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Abstract: 

The action research study examines the long-term socio-spatial impacts, pedagogical outcomes and potential and limitations of the design studies 

conducted by Istanbul Technical University (ITU) in Mardin. These studies were embodied in a holistic working process that included integrated 

studios and interdisciplinary urban design studios. Primary data were collected through reflective interviews with all stakeholders, including 

former students, academic staff, local community members, and institutional representatives, and examined through content analysis. The 

findings demonstrate that engaging with real-world social issues through integrated studio processes generates pedagogical outcomes and fosters 

a long-term sense of social responsibility among students’ professional careers, as well as socio-spatial benefits for the local community. By 

providing a long-term reflection on the ITU Mardint approach within the discourse on socially responsible architectural education, this study 

offers empirical data to support the development of future experiential learning cycles. 
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1. Introduction 

The field of architectural pedagogy necessitates a deeper 

understanding of the long-term socio-spatial impacts of socially 

responsible and experiential learning models. Existing literature 

frequently focuses on immediate project outcomes or student 

reflections during studio sessions, yet lacks a comprehensive, 

retrospective, multi-stakeholder evaluation of sustained 

initiatives. This study addresses this gap by exploring social 

responsibility through the case of the ITU Mardint design studies 

(or ITU Mardint) – an initiative/centre encompassing these 

design studies – thereby enabling an evaluation of their longer-

term socio-spatial impacts.  

Mardin is located in the Southeastern Anatolia region of 

Türkiye, known as “Upper Mesopotamia”. Having hosted 

various civilisations throughout history, the city possesses 

a unique historical fabric, shaped by its natural landscape, 

cultural diversity, and spatial characteristics. Given its diverse 

spatial needs, the city provides a suitable environment for 

addressing issues such as social responsibility, fostering local 

values, and approaching architectural and urban studies 

holistically. Figure 1 shows Mardin’s historical fabric.

 

Fig. 1. A view of Mardin from the year 2011 (left) and 2025 (right) (Source: Authors)
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Within this broader context, the ITU Mardint studies 

addressed multiple sites and spatial scales, including Mardin city 

centre, Savur, Cumhuriyet Square, Hükümet Konağı Square, and 

the Mardin Artuklu University campus. These sites brought 

together themes such as heritage conservation, public space 

improvement, accommodation, research facilities, and 

institutional development within a shared pedagogical 

framework. This diversity of spatial contexts makes the case 

particularly suitable for examining the long-term socio-spatial 

implications of socially responsible architectural education. 

In line with the research aim, the case of Mardin enables 

a retrospective evaluation of how experiential design studios 

interact with real socio-spatial conditions and multiple 

stakeholders in the field. The city’s complex urban morphology, 

characterised by traditional stone architecture and terraced 

housing, further provides meaningful context for architectural 

education to engage directly with tangible social and spatial 

challenges. By immersing students in this multi-layered 

environment, the studies facilitate a deeper exploration of the 

architect’s social role and the potential for collective benefit. 

The concept of social responsibility (SR) in architectural 

education highlights the potential of socially responsible actions 

to improve the quality of life in communities. From 

a psychological perspective, SR can be linked to the concept of 

“sense of community” (gemeinschaftsgefühl) [1]. This concept 

describes the meaningful sustenance of social existence through 

enhanced societal relations and the addressing of societal needs. 

Social responsibility refers to the obligation of individuals, as 

constituents of society, to act for the common good, guided by 

ethical values. Consequently, perspectives that argue individuals 

cannot be considered in isolation advocate an ideal of 

interconnectedness based on shared goals [3,21,33].  

Universities, which primarily served elites until the 19th 

century and had limited engagement with the broader public, 

began to reshape their relationships with society as the social 

dynamics of the Industrial Revolution unfolded. In the late 19th 

century, this growing involvement in social issues was 

exemplified by the University Settlement Movement, which 

originated in England and rapidly spread to the United States, 

Canada, Australia, and beyond. This initiative emerged as a 

social reform effort in which students resided in and directly 

engaged with local communities in impoverished districts. In 

architectural education, a pioneering experimental project 

involved road building near Oxford, conducted by John Ruskin 

with undergraduate students for the benefit of the community 

[13,5,4]. In subsequent periods, the Bauhaus (1919-1933) also 

exemplified initiatives reflecting a concern for the common 

good. These included mass housing projects, such as the low-cost 

Törten settlement, designed to address the housing shortage and 

carried out by students and faculty members, including Hannes 

Meyer and Walter Gropius. Furthermore, in the Bauhaus 

manifesto “Bauhaus and Society” (Bauhaus und Gesellschaft), 

[24] emphasised that design is a social process and that their work 

serves society. Following the Bauhaus’s period of modernist 

ideals, Black Mountain College (1933-1957), grounded in John 

Dewey’s experiential learning approach, emerged as one of the 

20th century's alternative learning environments. The school 

supported interdisciplinary, collective, and socially responsible 

studies, positioning it as a pioneering experimental endeavour in 

the field. Before this period, individual initiatives and emerging 

social issues were the primary catalysts for these practices. From 

the 1960s onward, universities such as Harvard, Yale, and MIT 

increasingly engaged in socially responsible initiatives (e.g., the 

Joint Centre for Housing Studies and the Building Project). These 

efforts reflect a growing recognition of the university’s role in 

addressing societal challenges and fostering community 

engagement. In parallel with these institutional developments, 

Giancarlo De Carlo, a core member of Team 10, incorporated 

collectivist principles into architectural pedagogy. The 

International Laboratory of Architecture and Urbanism (ILAUD) 

initiatives he launched in 1976 represent significant early 

examples of action-based studio methods in architectural 

education. This initiative brought together students and 

academics from various countries, providing an international 

environment for interaction and supporting an on-site, 

experience-based approach.  

Today, diverse initiatives worldwide, such as the Centre for 

Public Interest Design at Portland State University, the Basic 

Initiative at the University of Texas, Rural Studio at Auburn 

University, and the Detroit Collaborative Design Centre at Detroit 

Mercy University, represent significant examples of socially 

oriented architectural education. In Türkiye, several universities 

have undertaken notable initiatives, including METU’s Summer 

Construction Practices (1958-2006) and the METU Urgent Design 

Studio, established following the February 6, 2023, earthquake, to 

address the needs of disaster-affected regions. Similarly, Mimar 

Sinan Fine Arts University’s field-based studies in rural areas 

reflect a comparable commitment to social responsibility and 

direct engagement with the local communities. 

The ITU Mardint studios, conducted between 2005 and 

2010, represent an early local-scale example in Türkiye. Their 

distinctive contribution to the discourse lies in an integrated, 

interdisciplinary studio framework that combines design, 

restoration, landscape, and construction courses, together with 

a long-term retrospective perspective spanning more than 15 

years, enabling the assessment of sustained socio-spatial 

contributions and professional impacts on participants. This 

study positions the ITU Mardint approach, which engaged real 

actors and addressed real-world issues, within the context of 

existing community-based studio models.  

In this context, the study addresses the main question: “What 

are the long-term socio-spatial impacts of ITU Mardint studies, 

as evaluated retrospectively by diverse stakeholders, in terms of 

social responsibility, and considering the key themes of 

experience, communication & collaboration, reflection, and 

social benefit?” It is supported by a set of sub-questions that 

further define the research scope (Table 1). In this research, 

social responsibility is examined primarily through the 

dimension of architectural heritage preservation, reflecting 

Mardin’s specific historical and contextual conditions. 

By collecting direct, firsthand feedback from stakeholders, 

this research evaluates the multifaceted nature of the experience 

from multiple perspectives, including its potential and 

limitations. Moving beyond mere outcome analysis, it assesses 

the long-term socio-spatial contributions of the process and aims 

for action-oriented improvement. Researching prior studies aims 

to facilitate future progress by identifying their potential and 

limitations based on their findings. As Schön [31] states, “It is 

our capacity to see unfamiliar situations as familiar ones, and to 

do in the former as we have done in the latter, that enables us to 

bring our past experience to bear on the distinct case”. In this 

context, as a retrospective inquiry, this research on ITU Mardint 

seeks to explore the unforeseen and sustained social impacts of 

the studies, while learning from past shortcomings to avoid their 

repetition. Schön [31] further argues that past experiences can 

serve as exemplars for future action and, through extension or 

restructuring within the present context, contribute to the 

development of organisational knowledge. 
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Table 1. Theories, concepts, and sub-questions of the research 

In addition, the data collection and analysis processes of this 

research, carried out between 2024 and 2025, are primarily based 

on design studies conducted by Istanbul Technical University in 

Mardin, Türkiye, between 2005 and 2010. This study is timely 

and offers an opportunity to assess the enduring contributions of 

earlier educational practices.  

Recent discussions argue that universities in the 21st century 

should extend beyond research and teaching to embrace SR and 

develop strategies to address their growing social impact [18,23]. 

Given the numerous global crises, including socio-economic, 

cultural, and environmental challenges, there is a growing 

consensus that universities must reassess their roles and functions 

within society [26,20,25]. Corporate social responsibility (CSR) 

within universities involves integrating their operations and 

activities with societal needs through an ethical and transparent 

approach, ensuring alignment through active engagement [14]. 

The growing importance of SR underscores the need for 

universities to integrate it into education and practice, 

particularly in architecture, where the social dimension is 

intrinsic.  

Recent scholarship has increasingly examined socially 

engaged and community-oriented pedagogies in architectural 

education. Experiential and practice-based studio models, 

including design-build studios, place-based learning, and 

community-engaged approaches, are frequently discussed as 

pedagogical frameworks that connect academic knowledge with 

real-world contexts [36,39,40]. These approaches also emphasise 

participatory and collaborative learning environments that 

involve interactions among academia, practice, and society 

[37,38]. These studio formats enable direct interaction with 

stakeholders and communities and encourage participatory 

design processes that respond to socio-spatial challenges [41,42]. 

However, a critical review of the literature indicates the need to 

move beyond merely advocating experiential learning and to 

analytically evaluate its long-term mechanisms and socio-spatial 

impacts. 

In Türkiye, [34] and [35] delineate three core functions of 

higher education institutions: education, research, and social 

benefit. A comprehensive approach to social responsibility in 

architectural education necessitates consideration of all three 

dimensions. In this regard, architectural design studios provide 

a particularly relevant pedagogical setting in which these 

dimensions intersect through experiential learning and 

community engagement.  

2. Theoretical and conceptual framework   

Architectural education has undergone a significant 

transformation driven by the growing influence of constructivist 

learning theories, which challenge traditional teacher-centred, 

hierarchical pedagogical models. This epistemological shift 

transforms knowledge from a fixed, definitive form into 

a dynamic structure shaped by individual experience and social 

factors. Furthermore, this transformation facilitates addressing 

social issues through a learning approach centred on SR.  
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As traditional education, which prioritises students 

production of hypothetical design studies, can lead to the neglect 

of contextual variables, there is a growing emphasis on students 

learning from actual local environments and engaging with 

diverse variables related to real-life experiences through direct 

experience rather than relying on generalised knowledge of the 

context [28,29]. Dewey [10] stated that it is a tragic shortcoming 

of the current school system to attempt to raise future members 

of society in an environment detached from social conditions and 

lacking a sense of community. To address this, society can serve 

as a source for identifying realistic learning goals and real-life 

problems [32]. Within this framework, the experiential learning 

paradigm is grounded in a philosophy in which learners actively 

engage with real-world problems, rather than simply reading, 

speaking, or writing about them, and learn directly from life 

experiences [16,19]. While Kolb’s model provides a general 

framework, the ITU Mardint approach, informed by our field 

data and retrospective analysis, necessitated an analytical 

restructuring of the learning cycle. In addition, experiential 

learning paradigms emphasise that knowledge is gained through 

active experimentation within a context. Meaningful learning 

depends on alignment between the learning process and the 

environment, and it develops through active participation. In this 

regard, approaches centred on subjective experience require 

reflection, involving the internal evaluation of experience to 

deepen understanding and transform it into insights that renew 

the cycle. This study refines a framework around four key 

thematic components – experience, communication & 

collaboration, reflection, and social benefit – which serve as 

critical analytical lenses for evaluating the socio-spatial 

dimension of the learning process over time.   

3. Materials and methods 

The action-based studio practices conducted between 2005 

and 2010 serve as the empirical basis for this research. Building 

on this earlier process, the present study provides a retrospective 

evaluation and reinterpretation of that specific process. By 

adopting a “learning history” approach [27], the research links 

past action cycles with a contemporary critical reflection phase 

conducted between 2024 and 2025. This research design is 

crucial for uncovering and transforming the enduring, unforeseen 

impacts of the studies into actionable knowledge for future 

pedagogical development. The term “action research” in the 

methodology refers to the retrospective analysis of the embedded 

action cycles within the ITU Mardint studies (2005-2010), rather 

than an active action research cycle conducted during the 2024-

2025 data collection.  

Accordingly, this study employs a retrospective mixed-

methods evaluation. Triangulation utilising multiple data sources 

(reflective interviews and various documents) was employed. 

Engagement with multiple stakeholder groups – (former) 

students (S), academic staff (AS), the people of Mardin (PM), 

and institution representatives (IR) – was essential to enhance the 

credibility and depth of the findings.  

Figure 2 illustrates the primary research methods, data 

collection techniques, and analytical approaches employed in this 

field. It presents a taxonomy of research methods relevant to 

social sciences, education, educational psychology, and 

architectural education research.

 

Fig. 2. Taxonomy of research methods related to the topic
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In accordance with this framework, qualitative content 

analysis was used to analyse the data (e.g. [30]). The interviews 

were developed based on the themes of the action research cycle 

(Fig. 3). The participants' perspectives were analysed to 

determine whether they aligned with these themes [15], and they 

did. All authors were involved in coding the data. The coding 

process followed [30] an in vivo, decoding and encoding 

approach. In the first stage, in vivo coding was used to extract 

verbatim expressions directly from participants, yielding 

numerous initial codes. Subsequently, as described by Saldana 

[30], the process involved decoding to reveal the essence of 

meaning and encoding to label relevant segments with 

appropriate codes. At the end of the content analysis, all 

participants validated the themes that emerged. Table 2 presents 

the coding framework used in the analysis, featuring the themes, 

their corresponding codes, and detailed descriptions that define 

the nature of the content included in each code. Following this, 

a mixed-methods analysis (e.g. cross-tabulations in SPSS 29.0 

for demographic factors) was applied to the coded qualitative 

data to test relationships and enhance quantitative rigour.

Table 2. The coding framework 

Except for demographic information, all topics were 

investigated using semi-structured, open-ended questions. 

Alongside archival records and course instructors, participants 

involved in or who witnessed the design studies were reached 

through snowball sampling, in which participants recommended 

others. All interviewees were volunteers; those who declined 

participation or could not recall the relevant process were 

excluded from the analysis. This study had several limitations. 

Given that the data were derived from retrospective reflections 

on studio experiences, the reliability of participants’ memories 

may be constrained. To mitigate these issues, participants’ 

statements were cross-checked with other data, and clearly 

inaccurate information was excluded.  

Within the theoretical and conceptual framework, as stated 

Table 1, the literature review revealed that experience in 

education [9,19], communication & consensus [12], 

collaboration [19], reflective thought [11], reflection-in-action, 

reflective practicum [31], reflective observation [19] and real life 

problems/real world problems/situations [9,12,31,19] are the 

emphasized approaches/concepts within the experiential learning 

approaches. Furthermore, conceptualising the action research 

cycle, many theorists [22,17,19] propose cyclical models for 

action research and experience-based learning that rest on similar 

epistemological foundations. For instance, Kemmis et al. [17] 

describe the “action research cycle” as a spiral of planning, 

acting, observing, reflecting, and then re-planning, while Kolb 

[19] defines the “experiential learning cycle” through the modes 

of experiencing, reflecting, thinking, and acting. In this study, the 

action research diagram (Fig. 3) was developed through a holistic 

approach that draws on both experiential learning theory and the 

theory of the action research methodology. It was also confirmed 

that these modes/themes became apparent in the participants’ 

perspectives. This framework (Fig. 3) is distinctive because of its 

explicit integration of the “social benefit” dimension as a core 

element, redefining the action mode within the established 

experience-based cyclical process. Thus, the study suggests 

a social benefit-oriented approach by intertwining the cycles of 

experiential learning theory and action research methodology 

within a holistic framework. The “experience” theme holds that 

learning occurs through the learner’s distinct experience and the 
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reconstruction of knowledge; “communication & collaboration” 

theme denotes the bonds and connections established within 

a learning environment where social relationships develop 

around a common purpose; “reflection” involves the individual’s 

mental processing of the experience, including thinking, 

transforming, structuring, and expressing; and “social benefit” 

advocates for the common good of society. Because learning is 

continuously open to development, once a process is completed, 

new problems are formulated based on the knowledge acquired 

through critical reflection, allowing the cycle to continue its 

development uninterrupted (Fig. 3).

 

Fig. 3. Diagram of action research

The research adopts a mixed methods approach, combining 

content analysis of reflective interviews with descriptive 

quantitative analysis. The phases of the ITU Mardint design 

studies, critical reflection as a research stage, and the researcher’s 

role are shown in Fig. 3. The primary researcher (corresponding 

author) outlined the cyclical framework and analytically 

addressed its organic structure. The researcher did not participate 

in these studios at the time and became involved as an external 

researcher between 2024 and 2025 (during the “critical 

reflection” phase). In addition, the second author of this article 

(one of the studio’s practitioners and a direct observer between 

2005 and 2010) contributed to structuring the process in phases. 

The three phases (2005-2010) represent the design studies 

process in Mardin. The first two phases consisted of integrated 

undergraduate studios (2005-2006 Fall Term and 2005-2006 

Summer Term), while the third phase involved graduate 

interdisciplinary studios (2007-2008 Spring Term, 2008-2009 

Fall Term, and 2009-2010 Fall Term). Accordingly, these studies 

spanned multiple academic terms.  

3.1. Phases I-III: The Studio Practice Process  

The missions of the ITU Mardint studies are the preservation 

of cultural heritage, the utilisation of local resources, and 

addressing social issues. Studio supervisors indicated that topic 

selection also considered local needs and the invitations of 

regional authorities in line with these requirements [7]. Based on 

this model conducted in Mardin, the studies aimed to enable 

similar settlements across Türkiye to benefit from this experience 

and promote similar initiatives [6,8].  

In the first phase (2005-2006 integrated studios), students 

voluntarily selected these courses through studio calls, while 

academic staff and other stakeholders were invited. The problem 
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definition phase involved exploring the local contexts of the 

Mardin city centre and Savur. This exploration provided 

a foundation aligned with Kolb’s [19] concept of “behaviorally 

complex learning environments”. In this setting, students could 

apply their knowledge and skills directly to real-life problems 

they would encounter professionally, while also engaging with 

real stakeholders. This exploration process created environments 

that, as Salama [28] describes, enable students to investigate the 

challenges and potential of existing environments and analyse 

how they respond to people’s needs, enriching and reinforcing 

their activities. The problem definition phase was largely 

conducted in partnership with academic staff, students, the 

Mardin Governorship, the Mardin Municipality, and the local 

community. This process relies on continuous communication 

and collaboration, including formal meetings and the 

establishment of agreements with stakeholders. Such interactions 

enable students to uncover and develop (societal) knowledge 

[19]. The reflection phase encouraged insights into the context, 

allowing individuals the freedom to express them through 

representations such as sketches and analyses, or through their 

own distinct perceptual processes. The action phase of the first 

cycle was completed with decisions aimed at social benefits, 

drawing on experiences that revealed tacit knowledge and an 

understanding of social problems. Given Mardin’s significant 

historical fabric, documentation, conservation, and restoration 

were integral to the integrated studios. As the studio supervisor 

Ahunbay [2] noted, there has been a positive development in 

interest and participation in the field of conservation in Türkiye. 

This interest facilitated broader stakeholder engagement at that 

time, providing an environment in which participants could 

contribute according to their respective roles and competencies. 

In the second phase, students evaluated specific issues to 

identify emergent spatial requirements (e.g., housing, research 

centres, and libraries). The objective was to address these needs 

while supporting social life and public space usage. Within 

a multidisciplinary environment, students continued to 

incorporate contextual needs and data into their thinking process. 

The action phase featured public exhibitions of all work produced 

up to that point. 

During the third phase, spanning the 2007-2010 

interdisciplinary urban design studios, various urban-scale 

studies were conducted, also utilising the work developed to that 

point. Throughout most of this process, the students continued to 

work collaboratively. The problem definition phase involved 

identifying challenges and the potential to develop a needs 

program for Cumhuriyet Square and the Mardin Artuklu 

University campus plan. Local administrators, NGOs, and the 

local community collaborated with ITU on the restoration of the 

historical fabric and the development of accommodation 

opportunities, facilitated by regular stakeholder meetings 

throughout the process. In the reflection phase, studies of public 

squares and campus plans continued, laying the foundation for 

subsequent publications, workshops, and seminars. Following an 

analysis of the existing situation, the students engaged in both 

individual and collaborative work. In the action phase, 

publications and off-centre presentations continued. Figure 4 

shows the studies by students who opted to participate in the 

research with their projects. The projects by S14 and S15 were 

group works conducted by graduate students in interdisciplinary 

urban design studios, while the other projects are individual 

studies by undergraduate students in integrated studios. The 

studies followed a process of producing technical drawings of 

historical buildings, researching the region's built and natural 

environments, and subsequently developing new design 

interventions and adaptive reuse proposals. These studies address 

the needs of various areas of Mardin. For instance, S10 worked 

on an ecological village settlement, and S2 developed a research 

centre within the historical fabric. S14 and S15 focused on 

studies to enhance the public space usage of Cumhuriyet Square. 

S1 conducted urban design studies for an accommodation unit 

and improved use of the Hükümet Konağı Square, and S3 

developed a dormitory proposal for the university campus. Many 

restoration and design projects remain unbuilt. Nevertheless, the 

studies continued until 2012 outside the formal curriculum, with 

students contributing voluntarily. 

4. Results  

This section presents a critical reflection on ITU Mardint’s 

studio practice. Drawing on the researcher’s involvement in the 

process, in-depth interviews and relevant data concerning the 

process were collected and analysed to provide a retrospective 

examination of the entire period. Interviews were conducted 

face-to-face, via telephone, online, or through written responses 

(Table 3). 

Table 3. Data of the study 
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Fig. 4. An overview of student studies

Telephone and face-to-face interviews were audio-recorded, 

transcribed, and analysed with the participants’ written 

responses. In addition, all interview responses were translated 

into English. Among the individuals involved in the ITU Mardint 

design studies, 42 out of 132, including 21 out of 36 students, 10 

out of 26 academic staff, 5 out of 30 individuals from Mardin, 

and 6 out of 40 institution representatives, participated in the 

research. Figure 5 shows the demographic data of the research 

participants.
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Fig. 5. Demographic data of the participants 

 

Fig. 6. Participant groups and coding frequencies

Participants individually responded to questions addressing 

each mode of the action research cycle, with interviews lasting 

approximately 30-60 minutes. The responses were analysed 

using MAXQDA 24 and SPSS 29.0 software. The qualitative 

analysis involved coding the data to identify summative, salient, 

essence-capturing, and/or evocative words or short phrases [30]. 

Recurring views in the responses were grouped into codes. To 

gain a deeper understanding, certain topics were compared across 

demographic groups. 

Figure 6 presents the participant groups and the total 

frequency of each code across the data. Data frequencies provide 

insights into the most frequent and recurring ideas or concepts in 

the dataset. The code “non-hypothetical, proactive, and reactive 

approach,” categorised under the “social benefit” theme, 

exhibited the highest frequency (f=257). This strong emphasis 

suggests that participants consider this aspect of the studies 

a primary medium for socio-spatial contributions. 

4.1. Experience 

The “experience” theme served as the framework for 

investigating the sub-question: “How do community-oriented 

studio experiences foster architecture students’ awareness of 

social responsibility, and how is this awareness reflected in their 

professional practice?” The dataset reveals a concentration on the 

codes of “social awareness”, “learning local values”, and 

“satisfaction with the process” within this theme. Regarding the 

experience, responses from PM most commonly addressed 

“satisfaction with the process”, while IR and S focused on “social 

awareness”, and AS emphasised “learning local values” in 

response to questions. The participants stated the following: 

“We examined the daily lives, places, and needs of people 

living in different regions. […] It was an experience that 

concretely taught how an architect, through their project, carried 
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out a social action, first with the users of that area and then with 

their contributions to the city” (S4, 2024). 

“Architecture is a social science. And the learning 

environment of architecture cannot be separated from society” 

(S5, 2024). 

Participants noted that the experience allowed them to 

engage with real contextual issues and gain insight into the 

region, including Mardin’s distinct geography, lifestyle, and 

climate. Additionally, the vast majority of participants (92.86%, 

n=42) reported that their experience enhanced their social 

awareness. Expressions related to social awareness were 

emphasised by 20 of the 21 students (95.2%), indicating that the 

studio experience may have contributed to fostering their 

awareness.  

Furthermore, based on all interview responses, social 

awareness emerged as the code with the highest frequency, 

followed by the “learning local values” code. Cross-analysis of 

the codes revealed that participants who mentioned learning local 

values also consistently expressed social awareness and 

satisfaction with the process within their statements. This 

consistent co-occurrence suggests that learning of local values 

contributes to social awareness, which directly influences 

satisfaction. Additionally, interview responses frequently 

revealed that the PM participants, through these studies, became 

aware of the city’s distinct values and learned to view it from 

various perspectives.  

When examining the relationship (Fig. 7) among students, 

no significant difference was found between undergraduate and 

graduate students in terms of references to the “learning local 

values” code (Fisher’s Exact Test, p = .618), nor between genders 

(p = .255). Owing to the low expected counts in cells, Fisher’s 

Exact Test was used instead of Pearson’s chi-square test. Fisher’s 

exact test indicated no statistically significant differences 

between the groups (p > .05). The absence of significant 

differences between the groups suggests that this code may 

reflect a shared aspect of the student experience. 

 

Fig. 7. Cross-tabulations of the “learning local values” coding by students’ education level and gender

In students’ expressions regarding the learning process, 

statements concerning the architect’s social role and 

responsibilities were highlighted. For instance: 

“As an architect [...] it was a practice that demonstrated how 

important it is to impact the social, economic, and cultural life of 

a place through the spaces created. [...] For me, it was an 

experience that not only broadened my architectural perspective, 

but also helped me develop different social, cultural, societal, 

and other types of awareness, and learn more from the process 

than from the outcome” (S1, 2024). 

“My understanding of social responsibility, through this 

process, become more focused on local needs, listening to the 

voices of the local people, and providing social benefit” (S13, 

2024). 

Students were asked to reflect on these studies in the context 

of their future professional lives. A significant portion (71%, 15 

out of 21) stated that the knowledge and perspectives gained were 

directly applied in their professional lives. They cited areas such 

as collective work, collaboration, idea exchange, prioritising 

societal concerns in their work, engaging in socially responsible 

projects, considering social and environmental factors in design, 

and applying the material and technical knowledge gained during 

the process. Among them, six students (28.6%, n=21) reported 

continued participation in socially responsible projects following 

the ITU Mardint experience. For example: 

“After the ITU Mardint studies, I participated in a series of 

social responsibility projects supporting local communities” 

(S13, 2024). 

“We are currently running a mobile playground project for 

areas that do not have access to play areas. We create temporary 

public space with mobile play (pop-up)” (S21, 2024). 

“Later, I worked as an education volunteer for children at 

TEGV (Educational Volunteers Foundation of Türkiye)” (S1, 

2024). 

The process received critical feedback primarily due to 

factors that negatively affected the work and caused 

interruptions, including shifts in the roles and responsibilities of 

stakeholder managers (IR1, 2024; AS2, 2024), the lack of 

developed technology and technical personnel in Mardin (IR2, 

2024), the absence of an assisting and guiding mentor (S3, 2024), 

and a call for more explicit task definitions and an organizational 

structure (S15, 2024). This theme highlighted aspects of the 

studio’s reality-based, field-oriented characteristics, informed by 

both positive reflections and negative feedback. 
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4.2. Communication and collaboration  

The sub-question “What was the role of communication and 

collaboration during the experience?”, participant statements 

were analysed to reveal the dialogic structure of this process. This 

section also presents a perspective to understand how the 

interplay among stakeholders was sustained throughout and after 

the process. The findings indicate that the dataset frequently 

includes interactions with other stakeholders, the development of 

collaboration, collective work, and partnership codes. The 

following statements help improve the understanding of this 

theme among actors; 

“We became a bridge for ITU Mardint to collaborate with 

other institutions. It is a small city anyway, so it is almost 

impossible not to be aware of what is happening. When they came 

to Mardin (ITU Mardint), I remember that people interested in 

these matters would also attend our meetings. They would 

express their opinions” (PM4, 2024). 

“We built very friendly relationships. Students and 

architects from Istanbul interacted with children passing by on 

the street and with people living nearby” (AS2, 2024). 

“During the Mardin trip, I had the opportunity to get to know 

the local people closely. Their friendliness and hospitality 

pleased me greatly” (S2, 2024). 

Participants indicated that they gained knowledge through 

reciprocal interactions within this learning environment, 

specifically through their engagement with local people, which 

involved learning community needs, grasping the significance of 

the context, and participating in a mutually educational process 

(S13, 2024; S19, 2024). The responses highlight that these 

interdisciplinary and integrated studios strengthen collaboration 

and foster a holistic approach to design education. It was stated 

as follows: 

“It can be said that I gained practical insights into the 

approach stages, from the macro to the micro scale, and how 

students from different disciplines think about the same topic. 

[…] experiencing the ability to work both collectively and 

individually within the framework of the task division required 

when collaborating with people from different disciplines was an 

important gain for me” (S16, 2024). 

“Afterwards, this experience allowed me to approach my 

work with a more holistic perspective” (S13, 2024). 

Additionally, various negative statements related to this 

theme were identified. A significant number of participants 

(59.52%, n=42) expressed concerns, including a lack of 

communication and information during and after the process, and 

6 participants reported being unable to interact with stakeholders 

during the process. The student participants’ references to 

challenges within this code were examined in relation to 

demographic variables. In the full sample (n=42), no significant 

differences were found between the genders regarding references 

to this code (Pearson χ²(1) = 1.437, p = .231; Fisher’s Exact Test, 

p = .346). Limiting the analysis to students only (n=21) produced 

consistent results with no significant gender differences (Pearson 

χ²(1) = .875, p = .350; Fisher’s Exact Test, p = .397). Similarly, 

no significant difference was found between undergraduate and 

graduate students in references to this code within the student 

subgroup (Pearson χ²(1) = .269, p = .604; Fisher’s Exact Test, 

p = .673). Due to some expected counts below five, Fisher’s 

exact test results were emphasised. These findings suggest that 

neither gender nor student status (undergraduate vs. graduate) 

significantly influenced the frequency of mentions or the nature 

of the feedback regarding this code. 

Additionally, the inability to implement studies and the 

difficulty in communicating them to decision-makers, thereby 

fostering diverse perspectives, were identified as barriers. The 

development of interaction areas and communication channels 

that facilitate learning can be achieved. Overall, these results 

emphasise the critical role of interaction through experience, 

while also identifying information-flow challenges as areas for 

improvement. 

4.3. Reflection 

To address the sub-question, “What understanding or 

competencies did students develop about design and process, and 

how did these experiences shape their approach during and after 

the process?”, interview statements were analysed. Participants 

articulated their engagement with experiential knowledge in 

design processes, understanding of thoughts after the experience, 

and suggestions for improving and sustaining the process. As 

exemplified in the following statement regarding the process: 

“Efforts to include the voices of society in the process have 

also contributed to field analyses that inform the design” (S17, 

2024). 

In all student responses (n=21), there were statements 

regarding the use of data from daily life and the local context to 

address a design problem, seek user-centred solutions, and reflect 

interactions with local people and other stakeholders in the 

studies. The faculty members' observations of the students also 

supported this topic. Studies on community issues, driven by 

interactions (meetings, informal encounters, etc.) with local 

people, support the evaluation of regional needs and the 

collection of contextual data. Additionally, the statements 

indicated a democratic shift in the student-tutor dynamic away 

from a hierarchical structure. 

“We had a collective working environment, and there were 

no hierarchical distinctions between us and our course tutors; it 

was a very democratic setting” (S7, 2024). 

“Due to spending 24 hours together, the relationship 

between the tutor and the student changes” (AS3, 2024). 

Moreover, the participants’ statements regarding the 

development of their social awareness and the integration of this 

understanding into their professional lives, as indicated within 

the experience theme, also address the reflection sub-research 

question. 

4.4. Social benefit 

The study analysed interview responses within the “social 

benefit” theme to address the question “What were the socio-

spatial contributions of the studies to society?” Interviews with 

individuals from Mardin gained particular importance, as this 

theme provided insights into examining ITU Mardint’s proactive 

and reactive approaches and deciphering the mode of social 

benefit within the presented research and learning cycle. The 

concept of social benefit is analysed within a broad socio-spatial 

and community-oriented framework.  

Primarily, it has been revealed that the expressions focus on 

the studio approach, enabling social benefits. Notable statements 

highlight how and under what conditions the process is organised 

at ITU Mardint. For example, one participant from Mardin stated 

the following: 

“We hosted the incoming students in our homes. That is, we 

gave them the keys to our vacant houses. They stayed in groups 

in these houses” (IR2, 2024).  

In the responses of individuals from Mardin, expressions 

converged on the common topics of conserving the historical 
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urban fabric, contributions to tourism and the economy, the role 

of architectural design studies, and shifts in perspective. In this 

context, all five research participants from Mardin stated that 

socio-spatial contributions promoted the conservation of historic 

heritage and fostered changes in the perspective towards the city. 

They also emphasised that it provided guidance for the 

preservation of this heritage. For instance: 

“The people here continued their subsequent studies by 

taking as a reference the work conducted under the supervision 

of ITU Mardint and the ÇEKÜL Foundation. These studies 

became a guide for the studies on the historical fabric of Mardin” 

(PM1, 2024). 

Participant statements indicate that increased public 

recognition and conservation of the city’s historical fabric as 

cultural heritage constitutes a key socio-spatial impact of the 

studies. Interview responses indicated that this awareness led to 

more careful intervention approaches. The meticulous efforts to 

conserve Mardin’s historical fabric while adapting it to 

contemporary conditions have emerged as a significant issue 

emphasised by the participants. Participants also stated that 

efforts to safeguard and reveal the historical fabric enhanced the 

city’s visibility, indirectly revitalised tourism, and consequently 

supported the local economy and improved quality of life. 

Moreover, although not fully implemented, the ITU Mardint 

design studies laid the groundwork for future projects, fostered 

the development of ideas initiated during the process, and 

contributed to the establishment of Mardin Artuklu University. 

To illustrate: 

“ITU Mardint contributed to the establishment of Mardin 

Artuklu University. […] A project was carried out for 

Cumhuriyet Square, but unfortunately, it was not realized as 

planned” (PM3, 2024).  

These findings set the stage for examining the participants’ 

post-experience process evaluations. A synthetic overview of the 

main findings across the four thematic dimensions is presented 

in Table 4.

Table 4. Synthetic summary of the main findings across the four thematic dimensions. 
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5. Discussion and evaluation 

Social responsibility is the duty to act for the benefit of 

society, with an awareness of being part of society. Further 

research is required to advance the development of both the 

literature and other pedagogical practices in these areas. 

Researching the long-term contributions of such practices is 

essential to strengthening pedagogical development. This study, 

drawing on multi-stakeholder insights, retrospectively examines 

the enduring impacts of the ITU Mardint experiences. Building 

upon the relevant literature and field data, this research proposes 

and supports a distinctive pedagogical model for socially 

responsible architectural education. While grounded in 

experiential learning, this model analytically restructures the 

learning cycle by redefining the “action” mode as “social 

benefit”. By intertwining the cycles of experiential learning 

theory and action research methodology within a holistic 

framework, the study advocates a social-benefit-oriented 

approach in which the ultimate goal of the experiential process is 

to make tangible contributions to society. Consequently, the 

research process was carried out through this proposed action 

research cycle, focusing on the dimensions of experience, 

communication and collaboration, reflection, and social benefit.  

The question “What are the socio-spatial impacts of ITU 

Mardint design studies in terms of social responsibility?” was 

explored through sub-questions related to these modes/themes. 

As detailed in the analysis of the findings, most students reported 

that the knowledge and insights gained from the experience were 

reflected in their professional lives. Some noted continued 

involvement in social responsibility projects in their professional 

lives after these studies. In total, across all interview responses, 

“social awareness” and “learning local values” were the most 

prominent codes related to the experience theme. When 

evaluated specifically for students, the lack of significant 

differences between genders and academic levels (undergraduate 

vs graduate) in the “learning local values” code suggests that 

experience prevailed over individual differences, creating 

a shared professional impact. Furthermore, the vast majority of 

participants reported enhanced social awareness. These views 

can be viewed as one of the long-term effects of the studies, 

particularly in terms of social responsibility.  

In a non-hypothetical setting, students developed proactive 

and reactive solutions to generate social benefit. within the 

unique urban morphology and multi-layered cultural diversity of 

Mardin. In addition, these studies established a platform for 

stakeholder dialogue, fostering a positive perception of 

university-community relations. Furthermore, local participants 

expressed a willingness to engage in similar future 

collaborations.  

However, the feedback highlighted that participants were 

unable to obtain information regarding the process after the 

studies. This highlights the pedagogical value of establishing 

feedback mechanisms that extend beyond the studio period and 

support continued interaction with the community at large. In 

addition, when participants were asked about ways to improve 

the process, the importance of minimising the impact of 

managerial changes on the studies, as well as more clearly 

defining project coordination, organisational structure, and the 

problem and project scope, was emphasised.  

6. Conclusions and recommendations 

The role of universities today, especially in architectural 

education, is no longer limited to teaching and research; they are 

also expected to provide social benefits. Extending the learning 

environment from the school setting to regions with limited 

opportunities facilitates direct engagement with the community 

and a better understanding of local needs. Thus, it generates 

outcomes that enhance pedagogical development and students’ 

awareness of the subjects. In this context, the development of 

field studies based on social responsibility and community 

engagement is becoming increasingly important.  

Moreover, architectural education, which should be 

inherently intertwined with society and the built environment, 

does not produce merely unilateral benefits when structured 

around social responsibility. Rather, a reciprocal relationship 

exists that supports experiential learning from the context while 

contributing to society. Thus, it generates outcomes that enhance 

pedagogical development and students’ awareness of the subject. 

Architectural education models require flexible, cyclical, and 

sustainable approaches that engage with societal contexts. In 

addition to socially responsible studio courses, the inclusion of 

integrated courses that incorporate theoretical subjects in the 

curriculum could facilitate a more holistic approach to the topic.  

Based on the research findings, the following strategies and 

recommendations are proposed for future pedagogical practices: 

• Sustainability and Organisation: It is essential to 

minimise the impact of managerial changes on the studies, 

as well as to more clearly define project coordination, 

organisational structure, and the problem and project 

scope. 

• Comprehensive Field Engagement: Developing systems 

in which students complete the entire working process in 

the local area, rather than just a segment, is necessary to 

maximise their engagement with the local community. 

• Curriculum Restructuring: Socially responsible 

architectural education should not be limited to 

extracurricular, optional, or experimental studies. Instead, 

architectural education should be restructured around this 

subject; social responsibility should not be an 

extracurricular adjunct but should form the core of the 

curriculum itself. In addition to this, the integration of 

theoretical courses on social responsibility with the 

practical applications of the studio could facilitate a more 

holistic approach. 

• Institutional Support: Universities should transform into 

mechanisms through which communities can access 

support and benefit from the institutional expertise and 

resources. 

Ultimately, this study highlights the role of translating 

academic knowledge into the field and incorporating experiential 

learning from the field to enhance social consciousness, 

specifically within Mardin’s multi-layered historical urban 

fabric. The architectural culture embedded in the city’s codes 

makes conducting a study in this area a distinctive opportunity 

and is considered a means of enhancing collective awareness. 

While the ITU Mardint model is inherently context-specific, 

conditioned by these unique historical and cultural codes, the 

strategies derived from the findings, such as integrating a social-

benefit-oriented cycle into experiential learning, offer broader 

pedagogical applicability. The model’s flexible and cyclical 

structure suggests its potential replicability in other schools of 

architecture, enabling academic knowledge to be translated into 

diverse field conditions. The research findings are presented in 

their original context. The strategies derived from these findings 

can inform the development of new action plans and learning 

cycles, enabling architectural education to be open to continuous 

improvement within cyclical continuity. 
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Future studies should integrate socially responsible 

pedagogical practices with research to enable universities to 

holistically achieve their objectives across the three fundamental 

dimensions. These studies could be expanded to different 

contexts and methods, such as longitudinal tracking of student 

engagement, comparative analyses across studies, and 

evaluations of hypothetical versus reality-based studio 

environments. 

Acknowledgements   

The authors would like to express their sincere gratitude to 

all the participants for their valuable time, insights, and 

contributions to this research. The authors would also like to 

thank Assoc. Prof. Burak Pak for his expertise and support 

throughout the study. 

Funding   

This research did not receive any specific grant from funding 

agencies in the public, commercial, or not-for-profit sectors.   

References   

[1] Adler A., Understanding Human Nature. Routledge, 2013.  

[2] Ahunbay Z., Kültür Mirasını Koruma İlke ve Teknikleri. Yem 

Publishing, 2023. 

[3] Aristotle., Nicomachean Ethics. Cambridge University Press, 

2004. 

[4] Brewis G., A Social History of Student Volunteering: Britain and 

Beyond, 1880-1980. Palgrave Macmillan, 2014. 

[5] Canizaro V.B., Design-Build in Architectural Education: 

Motivations, Practices, Challenges, Successes and Failures. 

Archnet-IJAR 6(3) (2012) 20-36. 

[6] Demir Y., “Yerel İnisiyatif + Küresel Kaynak” MARDINT: İTÜ 

Mardin Disiplinlerarası Eğitim, Araştırma ve Uygulama Merkezi. 

Arkitekt (3) (2008) 74-78. 

[7] Demir Y., Öztürk P., Ayataç H., Deviren S., Beygo C., Üniversite-

Kamusal Mekan İlişkisi. İTÜ Vakfı Dergisi (57) (2011) 45-49. 

[8] Demir Y., Mardint: ITU Mardin Interdisciplinary Education 

Research and Development Center. In: Islamic Urban Heritage: 

Research, Preservation and Management Summer School Turkey, 

June 20-July 17, 2012. Istanbul; IRCICA, 2013, 125-132. 

[9] Dewey J., Experience and Education. Kappa Delta Pi, 1938. 

[10] Dewey J., The Child and the Curriculum. The University of 

Chicago Press, 1966. 

[11] Dewey J., How We Think: A Restatement of the Relation of 

Reflective Thinking to the Educative Process. Henry Regnery 

Company, 1971. 

[12] Dewey J., Democracy and Education. A Penn State Electronic 

Classics Series Publication, 2001. 

[13] Ellmann R., Oscar Wilde. Vintage Books, 1988. 

[14] Esfijani A., Hussain F., Chang E., University Social 

Responsibility Ontology. Engineering Intelligent Systems 21(4) 

(2013) 271-281. 

[15] Harry B., Sturges K.M., Klingner J.K., Mapping the Process: An 

Exemplar of Process and Challenge in Grounded Theory 

Analysis. Educational Researcher 34(2) (2005) 3-13. 

https://doi.org/10.3102/0013189X034002003  

[16] Keeton M.T., Tate P.J., Learning by Experience – What, Why, 

How. Jossey-Bass, 1978. 

[17] Kemmis S., McTaggart R., Nixon R., The Action Research 

Planner: Doing Critical Participatory Action Research. Springer, 

2014. 

[18] Khatami S.M., Boujari P., Ranjbar E., Toward a Social 

Responsibility‑Based Model for Urban Design Education. Urban 

Design International 28(4) (2023) 256-271.  

https://doi.org/10.1057/s41289-022-00195-9  

[19] Kolb D., Experiential learning: Experience as the Source of 

Learning and Development. Pearson Education, Inc., 2015. 

[20] Lopez S.G., Benitez J.L.S., Sanchez J.M.A., Social Knowledge 

Management from the Social Responsibility of the University for 

the Promotion of Sustainable Development. Procedia: Social and 

Behavioral Sciences 191 (2015) 2112-2116.  

https://doi.org/10.1016/j.sbspro.2015.04.327  

[21] MacIntyre A., After Virtue. University of Notre Dame Press, 

1984. 

[22] McNiff J., Whitehead J., Action Research: Principles and 

Practice. Routledge, 2002. 

[23] Meseguer-Sanchez V., Abad-Segura E., Belmonte-Urena L.J., 

Molina-Moreno V., Examining the Research Evolution on the 

Socio-Economic and Environmental Dimensions on University 

Social Responsibility. International Journal of Environmental 

Research and Public Health 17(13) (2020) 1-30.  

https://doi.org/10.3390/ijerph17134729  

[24] Meyer H., Bauhaus und Gesellschaft. Bauhaus 3(1) (1929). 

[25] Paunescu C., Cantaragiu R., The Social Role of University 

Entrepreneurship. In: Management Association I, Economics: 

Concepts, Methodologies, Tools, And Applications. IGI Global 

Scientific Publishing, 2015, 1055-1071. 

[26] Ramos-Monge E.L., Llinas-Audet X., Barrena-Martinez J., Drivers 

and Barriers of University Social Responsibility: Integration into 

Strategic Plans. World Review of Entrepreneurship, Management 

and Sustainable Development 15(1-2) (2019) 174-201. 

https://doi.org/10.1504/WREMSD.2019.098475  

[27] Roth G., Bradbury H., Learning History: An Action Research 

Practice in Support of Actionable Learning. In: Reason P, 

Bradbury H, editors. The SAGE Handbook of Action Research. 

SAGE Publications Ltd, 2008, 350-365. 

[28] Salama A., Contemporary Qatari Architecture As An Open 

Textbook. ArchNet-IJAR 1(3) (2007) 101-114. 

[29] Salama A., A Theory For Integrating Knowledge In Architectural 

Design Education. ArchNet-IJAR 2(1) (2008) 100-128. 

[30] Saldana J., The Coding Manual For Qualitative Researchers. 

SAGE Publications, 2015. 

[31] Schön D. The Reflective Practitioner: How Professionals Think 

in Action. Routledge, 2016. 

[32] Simons M., Masschelein J., From Schools to Learning 

Environments: The Dark Side of Being Exceptional. Journal of 

Philosophy of Education 42(3-4) (2008) 687-704.  

[33] Taylor C., Philosophy and the Human Sciences: Philosophical 

Papers 2. Cambridge University Press, 1985. 

[34] THEQC. Toplumsal Katkı Politikası.  

https://web.archive.org/web/20220303041053/https://portal.yoka

k.gov.tr/makale/kurumun-toplumsal-katki-politikasi/ 2022.  

(Accessed 13 Apr 2025). 

[35] Higher Education Law. The Law on Higher Education. 

https://www.yok.gov.tr/Documents/Yayinlar/Yayinlarimiz/the-

law-on-higher-education.pdf 2023. (Accessed 20 May 2023). 

[36] Pak B., De Smet A., editors. Experiential Learning in 

Architectural Education: Design-build and Live Projects. 

Routledge, 2022. https://doi.org/10.4324/9781003267683  

[37] Agiel A., Albdour A., Meaning-Making Through Community 

Constructs in Architectural Education. In: Auer ME, Rüütmann T, 

editors. Futureproofing Engineering Education for Global 

Responsibility. Lecture Notes in Networks and Systems. Springer, 

2025. 

[38] Alguren B., Toward behavioral learning outcomes: A case study 

of an experiential learning approach and students’ self-reported 

https://doi.org/10.3102/0013189X034002003
https://doi.org/10.1057/s41289-022-00195-9
https://doi.org/10.1016/j.sbspro.2015.04.327
https://doi.org/10.3390/ijerph17134729
https://doi.org/10.1504/WREMSD.2019.098475
https://web.archive.org/web/20220303041053/https:/portal.yokak.gov.tr/makale/kurumun-toplumsal-katki-politikasi/
https://web.archive.org/web/20220303041053/https:/portal.yokak.gov.tr/makale/kurumun-toplumsal-katki-politikasi/
https://www.yok.gov.tr/Documents/Yayinlar/Yayinlarimiz/the-law-on-higher-education.pdf
https://www.yok.gov.tr/Documents/Yayinlar/Yayinlarimiz/the-law-on-higher-education.pdf
https://doi.org/10.4324/9781003267683


Toy B., Demir Y., Social responsibility in architectural education: … 

15 

facilitators and barriers for pro-environmental behavior. 

International Journal of Sustainability in Higher Education 26(9) 

(2025) 265-280. https://doi.org/10.1108/IJSHE-01-2025-0063  

[39] Yeler G.M., Learning through Place: Place-Based Design and 

Education Approaches in Architectural Design Studio. In: Theory 

and Practice in Sustainable Planning and Design: Planning, 

Design, Applications. Peter Lang AG, 2020, 229-243. 

[40] Toy B., Pulat Gökmen G., Mimarlık Eğitiminde Uygulamalı 

Öğrenme Ortamları Sunan Tasarla/Yap Stüdyolarına İlişkin 

Karşılaştırmalı Bir Değerlendirme. Tasarım Kuram 19(40) (2023) 

483-498. https://doi.org/10.59215/tasarimkuram.406  

[41] Montt-Blanchard D., Najmi S., Spinillo C.G., Considerations for 

Community Engagement in Design Education. She Ji: The 

Journal of Design, Economics, and Innovation 9(2) (2023) 234-

263. https://doi.org/10.1016/j.sheji.2023.05.004  

[42] Salama A., Patil M.P., The Socius in Architectural Pedagogy: 

Transformative Design Studio Teaching Models. Architecture 

5(3) (2025) 61. https://doi.org/10.3390/architecture5030061 

 

https://doi.org/10.1108/IJSHE-01-2025-0063
https://doi.org/10.59215/tasarimkuram.406
https://doi.org/10.1016/j.sheji.2023.05.004
https://doi.org/10.3390/architecture5030061

