 boys arrived. Perhaps
powered by New'Year’s resolutions, they were quite polite
about the situation. I hadn’t been waiting this long to get
back to the classroom to let this opportunity fizzle, so I -
decided to see what sort of interaction we could generate. I
introduced myself, explained why I was there (technical .
expertise, but not the necessary paper to turn on the power)
and told them a bit about myself. I acknowledged thét the

situation was far from perfect.

We talked about architectural design and their projects a
little. ‘I told them they could go to get study materials if
they wished. Inasmuch as it was their first day back after
the holiday, there wasn’t all that much to study, so they
declined to take a trip to their lockers. I had been
expecting that they would be glad for the excuse to take a
walk, but they all elected to stay in the classroom. I said
ok - let’'s do a design project - I probably won’t be here
tomorrow so let’s try a quick design exercise or ‘charrette’.
Some of the boys had found something else to do in the shop,
but more than half of the class looked quite interested.

We started talking about chairs. We discussed designing a
chair for a specific character. We speculated about Homer

Simpson as a character and about how a design response could
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best be tailored to Homer’s needs and wants. They got the
idea and came up with suggestions both hilarious and, I
thought, quite appropriate for Homer. The Clinton/Lewinsky
affair was freshly unfolding, and some of their ideas for
other clients seemed to take a somewhat sexual cast. I drew
the line at allowing the ‘rape chair’ idea to be developed,
but recognised that the ‘affair’ was indeed an issue of
interest and concern. They seemed to feel almost obliged to
consider this hot news item. When they saw that I wasn’t
going to shy away from discussion of the presidential |
behaviour, they moved past sex to other considerations
quickly. I acknowledged their interest (like the rest of the
informed world’s interest) in the sexual/political news and

discussed it with them as matter-of-factly as possible.

Each student selected a ‘client’, wrote e short brief
including a list of characteristics of the client and
imagined requirements, and made preliminary sketches.
Throughout the class, the students maintained spirited
conversations regarding their collaborative and individual
efforts. The‘seventy—five minutes passed reasonably quickly.
. Art’ was not made that day, but some good ideas were
generated, the students were meaningfully engaged, and nobody

needed to be sent away for disciplining.

Analysis, Observations, Reflections, Musings...Theory

The day went better than the principal and the other teachers
had anticipated, actually quite different from the gloomy
scenario that they had predicted. This was attributed by one
of the teachers to my ‘calmness’. I think there is more to

it than that.
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I think that the process of design has a universal appeal and
comes quite naturally to many people. I realise that the
design project could have been more successful if I had been
more resolute at the outset. I saw that the students were
interested, but I could have motivated the chair design
project even more strongly. I was actually a bit surprised
to find them so receptive. (And I was trying to process
quite a lot of new circumstance here, all at once.) I think
that young people really want to be meaningfully engaged at
school, and they immediately understood that designing a

simple piece of furniture could be meaningful.

I needed to be ready for situations like this - no plans or
guidance from the regular teacher, and very constrained
circumstances - use of power tools forbidden. But there are
always many options. I have subsequently explored the use
of hand tools, introduced other design problems, motivated
research problems with library references, assigned technical
exercises in the texts. This school was undergoing a
renovation and was rich with architectural possibility:
studying drawings, critiquing the ideas, post-occupancy
evaluation of the sections already in use. I do not think

that ‘bring materials for study’ 1is ever necessary, and

neither is busywork.

Figure 1. Hand tools in the shop.
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Action Research: how does this approach impact practice?

Very fortunately, I began a graduate course based on the

concept of Action Research the same week that I started work
as a Teacher-on-Call. I immediately began a journal, in
which I recorded notes from readings, narrative bits,
insights derived from experience, new processes, issues,
musings, ideas, reflections, promptings, metaphors. This
journal keeping became an ingrained habit almost immediately.
I cannot now imagine how I could operate intelligently
without the journal habit - my system of keeping track of and
deriving and making meéning from my teaching experiences.
Reflecting upon the months where studying and teaching-on-
call overlapped, I realise that without the journal, my
experience would have been ah indistinct blur, and the
lessons embedded in those experiences would largely have been
lost to me. T was able to convert raw experience into
stories which helped me to glean some new insights from the-
fast-paced, varied, and densely packed set of circumstances I

was experiencing.

Just what is Action Research?

Eileen Adams, British art educator, succinctly defines action
research as: “essentially a practical, problem-solving
approach which encourages practitioners to reflect on their

ppactice and to seek ways of improving it. (Adams 2001, 38)

Adams further notes that the focus of enquiry of action
research is on practical issues, as distinct from theoretical
issues, and she calls the principal thrust the study of
change. Moreover, Adams summarises that the study of cases
of practice is preferred in this research concept to the

study of experimental samples. The researcher as the main
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focus of the research; and others are involved as co-
researchers, ‘educated’ witnesses from the context served by

‘the research. (Adams 2001)

I consider other teachers (and my students) to be my research
partners in this research I have undertaken. Teaching can be
a somewhat isolating occupation, which is ironic, considering
that a seéondary school teacher can easily have over 200
students in the course of a year, not including all extra-
Curricular contacts. But when is there time for a
satisfactory conversation, especially with another harried
teacher, when we teachers are so absorbed with the goings-on

with students in and out of the classroom?

I am fortunate to be part of a teaching staff that makes time
for teacher discourse. Each teacher needs to find a few
‘critical friends’ or, as Eileen Adams says, ‘educated
witnesses’, to consider issues with and to share concerns., I
call these people my ‘research friends’. As well, I
routinely ask for feedback from students, informally and
formally, regarding specific projects, aspects of projects,
and the general progress of the courses I teach. Each piece
of feedback is a gift, and both my colleagues and students
know this. The proffered opinions are very useful in guiding

change in my practice.

From Dr. Rita Irwin at UBC, I came to see action research

most clearly in terms of the folloWing simple diagram:

Rl

reflection actian

Z;SE::Z observation <ffjﬁ:;7 : |

Figure 2. The cycles of action research.
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This form of re—searching can be seen as iterative loops of
action, wherein careful attention in the course of action
leads to thoughtful inquiry and the possibility of refinement

in the subsequent iteration(s).

The investigation can be entered at any point in the cycle.
As an example, when I began my career as a Teacher-on-Call
that first memorable day, I would say, notwithstanding all my
plans and preparations, I entered squarely in the action
phase of a cycle. The narrative demonstrates how
observation, reflection, and right-back-to-the-drawing-board
planning led to practical insights and refined action that
could be applied in the next situation. The cycle also led
to my initially tentative, but later, more confident
articulation of personal theory that served as a guide in my
career as a T.0.C, and continues. to guide my planning and

action as a regular classroom teacher.

The simple but clear structure for my thinking-in-action gave
me the opportunity to .convert my response to a quite
challenging set of circumstances into better pedagogical
action. The change and improvement in my teaching stance was
based on a formalised and therefore strong grasp of the
‘baseline situation’, which was the direct result of careful

and deliberate observation and réflection.

It became clear to me, particularly in the changeable life I
lived as a T.0.C., that even if the same situation, topic,
lesson is never encountered again, the opportunity to grow is
presented. I could find ways to improve generalisable.
understanding, or to make some progress with respect to
simple‘maturity.and depth of thought, with the attentive
observation and creative theorising typical of the action
research process. And if the opportunity to meet a similar

circumstance is there, as in presenting the same topic to
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another class the same day or even in a subsequent year, this
action research process leads to change and fine-tuning which
improves the quality of the educational experience. This has
been my experience in the yeais I have been teaching art and
conducting ongoing action research in the pubklic school

system and in a variety of extra-curricular settings.

As well, I learned in Rita Irwin’s actiqn-research class that
once new insights or improved pedagogy has been obtained and
achieved, sharing the results in some way that the pedagogy

of others might be similarly enriched is an implied option.
Relation to the existihg literature

Another simple diagram serves to locate the process of action
research in terms of what I consider to be the principal
components of grthh. The existing body of pedagogical
thought is extensive and rich, and is not to be overlooked in
the personal problem solving process of action research.

theory

action research

practice . research

Figure 3. The components of action research.

A very rich diet of readings suggested by Rita Irwin gave me
the opportunity to clérify the concepts of the action
research approach. In the process, T was able to connect my
experience, from which I was beginning to draw out some

insights and principles, with broader educational thought.

I had to make an initial leap of faith when writer Jean

McNiff and her collaborators, and my professor, Rita Irwin,
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declared that action research can improve the quality of
life, even though I was unable to c¢learly envision the
implications at the outset. I mulled over the relationships
between theory and practice, and wondered how “praxis can
become more aware of itself by means of theory.” (Van Manen

1990, 154).

I learned from McNiff et al, that praxis is “informed, .
committed action that gives rise to knowledge, rather than
just éuccessful action.” (McNiff 1996,8) I discovered that

action research includes description, explanation,

-interpretation of ordinary events in the daily unfolding of

life. - I was very attracted by the notion that this research
is “driven by your own values about what is good.” (McNiff
1996, 13)

I tried to articulate the values which I would want to guide
my professional ‘action. Equality surfaced first.
Inclusivity and respect, cousins of equality, followed.
(Especially in a district where so many of the students are
recent immigrants, I need to be aware of the needs of |
students whose English skills are tentative. I also
recognised the need to go beyond the somewhat eurocentric
focus I had traditionally maihtained.) Cooperation'is
important to me. (I feel that years of practice as an
architect have enabled me to understand and practise
collaboration - I believe it is a basic attitude/skill for
the learning setting;) Encouraging a solid belief in oneself
and nurturing personal initiative and independence are key
values, related intimately to the others. Students all have
special abilities and needs which may not be apparent to
T.0.C.s (read ‘passers~through’) but that awareness at least
increases sensitivity to what might be. Depth of response,
founded on a capacity for critical thought, reflection and

creative adaptation, which I initially listed as goals for
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the learning setting, became very basic personal goals as .
well.  Measured against what.I saw as a baseline of very low
and‘pessimistic‘expectations, I could see that a change would
be required if I were going to be able to realise my

professional values to any meaningful extent as a T.O.C.

McNiff suggests that we motivate our action from the tension
resulting from the inability to live 'out our values in
practice. The trick is to imégine a better-way, based on
what we value, then work towards that vision. Keeping close
track of tensions as well as observations and reflections
regarding the quotidian, and even converting those notes into
a form that can be shared, enables a clarity and depth of
insight that enriches practice. From the above experiencés,
and many others which filled my life in the intensity of that
first round of action research, I was able to derive certain
hypotheses. Although my experiences as a T.0.C. are
certainly relevant to my teaching practice in general, many
of these new insights thus derived fall somewhat outside the
scope of this document. Suffice to say, the action research
process was an important path for me to follow in developihg
a personal theory of practice from hypotheses that I was able
to articulate from this important phase of my career. A brief
summary of how observation became hypothesis became research

question serves to elucidate the process.

Towards a personal theory of practice

At first I hypothesised that content was the key to
successful substitute teaching - possibly because my first
three weeks as a Teacher-on~Call were spent in situations
‘where no daybook was supplied and where ordinary activity
could not take place - Woodwork shops - the power stays off.

I approached the situation by devising content - a series of
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lessons based on stories about people in non-traditional,
technical roles - Kate Braid, carpenter/poet, and her hero
Emily Carr, adventurer/painter/writer. I introduced relevant
design projects based upon collaboration and critical
analysis. I brought the wonderful ideas of Gu Xiong, and
particularly his notion of honouring ordinary simple objects,

into the learning situation wherever possible.

I was attempting to make the time spent in the absence of the

regular teacher meaningful to students - but I realised that

the first cycle of my action research was simply refinement
of content - not hugely different from the ordinary activity
of a conscientious teacher. However, some of this lesson
content, devised for survival in the intense situation of
substitute teaching, has evolved into lessons that appear in

the Primer.

‘"It should be noted as well that after the first three weeks

as a T.0.C., the circumstances changed quite dramatically. A
daybook and clear instructions were provided, more often than

not. This was new to me, to have actual lessons already

‘planned. My job was then to ensure that students were

engaged in the work - in effect, to contribute my classroom
management skills to the situation. This clearly has
relevance in any classroom, and to the learning situations

described in the Primer.

I noticed, as a T.0.C., that if I made a real effort to
connect With students, our time together seemed to unfold
more smoothly. I refinéd simple tactics such as carefully
calling the roll - making eye contact with each student as
they answered. I told stories as I introduced myself and
encouraged students to share their stories as well in order
to build trust and goodwill in the class. I noticed that

kids are interested, generally, in what is going on at

29




school. They were often willing to share information about
themselves and their school, and willing to adapt to the
realities of a new but temporary learning situation. This
clearly can be applied in any learning situation, and is an
important dynamic in all the experiences described in the

Primer as well.

I became increasingly committed to the notion that something
of value should take place in every class even if the regular
teacher could not be there. I articulated a personal
statement: students are entitled to move forward with their
education every day at school - whether or not their regular
teacher is available. My initial research question as an
action researcher began to take shape: How can I provide for
a quality learning experience as a substitute teacher - (and
simply as a teacher)? I tried to identify at least three
components of a good “subbing” situation and I speculated
that personal connection, educaticonal meaning (content), and
engagement (process/management), are the primary elements.
Each situation requires attention to these fundamental
elements; each situation must be read to determine in what

proportion these elements are required.

" The narrative of my career as a teacher-on-call, beginning
with a memorable first day, serves as a vehicle for sharing
with others the insights I was able to articulate. This is a
natural part 6f the action research investigative process.
The insights and principles thus derived have formed an
important part of my teaching stance in the time I have been

conducting the action research that has led to the Primer.

The action research process, articulating a commitment to
improvement and understanding of practice (and the
practitioner), driven by personal values, and manifested in

factual and subjective research accounts - narratives of
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daily unfolding action - has also become for me a fundamental
approach to ongoing practice. I grow clearer now about the
foundations of my professional knowledge. Some tacit truths
have been made more explicit. The values I have articulated
and have moved closer to are best shown as narratives put
together from notes in my journal. This narrative, and
subsequent others, are supported by excerpts from the
writings of thecreticians and new herces of mine that have
become part of my operating insights. I have been re-
searching in the sense expressed by Burnaford et al:
“Research ... (is) the search for practical pos$sibilities
- teachers and students searching themselves, their

classrooms, and their worlds for educative meaning.

Such meanings are contextual and often socially

cqnstructéd.”' (Burnaford et al 1996, xii)

.In the journal notes and narratives, I have made some
progress in being able to ground the action of teaching in
who I am - and to relate the professional to the personal. I
have, over time, come to agree with Burnaford et al that
“faithful description helps one to see more”, and I have
learned that reflection is a “standing back, a pausing to
reread, to mull things over and search for connections,
associations, significances and possible meanings not noticed
before” . (Burnaford et al 1996, 13)

I am guided by Eudora Welty’s insight, which is underscored

in one of our action research seminar readings: ‘
“The events in our lives happen in a seguence of time,
but in their significance to ourselves they find their
own order ... it is a continuous thread of revelation.”

(Sumara and Luce-~Kapler, 394)

Writing narratives of, and reflections upon practice, the

process of which culminates in the story of my return to
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teaching, is a key part of my effort to make and share
meaning as a teacher. This process has enabled my growth as

a reflective practitioner.

A new research context - towards a new research question

Most of the ideas in the Primer‘have evolved over the years
through the process of action research, which I carried into
practice as a regular teacher. After only a few months of .
Teaching-on-Call, I was offered a continuing contract with
the Richmond School District, teaching Art, as well as other

subjects.

My art assignment has usually involved teaching Art 9, iO,
11, and 12 in a class together, occasionally with the odd
grade 8 student thrown in to the mix to keep matters even
more exciting. Initially, I taught Visual Arts 3-D to this
broad range of students, with drawing and other 2-D
techniques included as supporting skills. 1In order to
simplify the timetabling in our department, I was asked a
year ago to teach Visual Arts 9-12, both 2-D and 3-D
together. Over the last several years, I have occasionally,
(maybe twice) been given an art class comprised of one grade,
or perhaps two grades only. It turns out that the mix of -
grade levels and experience and ages mostly works to our
advantage in the artroom. Students seldom have the advantage
in the graded school system to mix with others of different
grade levels, and the general atmosphere of the classroom is
collaborative rather than competitive. It is from this

lively context that the Primer has emerged.
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So what am I curious about? -~ formulation of the new research
question

I have noted before thét I was delighted, though somewhat
bemused, when the two teachers for whom I have the highest
regard both said exactly the same sentence to me: “I don’t
“know anything about architecture”. These statements were made
more than four years apart, perhaps when I personally needed
to hear them the most. The first time a teacher said this to
me was during the course of my preparations to return to
teaching. The second time was short weeks before I begén

writing the actual text of this document.

I have been keeping notes in preparation fof this writing for
a long time, and my journals and files are stuffed with
words, diagrams, photographs, samples and quotations. Each
course outline has been covered with notes about refinements
to projecf ideas and new ideas that spring from ones already
presented. My daybooks are spotted with immediate, scribbled
reflections which are collected into a journal, when the
intensity of teaching changes to the quiet of after school
“hours. I keep track of feedback from colleagues and
students. The years fly by and insights accrue. How fitting
that my notes have this propitious statement, spoken by
highly regarded colleagues:'“I don’t know anything about
architecture” - at both the beginning of my return to the

classroom and again, so recently.

1.3 Rationale for the research
question: why is this important?

“I don’t know anything about architecture”. That’s what I
am curious about. If we use ‘place making’ as a starting
point, then how might sophisticated, well-educated people

like my two statement-makers think they know nothing about
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this? They know a great deal and they spend their lives
sharing with fortunate others. And they have both lived in
and around architecture in the broadest sense all their
lives. So I am curious as to why they would say this. Have
practitioners of architecture and/or our culture in general
somehow caused ‘architecture’ to seem too arcane for formally
uninitiated people to feel part of this process, to claim
knowledge of it, to feel ‘gualified’ to participate? . If
this is the case, then the concepts of architecture clearly

need to be examined.

In our culture, it 1is estimated that roughly ten per cent of
building projects involve a professional architect. Clearly,‘
there is scope for the actions of non-architects in our place
making activity. Place making and being-in-places is a
natural éctivity of humans - the peoplé should be able to
approach this natural activity with confidence rather than

the often articulated insecurity.

Clearly there is some mystery associated with ‘architecture’.
It is viewed by many as a respected profession, a guild
composed of the selected few who pass thfough the rigorous
rites of passage to emerge as experts in the art and science
of place making. And yes, a formal education fittihg one to
deal with the countless issues involved, especially in the
making of a complex place, is an important foundation for the

place making process in many instances.

I do not denigrate or deny the need for experts. My critical
point is that the input of formally trained and practiced
éxperts is but a part of the requirement for sensitive and
thoughtful place making. An aware and confident populace,
willing and able to participate in this critical process, is
- a key part of the process as well. I would venture to guéss

that someone who declares “I don’t know anything about
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architecture” does not feel this confidence and is unlikely

toc agree to participate in the act of place making.

The people should not simply accept our places from formally
| trained others, imagining perhaps that this is some
prescribed way decreed by the arbiters of art, science,
economics and safety, and then adapt our places over time to
suit ourselves rather than the'expert decision maker.

Rather, all people who dwell in places might feel welcome to
participate in the creation and ongoing revision of our
settings: both the built environment and the sites upon which

we build.

Although ‘it is an intriguing question, T think it is beyond
the scope of this work to investigate why people feel they
don’t know about architecture. I am much more curious about

investigating what to do about this. I want to explore the

teachability of architecture, with the goal of finding ways
‘to ensure that students and their teachers will never feel

moved to say “I don’t know anything about architecture”.

In our sbciety»we are learning to take part in a reasoned and
informed way with respect to the medical care of our own
bodies: researching options, experimenting with alternative
medicines and methodologies, questioning the total authority
we have traditionally given to doctors. I envision, in the
same manner that we have begun to participate more fully in
the processes regarding the care and maintenance of our own
bodies, that we should be able to similarly participate in
matters regarding our settings. We can act with reasoned
awareness and assurance, knowledge, and with respect for the

varying complexity of our projects.

So my research question falls naturally out of this goal:
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What is the nature and scope of an architectural primer
designed to assist educators to encourage a citizenry that is
aware, responsive, willing to become involved and capable of
responsible participation in the shaping of our collective

. and private places?

This approach to place making and being in the world could be
organised into three integrated areas, the three Rs of
architecture. The program would guide and encourage students
to: | '

- realise - thoughtfully look, see, consider what is

-~ respond - envision and consider what could be

- and accept responsibility ét the micro and macro scale

to affect needed and appropriate change.

I see each ‘R’ as part of an integrated concept that begins
by encouraging alertness to the environment and one’s own
powers, and leads to the development or discovery of a sense

of personal efficacy of each inhabitant of a place.

I think that these three environmental ‘R’s’ are as important
to an educated person‘as are the traditional ‘3 R’s’. We
need to be able to operate capably with all the R‘s to

maximise ourselves and our individual and shared settings.

So how will I move towards answering this question?

My methodology is meant to be qualitative in nature. This is
an action research project which is based upon iterative
explorations of possible approaches to the question. I will
present ideas for lessons or learning sequences that were
developed to build upon the following goals: |

- to strengthen awareness of the environment,
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- to encourage rich and thoughtful responses to
situations and cilrcumstances in our settings,

- andito nurture a sense of personal responsibility and
efficacy in the matters of personal and collective place

making.

As a part of the study, I will take a look at some existing
programs which have presented architectural ideas in the
schools, especially the work of the Architectural Institute
of British Columbia Committee called Architects in Schools,
and such educators as Ginny Graves of the USA, and Eileen

Adams_of Britain.

Buoyed by models and guided by personal beliefs, T will
recount stories of a series of educational experiences which
I have presented and refined as a teacher and as an
‘Architect-in—-Schools over the last two decades. 1 have had
the opportuniﬁy to work with these ideas in my classes 1in the’
public school system, at the Shadboit Centre in Burnaby, at
classes for highly motivated students in several school
districts, and as a Teacher-on-Call at several schools.
These‘réports will be presented in a narrative style, again
reflecting my belief (and agreement with Carl Rogers) that
the personal is most universal - teachers can adapt my

stories of practice to meet their own unique requirements.

My role in this work has been participant-as-observer and
observer-as-participant in the learning settings. I have
practised reflection-in-action and reflection-on-action.
My joﬁrnals have been critical to this process. As David
Hobson writes: (Burnaford et ‘al 1996, 10) '

The journal is a place where much of that very important
research process can be described, drawn, reflected on,
analyzed, and put back to use in the classrcom. Each
teacher’s journdl can becomée the textbook of emergent
practice, ongoing research, and as such may be the most
important book a teacher can fully write and read.
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- But the process of action research does not end with the
journal. A text introducing the methods of action research
states it clearly:

The final stage of action research is when the process
and outcomes are made public. (Altrichter et al
1993,176) ‘ ‘

These authors consider it important to make teachers’
knowledge public, and back this assertion with several strong
reasons. They urge against what they term ‘teacher
privatism’ and believe that this traditional reticence to
share is “detrimental to the develepment of insights on
professional practice.” (ibid). Moreover, they believe that
reporting

saves knowledge and insights from being forgotten in two
senses of the word: by reporting and communicating your
own experience you root it more deeply within your own
memory, as well as making it available to other teachers
and the professional community as a whole. (ibid, 177)

I was able to generate and maintain the iterative loops of
learning in the various artrooms and with the wide range of
students I was fortunate enough to have access to. I was able
to collect a rich supply of student samples to use as‘visual
data in my research. I have snapshots, wordshots, my own
observations and the comments of interested others. I have
guestions, theories, answers sometimes too. ' The results of
my efforts have been edited and sifted to glean the useful
material that can be passed on to other teachers in the form
of a document which I have chosen to call the ‘Primer’. This
Primer, Chapter 5 of this document, is composed of a series
of narratives, informally and writerly styled reports of the
lessons fried in this research. I agree that

The realm of meaning is structured according to
linguistic forms, and one of the most important forms
for creating meaning in human existence is the
narrative. (Polkinghorne 1988, 183)
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I am spurred on by the words of Susan Jungck who writes:

The persocnal construction of narrative or story, is the
process through which individuals integrate a
multidimensional way of knowing. The dynamic nature of
narrative is particularly important in research; if we
interpret our experiences through narrative, then we can
and often do reinterpret those experiences as well..
stories of experience and understanding reflect stories
of change as well. Thils represents not only the power
of narrative as a way to grow, but the potential of this
form of research as well to promote growth and
change..the methods of personal accounts research..with
their essential reliance on the first person “I” are
intended to reflect the legitimate and necessary
presence of a researcher. Narrative accounts of
experience and research reflect the processes through
which current understandings are derived as well as
their temporality; they are not definitive or static
findings. (Burnaford et al 1996, 177-178)

And I am inspired by the work of Sylvia Ashton Warner, whose
quderful narrative, Teacher, first published in 1963, became
a beacon of light leading me towards richer and more humane
practice when I first read it in the summer of 1967, before I
returned to my third year of teaching. Subsequent readings
have served to reaffirm my belief in the power of narrative
to bring stories of practice alive in such a way that others
can benefit from the tale. Although she was describing her
days as a teacher in the infant room of a proviﬁcial New
Zealand school, far from my experience in a secondary school
artroom, no pedagogical textbooks have enriched my
development as a reflective practitioner to the degree that

Sylvia Ashton-Warner’s simple but evocative book has done.

I envision the Primer as'being of use to teachers who perhaps
worry that they don’t know anything about architecture. I
title it ‘Primer’ to suggest that it contains simple
accessible ideas, not mysterious arcane suggestions that
require years of special training to become expert in Matters

Architectural. My guiding metaphor for the work is that the
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lessons described might be used by teachers not just as
seeds, but more as bedding plants, to move forward to the
goal of integrating the cOncepts of architecture into the

rich garden of curriculum that exists today in our schools.

Concluding Real Questions
“Is teacher research real research? Where? With whom?

When teachers as researchers are affirmed; when teacher
knowledge is respected:; when teacher language is legitimate;
when theory, practice and feflection are united; when =
teacher~researchers are experts, change agents, producers,
and consumers of meaningful knoWledge; when: teachers pioneer
new methods of knowing; who really benefits?” '
(Susan Jungck, in Burnaford et al 1996, 178)

I understand that I have been mostly affirmed, respécted,
encouraged, supported, understood in the course of my
preparation and practice as both architect and teacher. I
recognise that I have had access to guidance by educators and
practitioners of profqund knowledge and generosity. 1 take
for granted that the rich wealth of ideas of others has.
always been readily available to me, and I understand that I
have something that may be of value to others to share. I
see how I benefit from participation in the communities of
learning where I have been welcomed. But the real reason
that this is important is my students, the ones who really
benefit if they have access to meaningful and engaging

programs.

I don’t ever want students or teachers to feel the need to
draw back from architecture. My goal is to enable young

people and their teachers to feel securely grounded in what I
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have, for purposes of clarity, termed the three R’s of
architecture. I hope they can receive their surroundings and
form an awareness of their what is and what might be, feel
enabled and moved to participate in an active response to our

‘settings, and operate with responsibility and sensitivity on

this planet we all share.
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CHAPTER 2 Educational scaffolding

2.1 Is there educative value in using the ideas of
architecture in the classroom?

We know more about architecture than we might thiﬁk we do -
it is all around us, providing at least part of the setting
for our lives. Architecture study can therefore be a very
satisfying pursuit, because we can recognise and
crystalliée insights - we have plenty of prior knowledge

that comes clear with some reflection.

Learning about places and place making is interesting and
engaging, for myself and for students. I have noted that
students tend, in general, to be interested in, and highly
motivated to consider architectural concepts. Moreover, our
relationship with our surroundings is important, and should
be carefully attended to. This is one way in which the
curriculum that unfolds in an artroom can become a relevant
part of our way of moving through the world. Authors June
McFee and Rogena Degge, in their encyclopedic handbook for

art teachers titled Art, Culture and Environment, assert

that we all influence the guality of the shared environment

in one way or another. They state:

The quality of the environment depends on people’s
ability to use their design sensitivity, their social
responsibility, and their ecological concerns together
to solve environmental problems.. When this is done,
art is not an appendage, but an integral part of
decision-making. (McFee and Degge 1977, 10)
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These same authors further observe that environmental

" psychologists (citing Ittélson et al, 1974) state that the
built environment has a tremendous impact on our lives: the
impact of the built environment on people’s sense of who
and what they are is critical to social and individual well
being. (McFee and Degge 1977, 111) This supports the 3R’s
claim that a curriculum which promotes awareness of the
designed environment - ‘Receive’, offers an invitation to
participate and the promotion of some skills and confidence
in designing the settings we inhabit - ‘Respond’, and
guides some sense of responsible approaches to these
efforts - ‘Responsibility’ is a neceSsary part of

everyone’s education.

A guotation from a handbook for students from the Beaumont
Art Museum of Southeast Texas, printed in 1979 (no further
source information available) gives a further rationale for

- teaching about places and place making in the schobls:

Although one of its goals is to prepare future
citizens to make envircnmental decisions, built
environmental education is not an end in itself. It
is not a new subject area to be added to the school
curriculum, but rather an approach to and a framework
for learning in all areas. It is rare that one can
become involved in something that makes sense, in some
way, to almost everyone it touches - young and old
alike. Built environment education has that quality.
The skills and attitudes acquired through observation

©and participation in built environment activities can
be applied to the learning of all subject matter.

This statement embodies a broad view of the possibilities
of built environment education, which provides the context

for a rich array of learning goals - for connected,
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relevant, and engaging interdisciplinary learning. Through
such a study we can begin to knit a meaningful worldview

‘together with and for our students/co-learners.

2.2 Interdisciplinary connections

Architectural concepts are useful in teaching in a range of
-disciplines. Early on in my studies I saw ways to
translate what I was learning as an architecture student
into learning opportunities. In my daughter’s daycare and
elementary school classrooms, for example, we tried some
measuring/mapping projects. Later, in more structured
extra-curricular programs for highly motivated students,
and as a teacher-on-call and a regular classroom teacher in
the public school system, I began to adapt and use ideas
from my‘studies in artrooms and technical skills

classrooms, social studies and even English classes.

As a founding member of the Architects in Schools program
of the Architectural Institute of B.C., I have had the
opportunity to see the enthusiasm and practical and
creative expertise of both teachers and architects in the
classroom grow over time. We all became more aware of the
potential of architecture as a rich'topic on its own, and
as a way to facilitate the integrafion of existing subjects
in the curriculum. Interesting and fruitful connections
can be explored between architecture and all the social
studies,”language arts, fine arts, sciences, mathematics,
home economics, technical studies, career and personal

planning.
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The lesson suggestions presented in the Primer reinforce
the content of other subjects and disciplines as well as
developing skills that can be used in many ways other than
the explicit art projects they are embedded in. Some

examples:

The mapping exercise, 1in its various forms, encourages
learners to look, with some increased awareness and
analysis, at the journeys.they make in the course of
their daily iives. _What is important in the journey,
and how does the expression of the journey reflect the
personal attributes and values of each peréon? These
are interesting questions for teens, and it is
particularly illuminating for students to see their
choice of focus, for the mapping of the expedition ‘
from bed to schoolhouse door, in the context of the

other students’ selections.

The perceptual skills required in attempting to draw
one’s home from the imagination and the increased
awareness from actually looking at the home and
drawing it again can be transferred to any operation
requiring the ability to actually see rather than just
use a portion of our environment. Students often
express their amazement at how little they knew about
such an important place as their own home before they
really took a close look at it in order to draw it
with some accuracy. McFee and Degge suggést that
students who look at things “only -to know whét they
are, need more time and help to see the pattern of
design”. (144) Once students recognise that they are

not really aware of even such an important place as

45




their own homes, they are receptive to learning to see
more adequately, to look for and acknowledge the
patterns - the order and variety and the visual

language of houses and other built forms.

s
In the course of deéigning simple or complex places,
whether singly or in small groups, students are '
required to develop, and refine, many attributes.
These attributes include: flexibility, analytical
problem solving skills, cooperative skills, the
increased ability to visualise, the abplication of
mathematical and scientific abilities, the application
of insights gleaned from social studies, and increased

awareness of personal as well as group choices.

i

Studénts are given fhe opportunity to consider how
their own particular energies can be harnessed to
improve the quality of surroundings shared by the.
larger group. Such experiences as the actual planning
and embellishing of their school, or the theoretical
refitting of a shared community space in the
‘unpaving’ project exercise this ability to contribute
socially. Moreover, in the consideration of events
outside the daily life of students such as the ‘911’
redesign of a large urban area, or the initiatives to
collaborate in action with people of another culture,
students begin to see ways in which their socio-

cultural values can help to make a difference.
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Opportunities are there for a wide range of learning
possibilities -including the acquisition of
interesting and useful information and skills. A
favourite project with students is the ‘travél to make
art’ project, motivated by a close ldok at Emily Carr
and her travels about the province in her caravan.
This combines a close biographical loock at an
important historical hero of our heritage, an
opportunity to practise the process of design in a
simple manner, and a chance to closeiy investigate a

self-selected geographic area.

To summarise:

I see the principal educational meaning in the approach
presented in this document to reside in the basic goals of
the program. The 3R’s represent in shorthand what I have
come to conside; the educative foundation that built
environment education can promote: the deepening of
appreciation and awareness of our surroundings (which I
call ‘Receive’ - the first of the 3Rs), the enjoyment and
sharpening of creative problem solving attitudes and
techniques (which I call Respond — the second R), and the
developmént of social values and‘collaborativevabilities

(Responsibility - the third R.)

This is the theoretical basis of the lesson sequences in
the Primer. Each oflthe learning experiences focuses upon
at least one of the ‘Rs’, but most projects involve the

three Rs: Receive, Respond and Responsibility.
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Latent awareness, teachable expertise, and civic concern
based on some consideration of values and influences, all
incubafed in the designed environment that most of us
inhabit much of the time, can be nurtured to produce an
aware citizenry, willing and able to respond and
participate in the shaping of the environment. This tall
order can be filled by the active integration of all
disciplines in the study of the built environment by all
students, not just those who wish to specialise in the
built environment as a career. While I would never deny

the need for architects as expert contributors in matters

to do with the built environment, I believe that education

must involve a fitting out of a general populace which is
prepared to participate in aware, responsive, and

responsible dwelling in our places.
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2.3 Approaches to learning - what do the psychologists have
to say to art teachers?

Individuals perceive and process- information in very
different ways. Instead of teachers and students
themselves asking if a student is smart, the germane
question is ‘how is this person smart?’ Theories of
learning styles are based on research demonstrating that
heredity, environment and current demands enable
individuals to deal with information in different ways.
These ways are generally classified as to modes of

perception and modes of processing.

. Concrete perceivers are generally thought to be those who
absorb information through direct experience, by doing,
acting, sensing and feeling. Abstract perceivers take in

information through analysis, observation, and thinking.

Active processors make sense of an experience by using the
new information quickly. Reflective processors make sense
of an experience by reflecting upon it. and thinking about

it until readiness to act occurs.

As educators, we need to reflect upon the modes we favour.
Are the concrete perceivers and active proceésorS‘
adequately provided for in a system that seems to expect
abstract perceiving and reflective processing? Thé
important matter is to ensure that experiences must be
appropriate as well to students’ readiness to learn, and to

enable the development of the range of learning modes in
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each learner. McFee and Degge, whose handbook for art
teachers includes a section on what art teachers can derive
from psychology, is unequivocal about this point. They
state:
As teachers, we have to help children use the learning
aptitudes they have already developed, but we can also
help conceptual children become more perceptual and

perceptual children become more conceptual. (McFee and
- Degge 1977, 336) ‘ '

Learning experiences in the Primer include opportunities
for the development of perceptualising in the range of
drawing and awareness exercises éuggested; conceptualising
as a ppelﬁde to any design process - verbalising (written
and where necessary, spoken) and image'making comprise
preliminary work to be done. Some students need to be
encouraged to try to perceive and process in the mode which
they may not have developed - I éee it as the task of
teaching to defermine who requires. what kind of
encouragement and guidance. MccFee and Degge comment that
a student whose success in art has always been through
impulsive expressioh may not have learned to be very
reflective in his/her approach. Teacher intervention to
help such a child to reflect could indeed help him or her
to develop the habit of reflection. Some students engaged
in simple design projects in my classroom are surprised at
my insistence that they write actual design briefs and
provide several alternate possibilities to consider before
selecting a design idea to develop. It has not occurred to
some that verbal processing can be a part of activites in
fhe artroom. (The converse happens in my English and
Philosophy classes when I ask students to draw what they

are thinking, to retell an essay they have just written
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-using visuals only, or to translate a descriptive passage

they are reading or writing into visuals. It doesn’t

usually take long for them to find a way to do this.)

McFee and Degge point out that ‘impulsive expression in art
education has sometimes been stressed at the expense of
analytic expression’. They note that:
Since the time of the strong reaction to classic
realism and disciplined drawing and the emergence of
the child-centred curriculum, teachers have focused on

self-expression at the expense of much reflective
problem-solving.’ (ibid 341)

The exercises in the Primer, and perhaps in any built
environment curriculum generally, provide a wide range of
complexity which can engage reflective behaviour and visual
analysis as well as the opportunity for more intuitive and

impulsive or freer response.

2.4 And what about Creativity?
McFee and Degge refer to psychological research which helps
us to understand which traits lead to creativity in
perception, in content of ideas in art outputs, and in
problem solving. 'They write:
The capacities to be independent, flexible, fluent,
playful, to be open to new experience all provide
children and adults with the attributes needed to be
creative, but do not necessarily ensure it unless

avenues to explore, invent, manipulate, and solve
problems are available: {(ibid 353)

A clear case can be made that the learning sequences of the

Primer provide for such experiences. Students who have
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attempted the design projects of the primer (toys,
vehicles, chairs, and some simple building projects) and
speculated about the c¢reative possibilities of design for a
specific client'rather than the speculative market,
understand this design as an intimate, at least
theoretically doable, ecological activity which affects
their life very differently from a shopping expedition.
McFee and Degge ask: “Are you including activities that
encourage cdhstructive,.aesthetically honest reuse of
materials?” (ibid 354) While I see that the Primer
activities do engage creative use of ideas and materials, 1
concede that this work done thus far is a beginnihg, a step
along the way towards a higher order of well-integrated
problem solving which would involve a more sbphisticated
understanding of recycling and the properties of matérials,
and a deeper grasp of aesthetic possibilities. McFee and
Degge also suggest that inasmuch as creative traits are
partly learned, we can encourage the development of
creative behaviour by asking students to find “many
workable answers to problems rather than single, most right
ones”. The design process suggested in the Primer, where
students are required to find and consider several
alternate solutions before developing one in detail,
confounds some students initially, but ﬁost have little
trouble integrating the idea. I have, however, found that
it does make sense to the few ‘holdouts’, énd it does yield
satisfying results if I model the process for them and

demonstrate a commitment to this aspect of the process.

In general, the possibilities for creative'activity using

the concepts and processes of built environment education
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seem to me to be limited only by our confidence or
imagination. If we own that we do know rather a lot about
architecture rather than shying away from this knowledge,
we can integrate this topic into the activities of the
artroom to provide a rich source of creative learning

experiences.

2.5 Howard Gardner’s Multiple Intelligences - hoﬁ the
processes of architecture can connect with all the
identified intelligences

In his work Frames of Mind: The Theory of Multiple

Intelligences, Howard Gardner suggests that there are at

least seven ways for people to perceive and understand the

" world. He has identified the list of intelligences to

include:
Verbal-linguistic - using words and language - ‘word’ smart
Logical-mathematical - inductive and deductive thinking as

well as the use of numbers and the recognition of abstract
patterns

Visual-spatial - the ability to visualise objects and
spatial dimensions and create internal images and pictures
strong graphic sense - ‘picture’ smart

Body-kinesthetic - using the tacit understanding of the
body, physical motion - ‘body’ smart

Musical-rhythmic - usin