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ABSTRACT

FLEXIBLE LEARNING SPACES:
INSIGHTS FROM USE PATTERNS IN PUBLIC
PRIMARY SCHOOLS

Yasemin Burcu BALOGLU
Architecture and Design Phd Program

Thesis Supervisor: Prof. Dr. Sema SOYGENIS

January, 2020, 140 pages

The educational landscape has been changing with the shifting paradigms in pedagogical
approaches and advancements in the technology. School buildings constitute the primary
architectural products of the educational systems. The spatial needs to provide efficient
communication, cooperation, interaction, adaptation to the evolving student-centered
pedagogical approaches made it a challenge for school design to be ready for change and
transformation to meet the contemporary requirements. Besides, school buildings have
also been expected to meet the demands brought by the surrounding social environment
and physical or psychological needs of the users, functional obsolescence, demographic
and economic factors, and the concerns for sustainability. A prominent architectural
response stimulated by the innovative ideas on how the physical environment can
accommodate these changes and support learning has been flexibility, as a significant
parameter in the learning space design.

The literature and prior experiences in practice also indicate that flexibility has different
interpretations and implementations in the context of learning space design, which can
contribute to the solutions of contemporary concerns of school design. However, to
achieve successful outcomes from learning processes, the spatial design is required to go
hand-in-hand with the pedagogical methods and educational activities. Thus, discussing
a flexible design approach for the institutions that belong to a particular educational
system emerges the need for the comprehension of that system's educational culture,
pedagogical methods, and user requirements for the development of coherent strategies.

In the broadest sense, this thesis discusses flexibility and the relevant concepts in the
context of state primary school architecture in Turkey. The study aims to derive strategies
for flexibility to be utilized in design processes by bringing insights from educators’
opinions on the fundamental spatial requirements at schools and examining the relations
between educational practices and design of the physical space. A two-tiered field study
process following an exploratory research approach has been conducted to explore the
use patterns and identify the prioritized problems within the existing school building
stock produced through prototype-based methods.

Within the scope of the field study, fifteen state-governed primary schools located in
Bayrampasa, Istanbul has been visited. The first phase of the study included a survey
among the teachers, which aimed to reveal the relationships between educational
activities and learning settings. According to the analysis of the data, learning spaces'
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ability to accommodate the changing needs of different educational activities, need for a
variety of subject-specific areas as well as enhancement of both interior spaces and school
ground for children's physical activity and play needs emerged as some of the most
prominent issues regarding school design from teachers' viewpoints. The second phase
involved the determination of functional alterations at schools through on-site
observations as well as revision of technical documents for the evaluation of the current
situation from a design point of view. The interpretation of the findings from the second
part showed that the alterations at schools have often been conducted in a contradictory
manner to the need for spatial variety emphasized by teachers to support the educational
activities. The functional changes are founded to be developed around the concerns for
increasing the number of standard classrooms to accommodate large numbers of students.
The outdoor spaces are also observed to be underutilized in terms of their contribution to
learning processes and the amount of accessible area. A primary shared concern revealed
through both parts of the study has been the need for searching for alternative spatial
solutions to respond to crowdedness at schools.

The theoretical work around the subject and the interpretation of the findings of the field
study were then used together to inform the setting out of ideas on how flexible design
features may be approached in primary schools in Turkey. As an outcome of the thesis, a
set of complying practical design strategies has been suggested to employ flexibility in
interior spatial organization and outdoor space use at primary schools. The inquiry, for
the first time, searched for the educators’ thoughts of learning spaces as a primary
component together with the observations at school settings to assess solutions for
flexible design in Turkish Primary Schools, and the thesis is believed to contribute to the
literature in this respect. It is also considered that the suggested ideas regarding flexibility
can contribute to the development of strategies for the planning processes of future
schools or interventions to the existing primary school buildings.

Keywords: School Architecture, Flexibility, Primary Schools, Learning Spaces



OZET

ESNEK OGRENME MEKANLARL:
DEVLET ILKOKUL YAPILARINDA MEKAN KULLANIM
ORUNTULERINDEN ICGORULER

Yasemin Burcu BALOGLU
Mimarlik ve Tasarim Doktora Programi

Tez Danigmani: Prof. Dr. Sema SOYGENIS

Ocak, 2020, 140 sayfa

Egitim alani, pedagojik yaklasimlarda farklilasan paradigmalar ve teknolojideki
ilerlemeler ile birlikte degismektedir. Okul yapilari, egitim sistemlerinin temel mimari
driinleridir. Etkin iletisim, isbirligi, etkilesim, gelisen Ogrenci merkezli pedagojik
yaklagimlara uyum saglama nedenleriyle ortaya c¢ikan mekansal ihtiyaclar; okul
tasarimlarinin ¢agdas gereksinimleri karsilamak icin degisime ve doniisiime hazir
olmasin1 gerektirir. Ayrica, okul yapilarinin sosyal c¢evrelerinin getirdigi talepleri,
kullanicilarin fiziksel veya psikolojik ihtiyaglarini, islevsel eskimeyi, demografik ve
ekonomik faktorleri ve sitirdiirtilebilirlikle ilgili endiseleri karsilamasi da beklenmektedir.
Ogrenme mekanlarinda tercih edilen bir &zellik olarak esneklik; yapili cevrenin
degisimleri nasil karsilayacag ve 6grenmeyi destekleyecegi yoniinde yenilikg¢i fikirlerin
ortaya koydugu mimari ac¢idan belirgin bir yanit olmustur.

Konuya iliskin literatiir ve pratikteki uygulamalar, esnekligin 6grenme mekani tasarimi
baglaminda farkli yorumlamalar1 ve uygulamalari oldugunu gostermektedir. Bununla
beraber, 6grenme siireglerinden basarili sonuclar elde edilmesi i¢in, mekansal tasarimin
pedagojik yontemlerle ve egitim etkinlikleriyle ortiismesi gerekir. Bu nedenle, belirli bir
egitim sistemine ait kurumlar agisindan esnek bir tasarim yaklasiminin tartisilmasi ve
tutarlt stratejilerin  gelistirilmesi i¢in o sistemin egitim kiiltiiriiniin, pedagojik
yontemlerinin ve kullanict gereksinimlerinin anlagilmasina ihtiya¢ duyulmaktadir.

Bu tez caligmasi genis anlamiyla, Tiirkiye'de okul mimarisi baglaminda esnekligi ve ilgili
kavramlar1 ele almaktadir. Calismada, egitimcilerin okullardaki temel mekansal
gereksinimler hakkindaki goriislerinin alinmasi ve egitim uygulamalan ile fiziksel
mekanin tasarimi  arasindaki iligkilerin incelenmesi ile tasarim siireclerinde
yararlanilabilecek esneklik stratejilerinin olusturulmast amaglanmistir. Kullanim
bicimlerini anlamak ve tip proje yaklagimiyla iiretilen mevcut okul binasi stokundaki
oncelikli sorunlar1 belirlemek icin kesif¢i bir arastirma yaklagimini izleyen iki asamali bir
saha ¢aligmasi ylriitiilmiistiir.

Saha ¢aligmasi kapsaminda Istanbul ili Bayrampasa'da bulunan on bes devlet ilkokulu
ziyaret edilmistir. Saha ¢aligmasinin ilk asamasi, 6gretmenlerle, egitim etkinlikleri ve
ogrenme ortamlari arasindaki iligkileri ortaya ¢ikarmak i¢in gergeklestirilen anketi igerir.
Elde edilen verilerin analizi dogrultusunda, o6gretmenlerin bakis acilariyla okul
tasarimyla ilgili en belirgin konular belirlenmistir. Ogrenme alanlarmin farkli egitim
faaliyetlerinin degisen ihtiyaclarini kargilayabilme kabiliyeti, cesitli konulara 6zgii
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alanlara ihtiya¢ duyulmasi, hem i¢ hem de dis mekanin ¢ocuklarin fiziksel aktiviteleri ve
oyun ihtiya¢larini karsilayict bicimde zenginlestirilmesi s6z konusu konulardan en
belirgin olanlaridir. Ikinci asama, sahadaki gdzlemler yoluyla okullardaki fonksiyonel
degisikliklerin belirlenmesini ve mevcut durumun tasarimct bakis agisindan
degerlendirilmesi ve karsilastirma yapilabilmesi i¢in okul projelerinin goézden
gecirilmesini igerir. Ikinci kisimdan elde edilen bulgular, okullardaki degisikliklerin,
Ogretmenlerin egitim faaliyetlerini desteklemek i¢in vurguladigi mekénsal cesitlilik
ihtiyacina karsit bir sekilde gergeklestirildigini gOstermistir. Ayrica, islevsel
degisikliklerin, ¢ok sayida 6grenciyi barindiracak standart derslik sayisinin arttirilmasina
yonelik kaygilar etrafinda gelistigi gozlemlenmistir. Di1g mekanlarin 6grenme siireglerine
katkilar1 ve erisilebilir alanlarin miktarlar1 bakimindan verimli sekilde kullanilmadigi
gorlilmiistiir. Okullardaki kalabalik durumu karsilamak i¢in alternatif mekansal
¢coziimlerin aragtirilmasi gereksinimi ¢aligsmanin her iki boliimiiniin sonucunda da ortaya
konan ortak bir endise oldugu goriilmiistir.

Konuyla ilgili teorik ¢alisma ve saha caligmasi sonucunda ortaya ¢ikan bulgularin
yorumlanmasi, Tiirkiye'deki devlet ilkokul yapilarinda esnek tasarim 6zelliklerinin nasil
ele alinabilecegi konusundaki fikirlerin olusturulmasi icin birlikte degerlendirilmistir.
Tezin sonug lirlinii olarak, ilkogretim okullarinda i¢ mekanin organizasyonu ve dis mekan
kullanim1 agisindan esneklik yaklasiminin uygulanmasi dogrultusunda bir dizi pratik
tasarim stratejisi ortaya konulmustur. Bu arastirma, ilk defa egitimcilerin 6grenme
alanlar1 hakkindaki goriislerini Tiirkiye’de ilkokullarda esnek tasarima yonelik
coziimlerin degerlendirilmesi icin temel bir bilesen olarak ele almistir ve tez bu agidan
literatiire katki sunmaktadir. Ayrica, esneklige iliskin onerilen fikirlerin, gelecek okul
planlama siirecleri i¢in stratejilerin olusturulmasina veya mevcut ilkégretim okul
binalarina  yapilacak miidahalelerin  gelistirilmesine  katkida  bulunabilecegi
diisiiniilmektedir.

Anahtar Kelimeler: Okul Mimarisi, Esneklik, ilkokul Yapilari, Ogrenme Mekanlar1
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1. INTRODUCTION

Architecture has been undeniably intertwined with education. School facilities, like all
other physical settings, serve a variety of functions, but their most significant purpose is
the responsibility to provide an enabling environment for educational practices. Learning
is described as a relatively long-lasting change in behavior that results from experience
(Sanoff and Walden 2012). As demonstrated in many studies, today, it is known that
children learn from direct experiences with their surrounding environments (Weinstein
and David 1987), and physical aspects of educational settings have significant impacts
on learning (Barrett et al. 2015, Heppell et al. 2004, Leiringer and Cardellino 2011,
Martin 2005).

The educational landscape is changing with the shifting paradigms in pedagogies as well
as the advancements in the technology. There are embedded perceptions and a long
history about the spaces where learning traditionally occurs. These existing assumptions,
on the other hand, are being challenged under the influence of innovative ideas on how
designed spaces can support learning more efficiently. One of the prominent architectural

responses stimulated by these ideas has been flexible learning spaces.

Flexibility has been a constant component discussed within architectural discourse with
its various dimensions regarding time, user, use, and movement. Recent architectural
vocabularies regarding school design, both language-based and built, have been widely
driven by notions of flexibility (Wood 2018). This situation, on the other hand, raises
questions about what flexibility really offers for learning processes and people. School
architecture is a process linked with pedagogical approaches as well as the way that
educational activities are carried out. Thus, it requires the consideration of these different
aspects within a whole picture from the designer's point of view. Accordingly, discussing
a flexible design approach for the institutions that belong to a particular educational
system emerges a need for the comprehension of that system's educational culture,

pedagogical methods, and user requirements.

There has been an increasing trend in the production of educational facilities due to
population growth and rapid changes in the educational system, which seems to proceed

in the foreseeable future in Turkey. Carefully considered proposals of school design



indeed have the potential to contribute to the development of future school projects and

to make interventions to the existing ones to support educational activities.

In a broad sense, this thesis discusses flexibility and the relevant concepts in the context
of primary school architecture in Turkey. The study aims to derive strategies for
flexibility to be utilized in design processes by introducing insights from educators’
opinions on the primary spatial requirements at schools and examining the relations
between educational practices and design of the physical space. Primary school buildings
constitute the settings for the very early years of children’s formal education in many
countries, including Turkey, and they are also the first academic institutions that children
experience. For this reason, the architecture of these schools has a particular meaning in
children’s lives, and primary schools have been included to be examined in details within

the scope of this study.

In order to construct a theoretical framework, first, meanings of flexibility as an
architectural feature has been reviewed through the literature. Then, the definition of
flexibility in the context of educational spaces has been clarified and refined by breaking
the terminology down into categories by timescales. The implementations of the flexible
design in learning settings in response to diverse requirements were examined through
international examples to contextualize the information obtained from the definitions.
Acknowledging the interdependence of teaching methods with the shaping of the physical
learning space, the evolution of learning environments up to our current day was
reviewed, and the impacts of student-centered pedagogies on the formation of design
approaches including flexibility were explained. Later, the dominant approaches and
recent developments driving the school design processes in Turkey, as well as the place
of flexibility within the current school building guidelines, were examined to present a

better understanding of the existing system.

A two-phased field study following an exploratory approach has been undertaken within
the scope of the thesis to examine the spatial use patterns and identify issues regarding
the existing building stock. Within the first phase, the relationships between educational
practices and learning settings, as well as the prioritized spatial requirements at schools,
were identified through a survey among teachers’ from fifteen primary schools located in

Bayrampasa, Istanbul. The second phase of the inquiry included the collection of data



regarding functional changes, alterations, and outdoor space use through direct
observations in the same school buildings in Bayrampasa as well as the examination of
project drawings for the comparison and evaluation of the current situation from a

designer’s point of view.

For the school visits, it was aimed to reach a diverse sample of schools in terms of
typology, which were constructed according to the prototype-based projects produced or
approved by the Ministry within the same area. Bayrampasa constituted an appropriate
area for the research, for it accommodates various prototype-based state primary school
buildings projects that were built or completely refurbished during the last twenty years.
The thesis also aimed to focus on schools that are located in crowded urban centers and
often subjected to re-building or modifications due to challenging conditions of
accommodating educational activities to serve a large number of students. Bayrampasa

district also emerged as a proper location to respond to these concerns for sampling.

Finally, the theoretical work around the subject and the information derived from the
analysis of the findings of research have been used to form suggestions on how flexible
design features may be approached in state primary schools in Turkey to respond to the
determined prioritized needs and particular spatial requirements of the educational

practices.

1.1 AIM AND SCOPE

Educational buildings are defined as structures in which people are provided with
education as well as constituting a stage for the transfer of intergenerational culture
(Oymen Giir and Zorlu 2002). In other words, these structures contribute to the
integration of individuals into society. Besides, accessible, public education is recognized
as one of the central responsibilities of democratic societies. The school buildings not
only affect how teaching and learning are performed but also give clues about the shared
values that are held by society. Thus, governing bodies are expected to produce policies
to provide education within qualified physical spaces in terms of design supporting the
requirements of the educational activities as well as the students and the educating staff.
This situation constitutes one of the main reasons which place school building design to

be a subject of research and debate in our present day. State-funded school buildings



which are built according to the regulations to accommodate certain curricular activities
may be recognized as showcases which give clues about how schooling is approached

and realized in a particular culture.

In Turkey, the predominant approach to state-funded school design has been the repetitive
implementation of similar prototype projects produced by the governmental institutions
or authorized private architectural offices since the earlier times of the Turkish Republic.
Many scholars and design professionals tirelessly underline that this approach brings
many problems regarding the spatial design qualities of educational institutions in
different scales (Ciravoglu 2004, Giizer 2014, Karabey 2014). Despite the criticisms, the
same type of schools are still being built today in all around the country regardless of the
diversities in needs of pedagogical approaches and users, context, place, climate, culture.
For the conceivable future, prototype-based projects are likely to continue to be

implemented similarly for economical, practical, or managerial reasons.

Especially in the crowded urban centers, the ongoing situation of maintaining, repairing,
and replacing the existing school building stock has resulted in the need for a wide range
of projects from small-scale expansions to the rebuilding of the new facilities, notably
during the last two decades. The design of these projects must follow a series of
regulations and spatial standards determined by the guidelines issued by the Ministry of
National Education. From a different perspective, this means that the improvement of the
design codes to address the concerns and spatial needs of contemporary educational
practices can enhance the building of qualified physical environments of school
buildings. Thus, more research on the educational culture in Turkey and its relation with
architecture can make valuable contributions to design processes. Flexibility, the related
concepts and integration of their diverse methods to school design may also be assessed

within this framework.

As put in by Burke and Grosvenor (2008), the need for flexible solutions in school
architecture has been more or less recognized throughout the history of education. In
today’s conditions, the notion of flexibility has gained more acceptance and become a
frequently discussed attribute by the design professionals, educators and scholars
regarding contemporary education systems and the design of twenty-first-century

schools. Flexibility is argued to be one of the built environment parameters which is



thought to have positive impacts on learning (Dudek 2000, Karabey 2014, Leather and
Duarte Morinho 2009, Lippman 2010, Moore and Lackney 1994, Perkins 2001),
presented as an enabler of the adoption and adaptation of emerging changes in education
(Leiringer and Cardellino 2011), and demonstrated to be a guiding factor for the shaping
of the contemporary physical learning spaces in primary schools in some empirical
studies (Barrett et al. 2015). The term has also been cited in many evidence-based reviews
and design guidelines for future schools and often been employed as a distinguishing
physical characteristic and one of the abstract social forces that influence school design
(Monahan 2002).

Hill (2003) emphasizes that flexible architecture is based on the principle that a building
can absorb, or adapt to reflect, changes in use. Kronenburg (2007) also underlines the
basic features of flexible buildings as that they are intended to respond to changing
situations in their use, operation, or location. Thus, flexibility is by its nature, related to
change. Accordingly, flexible structures are expected to be dynamic, to adapt, to
transform, to remain relevant to the cultural and societal trends, and to interact with the
users rather than inhibiting them (Kronenburg 2007). The developments which have
positioned flexibility as a preferable architectural means for school design may be
summarized as the shifts in the pedagogical approaches and the surrounding social
environment, advances in technology, changes in the physical or psychological needs of
the users, demographic factors, economic factors, physical and functional obsolescence
and concerns for sustainability. Besides these factors, the spatial needs to provide efficient
communication, cooperation, interaction, adaptation to the evolving student-centered
educational approaches made it a challenge for schools to be ready for change and

transformation to meet the contemporary requirements.

Review of the literature shows that, although flexibility is often offered as a preferable
design feature to support educational activities, the explanations on its definition and
contents are often vague. Besides, there are still gaps in research on the examination of
approaches and methods to provide flexibility. Moreover, it is often highly complicated
to understand from the sources, who or what contributes to flexibility, since the agent
may be the design of the building, the users or the combination of both. As a part of the
thesis, it has been aimed to contribute to the clarification of the terminology through the

examination and comparisons of the definitions of flexibility provided within different



sources. It has been intended to gain a better understanding of what flexibility is, how it
applies to space, as well as determining which methods, or who contribute to the flexible

design in the context of learning space design.

School design is interdependent with pedagogical approaches as well as educational
activities. Thus, the consistency between the teaching and learning practices and the
design of physical environment which surrounds them is mentioned as an essential feature
of qualified school design (Moore and Lackney 1994, Neill and Etheridge 2008, Walden
2015). Walden (2015) asserts that future school buildings should be the ones where
learning processes and pedagogy are inseparable, which facilitates social learning, offers
individual and team activities and exists as a place for encounter and sensory experiences
for children. In a similar manner, flexible educational spaces by themselves cannot be
expected to act as catalysts for direct improvement in learning. As it is also emphasized
within the emerging themes for the twenty-first-century learning environments defined
by the Organization for Economic Co-operation and Development (OECD), and included
in various other sources, the involvement of user opinions to school design processes has
become an essential requirement to achieve these qualities (Walden 2015, Woolner
2010). This may only be possible through overcoming the communication problems
between designers and educators and the main users of schools, teachers and students
(Walden 2015). As a common concern of many explanations of flexibility, the users take

a central role.

Accordingly, in the case of learning spaces, understanding the current requirements of
educational practices and their relations with space through learning about the first-hand
experiences may have a critical contribution to the development of coherent strategies
and methods to accommodate the demands of present and future users. Regarding the
subject, Wood (2018) advocates flexibility should not be approached as just a space-
related issue and claims that without an understanding of a timescale and actors who will
be responsible for the design or operation of the flexible attributes, flexibility becomes a
problematic term. Kvan (2013) also emphasizes the importance of the valuation of
qualitative dimensions of the learning- teaching experiences and outcomes of design by
the users. Thus, it may be implied that hearing about the experiences of users from first

hand also becomes crucial to bring new insights to learning space design.



Especially at primary schools, teachers constitute one of the main user groups with their
legitimized role to guide and control the educational activities. In Turkey, there still seems
to be a lack of research to understand how the educators’ assess the educational settings
designed according to the regulations defined by the official institutions within a
prototype-based project approach. With the recognition of these factors, the thesis aims
to contribute to the fulfilment of this gap through presenting teachers’ opinions about the
school designs’ ability to support current educational practices. Moreover, it is intended
to reveal the sources of the changes in spatial requirements that emerge in different
timescales, and define the priorities to be addressed to enhance learning experiences with

the design of the physical environment.

In Turkey, flexibility as an architectural means has been adopted in some parts of the
current school building manuals; however, the presented strategies comprise only limited
aspects of flexible design. The gathered information from the review of literature and
analysis of the findings of the research part is then aimed to be utilized to bring insights
from the actual use patterns at schools to the development of flexible design strategies.
Thus, as a final output, the thesis aims to present alternative practical design ideas that
comply with the determined spatial requirements to utilize the positive outcomes of
flexible design approach in Turkish public primary schools. To summarize, as explained

in details throughout the section, the aims of the thesis may be listed as follows:

i.  to contribute to the clarification of the terminology regarding flexibility and the
related concepts in the context of educational space design through the
examination and comparison of the definitions provided in different sources,

ii. to determine the current issues regarding the relations between the educational
practices and physical environment at primary schools through the field study,

iii.  to find out the sources of the changes in spatial requirements at primary schools
through hearing the opinions of the educators through the field study,

iv. to discuss the flexible design approach in a broader sense to be utilized in
primary schools in Turkey,

v. to present alternative complying suggestions and methods for flexibility which
may be implemented in the existing schools, or contribute to the formation of

design ideas for future schools.



1.2 STRUCTURE OF THE THESIS

Structure of the thesis has been developed within a parallel approach following the above
mentioned aims sequentially, responding each of them step by step. The thesis recognizes
the position of the users of the physical space as an essential component to integrate
flexibility in school design. Therefore, it is aimed to comprehend how flexible design can
be utilized through presenting viewpoints of the users, which mainly consists of the
students and educators in the case of schools, along with the designers’ perspective.
Structure of the thesis may be briefly explained in three main interrelated parts which are

the review of literature, the research and findings, and development of design strategies.

As an initial step, the meaning of flexibility with its different dimensions in the context
of educational environments was examined through the review of the relevant literature.
The review begins with the comprehension of the relations between children and the
physical environment with regards to different aspects of childhood development. Then,
the impact of the physical design of schools on learning experiences is demonstrated. The
evolution of school design with the changes in educational philosophies and pedagogical
methods, has been examined within a chronological framework to introduce how
flexibility had emerged as a criterion for the design of educational environments in the
next part. Finally, under the light of the review of literature and examination of examples
in practice, different aspects of flexibility and flexible strategies for the design of
educational environments were extracted and introduced. The second part of the thesis
explains the research methodology, results, and interpretations of the findings of the field
study conducted in the primary schools within the scope of the thesis. In the final part,
the user feedback derived from the surveys and expert opinions obtained through the
observations during the school visits were then used to inform the setting out of
complying, practical ideas to employ flexibility in terms of interior spatial organization

and outdoor space use in primary school buildings.

Children typically learn in different ways and set changing types of interactions with their
surrounding environment as they grow. Following the introduction part, the review of
literature presented within the thesis begins with the second chapter, which overviews the
interaction between children and the built environment during various stages of their

development within the framework of learning processes. This part of the study also



describes the developmental features of primary school children who belong to 6-12 age

group.

The third chapter presents an examination of the path to our current day school buildings
in a historical context, following the beginning of the nineteenth-century after the
Industrial Revolution, which led to the establishment of the first standardized models of
school facilities. The emphasis was given to the changes in the pedagogical approaches
and their reflections on the school design. Following the examination of educational
structures' development in the Western world, a chronological description of the
approaches to the design and construction of school buildings in Turkey has been
examined within the chapter. The foundation of the Republic was considered as a turning
point, and school buildings that are produced with the beginning of this period up to now
were investigated throughout the review. Current approaches to the design processes of
school buildings in Turkey and criticisms towards the dominant prototype-based project
approach were explained. The design criteria regarding flexibility provided within the

recent guides of school building standards were examined and presented.

The fourth chapter focuses on the background studies of flexibility in the context of
learning space design. After presenting a brief review of diverse approaches towards
flexibility in the general architectural discourse, its definitions regarding educational
space design provided in different sources have been compared. The derived flexible
design features were then categorized according to their functions to respond to
requirements that emerge within different timescales. Different flexible design strategies
to meet short term and long term requirements at schools have been explained and

summarized at the end of the chapter.

The fifth chapter clarifies the methodology, results and interpretations of the findings of
the two-phased field study which is conducted to examine the spatial use patterns and the
sources of the changes in spatial requirements in Bayrampasa primary schools. The
rationale behind the adopted research approach, data collection procedures, information
about the research site and typologies of the schools, and data analysis processes as well
as the results and interpretations of the findings of both phases of the study has been

explained in details within the chapter.



To contextualize the data on primary requirements derived in the light of the field study
and the review of literature, the sixth chapter suggests ideas for utilizing a flexible design
approach in design processes of state primary schools in Turkey in response to the
determined prioritized needs and particular spatial requirements of the educational
practices. The main emphasis is given to practical, realistic proposals for to be
implemented in the case of the existing school building stock. Directions for further

research, and conclusions are presented at the end of the section.
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2. THE ROLE OF EDUCATIONAL SPACES ON
CHILD DEVELOPMENT AND LEARNING EXPERIENCES

Primary school buildings often constitute the first formal institutional environments that
children experience, spend a significant amount of their time inside. Children’s spatial
experiences in these environments have critical reflections on their development. On the
other hand, how they perceive and experience the school environment can also be related
to their developmental characteristics and needs of the particular age group they belong.
Thus, the comprehension and consideration of the developmental characteristics of
children as the users of the physical environment emerge as a fundamental requirement
for the discussion of school architecture from the designer’s standpoint. Section 2.1
briefly examines children’s understanding of space and their interaction with the physical
environment at different stages of cognitive, socioemotional, physical development while
seeking for what these interactions can mean in everyday life and pedagogical methods.
Based on the various developmental aspects described in the prior section, Section 2.2
aims to examine the literature on the impact of school environment on child development
and presents a review of current studies on the effects of physical design features of
learning spaces on students’ learning experiences with the main focus on the primary
school level age period. Primary school students usually consist of children aged 6
through 11 years. The term ‘environment’ may be referred to describe diverse interrelated
factors, including the physical, social, and cultural contexts. However, within the section,

the term has been mainly used to refer to the physical, designed, built environment.

2.1 CHILD DEVELOPMENT AND THE PHYSICAL ENVIRONMENT

Child development refers to the physical growth, and cognitive, emotional development
through which an individual experience from infancy to adolescence (Levin 2011). As
children grow up, their needs and expectations change in line with their physical, mental,
and psychological development, and accordingly, their interaction with their surrounding
environment at different stages also changes. Besides, the perception of the built
environment has been proved to be related to the physiological, psychological, socio-
emotional development as well as the characteristics of the physical environment (Oymen
Giir and Zorlu 2002).

11



Studies regarding child development constitute a multi-disciplinary area which includes
interrelated perspectives of different fields such as ecologic psychology, developmental
psychology, and environmental psychology. Respectively, as presented in many prior
sources, the theories about the subject have often been concentrating on multiple themes,
namely physical growth, cognitive, language and emotional-social development (Kail
2012, Levin 2011). According to the related literature, the characteristics of physical
settings can influence the children’s developmental process in various ways. However,
among these, the comprehension of how children create knowledge, cognitive
development, and socioemotional development are often located at the center of a vast

body of research on the children’s interaction with the physical environment.

Piaget’s theory of cognitive development and his explanations about the formation of the
concept of space in children has been one of the fundamental sources, which is still widely
referred in studies regarding the development of children’s perception of space and their
relations with the environment. According to Piaget, development reflects children’s
efforts to understand the world and emphasizes the different stages of thinking that result
from their changing theories of the world (Kail 2012). The theory divides perceptual and
cognitive levels of childhood development into four categories as the sensorimotor stage
from birth to age 2, the pre-operational stage from ages 2 through 7, concrete operational
level from age 7 to age 11, and finally the formal operational stage from age 11 to
adolescence and adulthood as shown in Figure 2.1. (Ginsburg and Opper 1988, Kail 2012,
Levin 2011).

Figure 2.1: Stages of child development defined by Piaget

Formal Operational Stage
agell-adult

t

Concrete Operational Stage
ages 7-11 (primary school)

t

Preoperational Stage
ages 2-7

t

Sensorimotor Stage

Piaget’s constructivist approach assumes that knowledge in children is constructed by

engaging actively with the physical and social world, abstract thinking is built on concrete
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experience, and conceptual change occurs through assimilation and accommodation
(Daniels and Shumow 2003, Piaget 1964). Thus, the theory takes the interaction of the
child with the environment as the fundamental basis of development (Moore and
Sugiyama 2007). Within the Piagetian perspective, changing notions of places are judged
to be a function of the maturing cognitive structures of mind (Hutchison 2004). A more
recent approach, Vygotsky’s theory also recognizes that the cognitive development of
children happens in sequential stages similar to Piaget’s model; however, the assumption
emphasizes the role of social interaction in the development of cognition. Vygotsky
stresses that knowledge can be acquired by engaging with others through encouraging
activities since the child’s mental development and perception processes are directly

related to the environment in which they interact (Kozulin 2003).

Both Piaget’s and Vygotsky’s constructivist theories of child development highlight the
active role of the child in interaction with the feed from the environment, and in a way,
construct a basis for contemporary child-centered pedagogical approaches to education
(Daniels and Shumow 2003). Children need to be situated within an environment which
actively engages them to be curious about their surroundings so that they would learn by
themselves through exploration. Accordingly, the design of the physical environment
becomes critical to respond to children’s nature as inventive, creative, critical thinkers
while fostering engagement, discovery, and allowing for gradual change. Within the
school environment, constructivist idea rejects the notion of the teacher being the only
source of knowledge, but adopts the notion suggesting that the place of learning, the
situation, and the social context all interact with the learner to produce constructions of

their understanding (Woodman 2016).

Examining the developmental stages in relation to the changes in children’s relationship
with the physical environment, the evidence suggests that the use of symbolic
representations of space is developed early in childhood and children explore the space
around them even before they are mobile and even infants are interested in many of the
things that fall within their reach (Spencer and Blades 1993). According to Piaget,
children older than 4 years continue to develop sensorimotor schemes applicable to a
wide range of objects, to improve skills in language, and to acquire mental representations
for increasingly large portions of the surrounding world (Ginsburg and Opper 1988).

Primary school children match the concrete operational level during which they begin to
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comprehend the logical relationships between objects and events, use a variety of
strategies to solve non-hypothetical problems and think logically in line with Piaget’s
classification (Levin 2011). In other words, this stage includes the period during which a
child learns the environment by experience and formulates it based on concrete concepts.
Christopher Alexander (1977) notes that around the age of 6 or 7, children develop a great
need to learn by doing, to make their mark on a community outside the home. If the setting
is right, these needs lead children directly to the necessary skills and habits of learning.
Tuan (2001) also asserts that children’s idea of place becomes more specific as they grow,
and after the age of 5, they become even more curious and interested in new places.
Accordingly, it may be understood that primary school children start to set up more

conscious relations with their surrounding environment in comparison to younger ages.

Another important point regarding the relations between cognitive development and the
physical environment is, as underlined by Day and Midjber (2007) is that there are
differences between the children’s and adults’ view and experiences of the physical
environment because adults are already aware of the purpose of the design and practical
use of a place. Children’s viewpoints are centered on the particular experience they have
in that space. Tuan (2001) similarly explains the difference by emphasizing that a child’s
imagination is usually tied to the activities, and their eyes are mostly on the present and
immediate future, which makes them perceive places more circumstantial, different from
the adults. Only after the ages of 13 to 15, children start to give conscious values to the
aesthetics of their surroundings with a more developed sense of space (Day and Midbjer
2007). However, their environmental experiences continue to be influential throughout
life (Weinstein and David, 1987). Correspondingly, primary school students may be
unaware of the pedagogical methods which form the basis of their education, and they
may not belong to an age level in which they can make mindful aesthetic judgments like
adults. However, their experience of school environment may have impacts throughout
their life. As it may be inferred from the prior studies, children’s interaction with the
environment and exploration has a crucial role in their development. Keeping children’s
awareness alive and further developing through education, education can enable them to
have some influence over the environment they live in in the future (Soygenis and Erktin

2009).
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The physical environment’s impacts on the socioemotional development of children have
also been a widely studied issue, especially by the researchers from the environmental
psychology field. For instance, evidence suggests that factors related to the ecological
context in which the development occurs, such as noise, crowding, pollutants, chaos, and
housing, school, and neighbourhood quality influence children’s both cognitive and
socioemotional development (Evans 2006). Maxwell and Chmielewski (2008) mention
that healthy socioemotional development can also affect other aspects of a child’s life,
which increases the importance of designing the physical environment. Studies show that
children’s understanding of places in which they spend time, constitutes a basis for
developing self-identity through place attachments, social integration as well as civic
participation (Maxwell and Chmielewski 2008, Spencer and Blades 1993) Besides,
although the development of self-esteem is a life-long process, primary school period
children between the ages of 6 to 9 years are at a critical stage in the development of the
self which may be affected by the design of the physical environment (Maxwell and
Chmielewski 2008, Proshansky and Fabian 1987). For instance, Maxwell and
Chmielewski’s (2008) study shows that, if the physical environment permits children to
get their supplies, provides them with a task-appropriate workspace and allows them to
observe aspects of themselves within a space through artworks, photos or other related
items, children feel a sense of accomplishment that can lead to a sense of mastery and a
sense of self-worth. Exploratory activities within an encouraging physical environment
are also found to support the autonomy, and self-confidence of children (Evans, Kliewer
and Martin 1991).

Many studies demonstrate that physical development and the healthy growth of children
may also be directly or indirectly affected by the design of the environment. Moreover,
experience has a considerable effect on which bodily movements are displayed and, the
environmental factors can influence even infants' acquisition of motor milestones, such
as starting to walk (Levin 2011). Besides, children’s engagement in regular physical
activity is highly associated with physical and psychosocial health benefits as well as
healthy growth (Zaltauské and Petrauskiené 2016). More walkable and more pedestrian-
friendly neighborhoods or the design of school buildings, outdoor areas which support
physical activity through providing various facilities have been associated with enhancing
the healthy growth and general well-being of the children (Day and Midbjer 2007,
Ozdemir and Yilmaz 2008, Zaltauské and Petrauskiené 2016). The concerns about
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designing educational settings, outdoor facilities to enhance exercise and physical activity
are also related to avoiding childhood obesity for primary school students (Ozdemir and
Yilmaz 2008). Accordingly, the design of the built environment emerges as one of the
primary variables thought to affect physical activity levels and the development of

children.

It may be acquired from the review of the related literature that the design of the physical
environment has been pointed out by many studies as a critical factor to affect all
dimensions of child development. Thus, building up enabling physical settings in which
children spend a serious amount of their time emerges as a primary concern to support

their holistic development.

2.2. THE IMPACT OF PHYSICAL DESIGN OF SCHOOLS ON CHILD
DEVELOPMENT AND LEARNING EXPERIENCES

Starting from the preschool years, children spend most of their time at schools and, they
are continuously interacting with the physical settings within these educational
institutions. It has been recognized and discussed for many years that children learn from
direct experiences with their surrounding environments (Dudek 2000). The importance
of these processes was highlighted by many early education theorists. A considerable
body of literature and empirical work suggest that besides its contribution to academic
achievement, the design of the physical environment at schools is influential on students’
behaviors, attitudes, cognitive development, and it has a remarkable potential to be a
prominent contributor to children’s overall development (Clark 2002, Earthman and
Lemasters 1996, Moore and Lackney 1994, Weinstein 1979, Weinstein and David 1987,
Woolner 2010). On the contrary, if not suitably designed, the physical setting might cause
lower levels of academic performance (Upitis 2004), increased disruptive behavior, less
positive social interaction, and increased stress levels among preschool and elementary
school children (Earthman and Lemasters 1996, Maxwell and Chmielewski 2008, Tani¢,
et al. 2018). Thus, it may also be assumed that a child’s life is profoundly affected by the

quality of the school environments.

Education constitutes an open and dynamic system that is in close relationship with the

environment. The integration of the educational aims with the design of buildings and
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spaces which accommodate them constitutes a significant concern for contemporary
school design. Architectural space has long been recognized as a powerful tool for schools
to respond to the unique needs of students and support the teaching methods (Martin
2005, Lackney 2011, Nicholson 2005). In other words, the design of learning settings
contributes to the quality of learning practices and affect the ways how children learn.
Regarding this potential, school building has even been defined as ‘a teacher’ (Nicholson
2005, Sanoff 2001) or a ‘three-dimensional textbook’ (Taylor 2009) in some sources.
From another point of view, the design can also give clues about space’s linkage with the
teaching style, what is happening inside that space as well as the expectations of behavior
reinforced by the educational institutions’ policies (Martin 2005). As Nicholson (2005)
emphasizes, children are highly aware of the clues and symbolic messages transmitted by

school buildings.

Another critical point is that the physical environment at schools not only serves
functional needs for educational activities but also has a significant relation with
children’s development and well-being. Some qualitative analyses concluded that a high-
quality physical environment emerges as a critical factor to increase pupils’ motivation
and to enhance teacher’s morale and motivation (Clark 2002, Lackney 2011). Moreover,
the physical environment in general and in specific ways is believed to affect the social
success of the children, which affirms that the function of schools is not only to ensure
academic performance alone (Dudek 2000). As Itoh (2001) also emphasizes, there is a
need to view the school as a place where children live in instead of a place where they
are transmitted knowledge and skills stated in the curriculum. School architecture, indeed,
should be given its value and treated as a background and contributor to the social

development of children.

Outcomes of studies conducted over the years provide convincing evidence that the
quality of the physical environment at schools is a significant factor in student learning
experiences. Among the school environments, pre-schools and primary schools have
substantial importance for child development since they are the first social institutions
that children meet as a dominant force in their lives. As also emphasized by Dudek
(2007), successful perceptive design makes a difference for children at every age;
however, it particularly becomes fundamental for children growing towards the end of

primary school and the advent of secondary school.

17



According to the classification provided by Oymen Giir and Diizenli (2004), mediators
of information transferring in educational institutions can be examined under three main
headings namely education through curricular activities, controlled free time activities
and free time activities. In other words, all the time period during which a student stays
at school and all the activities the child engages into can contribute to learning. A
significant portion of the research examining the relationship between physical space and
learning practices prioritize the core learning units or classroom environments as the main
domains. Also, there is a considerable amount of prior research on the students’
experiences outside the classroom and outdoor spaces at schools. The following two
sections include the review of earlier studies concerning the relations between learning

experiences and space, inside the classrooms and outside the classrooms at schools.

In terms of core learning spaces, the physical environment refers to the overall design and
layout of a given classroom and its learning centers. It should be noted that most of the
prior research related to the impact of the physical environment on learning experiences
has concentrated on the traditional type of classrooms which are often defined with clear
boundaries or comparisons of this type with other alternative proposals. However, the
methods of different pedagogical approaches and alternative educational systems may

reflect spatial design in diverse ways following their particular spatial needs.

Search for the most convenient ways of the formation of the boundaries defining the
spaces in which the educational activities are performed has been one of the major issues
examined in the related literature. An earlier study conducted by Moore (1986) shows
that children show significantly more exploratory behavior, social interaction, and
cooperation in spatially well-defined learning settings. The author lists the features which
make a space more defined as partially surrounding walls or partial dividers of movable
furniture to accommodate different group sizes, changes in levels either on the floor or
the ceiling, changes in the textures and materials, utilizing lighting to define spaces or
implied boundaries suggested by the placement of columns, posts, or other active visual
elements (Moore 1986). Following a similar manner, the review conducted by Evans, et
al. (1991) reveals that while volumetrically open, undifferentiated settings lead to visual
and auditory distraction, open classrooms with better-defined activity spaces support

children’s involvement, child-initiated behaviors, and exploration during the educational
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activities. In a more recent study, Tani¢, et al. (2018) also asserts that there is a need to
achieve a balanced relationship between a strictly defined and an open form of the
physical environment to provide conditions in which school children can express their
attitude toward their immediate social environment through their behavior. According to
the authors, this includes the organization of a dynamic and shifting environment, spatial
planning, which needs to enable a higher degree of privacy in certain zones (Tani¢, et al.
2018). Architecturally well-defined spaces created with the productive use of resources
to engage students into educational, creative, or social activities have been found to

promote better learning for children (Moore and Sugiyama 2007).

The impacts of size, density, number of students (per unit area, or people per class), scale,
and shape on core learning spaces are also significant issues documented by many studies.
Classroom size and density have been found to have impacts on elementary school
children’s academic performance and social behavior patterns (Moore and Lackney 1994,
Sanoff 2001, Weinstein 1979). Moore and Lackney (1994) present considerable evidence
that the size of the school and classroom can make a difference in academic achievement
where small sizes increase participation and better scores on learning achievement. The
authors (1994) also assert that high-density conditions lead to aggression and decreased
social interaction where larger schools with a thousand or more students discourage a
sense of responsibility and meaningful participation. Another study by Maxwell (2003)
reveals that primary school students are more vulnerable to adverse effects of high spatial
density in classrooms which have less space per child. Woolner (2010) explains this
situation claiming that adequate space seems likely to be more important for younger
primary school children, whose learning activities might be more active in comparison to
older children. Regarding scale, Tanner (2000) argues that building in scale with respect
to the capabilities of children, for instance, locating the windows low enough to allow
them to see out or designing the handrails, light switches within their reach promotes a

sense of belonging.

The ambient environment features such as lighting, color, acoustics, temperature, air
quality has also been subject to experimental work regarding their effects on the learning
processes and children’s behavior (Barrett, et al. 2015, Day and Midbjer 2007, Earthman
and Lemasters 1996, Evans 2006, Martin 2005, Sanoff 2001, Tanner 2000, Upitis 2004,
Weinstein 1979, Woolner 2010) as well as both students’ and teachers’ ability to
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concentrate on educational tasks (Clark 2002, Evans 2006). Intensity and color
temperature have been found to affect various physiological processes as well as blood
pressure, pulse, respiration rates, brain activity, and biorhythms of children (Sleegers, et
al. 2012, Tanner 2000). In a quite recent study conducted by Barrett, et al. (2015) in
primary schools, three groups of parameters related to the physical environment at
educational settings were defined as naturalness, individualization, and stimulation.
Naturalness parameter included light, sound, temperature, air quality and links to nature,
individualization parameter included ownership, flexibility, and connection factors and
finally stimulation parameter was used to refer how exciting and vibrant the learning
setting is as a result of complexity and color in the same study (Barrett, et al. 2015). The
authors (2015) found out that naturalness and giving the occupants’ opportunity to adjust
to the environment for more comfortable and moderate levels of stimulation found to be
supporting pupils’ learning outcomes. The same study also indicated that distinct
architectural characteristics of classrooms such as unique location, shape, display shelves,
intimate corners, or facilities specifically designed for children strengthen primary school
children’s sense of ownership (Barrett, et al. 2015). Supporting the findings of Barrett, et
al. (2015) on the effects of individualization of physical environment, Maxwell and
Chmielewski (2008) also suggest that primary school children’s self-esteem may be
supported through alterations in the classroom’s physical environment by allowing visual

personalization, utilizing art displays or other student projects inside the classroom.

The effects of classroom layout and arrangement of the furniture on improving learning
opportunities is another common issue which has been investigated through many studies.
Classroom layout affects the social interaction between both teachers and students
(Darren and Gifford 2001) and effective organization of space and furniture layout can
facilitate learning processes and stimulate children’s work (Martin 2005). Itoh’s (2008)
study shows that open-plan arrangement in classrooms in which students have the choice
to sit or study wherever they want, takes the authoritarian role from the teacher and fosters

self-control in students’ behavior.

Besides the core spaces of learning, there are also outdoor spaces, course-specific spaces,
spaces for social activities, circulation zones, and other in-between areas that contribute
to the learning processes at schools. The relationship between learning processes with the

design of outside spaces, schoolyards, and play gardens constitutes a widely studied topic.
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To begin with, many studies advocate that outdoor play and interaction with nature have
been found to have many positive effects on a child’s cognitive development and the
creation of a more natural landscape and vegetation on school grounds helps to provide
the necessary setting for creative play (Arbogast, et al. 2009, Lindholm 1995). Another
primary issue which gains a growing interest of the studies related to children and built
environment is the influence of physical environment on physical activity of school age
children. Improving the design and accessibility of outdoor environments are seen as
efficient strategies to increase physical activity and are believed to promote better health
among students (Ozdemir and Yilmaz 2008). Moreover, presenting alternative spaces for
outdoor activities and play to the children who mostly stay passive in indoors emerges as
a necessity where studies prove that availability of playgrounds and recreational facilities
are associated with higher possibilities of primary school children to be sufficiently
physically active (Zaltauské and Petrauskien¢ 2016). Outdoor recess time can be a
valuable tool for improving a child’s emotional and intellectual development while
stimulating comprehensive thinking as well as motivation (Day and Midbjer 2007).
Besides, as also revealed by Burke and Grosvenor (2003), younger children recognize the
importance of outdoor spaces and they wish large school gardens filled with different
objects and facilities such as playgrounds, natural features through which they can engage

into different activities instead of just empty grounds.

Considerable evidence from prior studies has shown that outdoor environment is a rich
source of stimulation for the cognitive development of children and that outdoor itself
can be thought of like a classroom. Findings of the study performed by Ozdemir and
Yilmaz (2008) in Turkish primary schools indicate that schoolyards with advanced
landscape features are preferred more, and this, in turn, affects students’ positive
satisfaction. Another empirical research also demonstrates that primary school children’s
access and activities in natural areas and schoolyards are more creative than students’
activities outdoors that lack natural elements (Lindholm 1995). Beyond supporting
physical activity and play needs of the students, schoolyards may also provide rich
sources for hands-on learning and exploration, and one of the efficient ways of achieving
this seems to be utilizing natural elements. The study conducted by Camasso and
Jagannathan (2017) proves that hands-on gardening opportunities at schools has positive
effects on students’ knowledge of science and strengthen the overall academic

performance in primary schools.
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Besides the functionally defined area schedule, there are also the internal circulation areas
and in-between zones that link separate spaces at schools. Dudek (2007) claims that
poorly designed circulation can make moving around the building difficult and even
facilitate bullying where generous, well-designed circulation will promote a positive
ethos and make sense of the school building as a coherent public institution. Moore (1986)
underlines the importance of providing modified open spaces, which allow freedom of
movement and help minimize student traffic congestion. Besides, easy wayfinding and
clearly marked pathways to activity areas improve utilization of space at schools (Tanner
2000). Lackney emphasizes the need for creating special places such as breakout spaces,
alcoves, table groupings to facilitate social learning and stimulate the social brain as a
fundamental design feature of school environments (Sanoff 2001). Thus, circulation
zones and other in-between areas may be conceived as much more than a corridor

regarding their potential contribution to learning and socializing processes.
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3. HISTORICAL EXPERIENCES WITH SCHOOL BUILDINGS AND
RECENT APPROACHES TO LEARNING SPACE DESIGN

The recent research about learning environments has often been referring to a group of
widely used notions through which contemporary approaches to school design are
compared to long-existing traditional views. In order to explain the origins of the basic
concepts and terminology, a historical overview of school buildings and their evolution
with the changing conditions following the Industrial Revolution, and recent
developments that occurred during the last few decades are presented in Section 3.1. The
period at the beginning of the nineteenth-century after the Industrial Revolution has been
appraised as a critical milestone during which social transformation shifted the
populations from rural to urban, and the first standardized models of schools were
established to accommodate high numbers of students (Dudek 2005). These schools
constituted precursors to the school layouts with standard rectangular shaped classrooms
which are still common to be seen today. Within the relevant literature, the comparisons
between traditional and flexible, innovative approaches to school design are extensively
discussed through examples from Europe and the United States. The scope of the thesis
focuses on primary school design in Turkey. As it has been demonstrated in various
sources, the reforms in the education systems and development of school structures in
Turkey had followed the exemplary approaches in the Western world since the late-
nineteenth century, and this vision became more prominent with the establishment of the
Republic (Akyiiz 2008). Accordingly, the developments in the Western World were
focused on for the examination of the historical experiences with educational structures.
The discussion of flexible design in the context of educational buildings demand for an
understanding of its interdependence with pedagogical approaches. Within the section, it
is intended to investigate the historical school forms with an emphasis on how teacher-
centered philosophies have changed and child-centered objectives started to influence the
design of the physical space, its contents and its use up to the current day. Afterwards,
the contemporary themes guiding the twenty-first-century century school design and the
place of flexibility as a significant approach contributing to these themes are explained in

in Section 3.2.

A chronological description of the approaches to educational building design in Turkey
is overviewed through Section 3.3. Reoccurring causes of long-term change, such as

increases in population and economic concerns and their impacts on the school
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architecture are discussed. Within the section, the evolution of early examples of school
design and the reasons for the emergence of the “prototype-based project approach,”
which has been and still dominant in school building design and implementation
processes in Turkey for years, are also examined. The “prototype-based project approach”
(tip proje yaklasimi) mentioned here and in the following parts of the thesis refers to the
project design processes which ignore differences in the spatial, physical, social, and
cultural context. Accordingly, the terms “prototype-based project” or “type project” (tip
proje) refers to the officially approved, generic, and mostly uniform educational building
projects to be implemented multiple times in different locations with minor changes. The
terminology used to describe these types of projects has been explained through the

similar wording in some prior sources regarding Turkish school design (Giizer 2014).

Section 3.4 focuses on explaining the concerns for building qualities following the
Marmara Earthquake that occurred in 1999 and changes in the education system, which
both significantly influenced the school design and construction processes in Turkey. The
causes of the need for building more schools and the continuous changes in the structure
of the education system are also highlighted through the presentation of official statistic
data. For setting up a basis for further discussions on flexible design strategies in the case
of Turkish primary schools, the chapter also aimed to present the current regulations
regarding design processes. The characteristic features of the recent prototype-based
school projects and general design requirements determined by the related institutions
have been overviewed, and the reasons for criticism of the dominant approach to
prototype-project based school designs are discussed. In the last section of the chapter,
and the current design criteria for Turkish primary schools in the context of flexible
design through the examination of recent school building standards guidelines were

explained.

3.1 SCHOOL DESIGN FOLLOWING THE INDUSTRIAL REVOLUTION IN
THE WESTERN WORLD,

Tracing the evolution of school buildings from earlier examples to modern-day schools
demonstrates that the design and provision of educational structures emerge from
interrelated and dynamic incorporation of policies, economic imperatives, demographics,
cultural values, and architectural theory. Consequently, throughout history, the

architectural form and layout of schools have been influenced by the evolution of
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educational philosophies, changing curricular objectives, teaching methods, and cultural
values (Lackney 2015). The review of the literature points out that education and its
occurrence in physical environments have often been led by the needs and new ideas that
emerged during the periods in history following some critical milestones. Some of these
pivotal developments may be summarized as the shift from the agrarian culture to urban
life, the Industrial Revolution, the Second World War, and the changes brought by the
improvements in technology and communication during the information age. The general
trends which emerged respectively as a result of these developments became the
establishment of schooling systems, the expansion of mass education systems, the
challenge to traditional forms of education, and finally, the questions about the future of
schools (Burke and Grosvenor 2008).

As may be derived from the research on the historical development of school buildings,
the original seeds of the Western school systems consisted of cathedral schools where
education was dominated by churches (Schalz 2015). State-mandated public education
systems or standardized models of school spaces did not exist before the nineteenth-
century (Sanoff and Walden 2012). During the Colonial Period in early American society
consisting of village settlements where children were expected to participate in
agricultural work of the families, education was informed by essential survival needs and
teaching of Christian morality and the first schools were set up in either private homes or
churches (Lackney 2015). Later, one-room country school buildings had been accepted
as the appropriate design response to serve the basic educational and social needs of small
village communities as the earliest promises of a public and democratic system of
education (Hutchison 2004). In Germany, similarly, schoolhouses were parts of churches
in which more than a hundred children were supervised in a single room (Schalz 2015).
In the United Kingdom, before the establishment of mass schooling, in addition to the
churches, public spaces such as the market, the theatre provided learning opportunities

for city children (Burke and Grosvenor 2008).

Industrial Revolution may be regarded as one of the most critical milestones to influence
the changes in the approach to school building design. The period brought the integration
of the market economy, advancements in the technology of mechanization, the rise of the
corporations, the production shift from farm to factory, and accordingly change in

population from rural to urban (Lackney 2015). Urbanization and modernization played
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significant roles in shaping the course of school design (Gislason 2009). More students
started to attend schools, especially in cities. Nation-states, as well as most of the
countries in Europe, had established compulsory education and systemized their national
educational systems by 1900, thus designing schools to serve the masses of children had
become the leading issue of the period (Burke and Grosvenor 2008). The costs were
aimed to be minimized by putting more students in each school building, and curriculums
were diversified to adjust the demands of the new economies (Gislason 2009, Hille 2012).
Therefore, the need to construct large elementary schools within the urban areas became
an overriding necessity (Dudek 2007, Hille 2012), and functional considerations began

to be reflected in the design and construction of school buildings (Lackney 2015).

England became the first country to experience industrialization and sought for
educational provision for the industrial classes from the beginning of the nineteenth-
century. Right after the establishment of the Elementary Education Act in 1870 which
made education compulsory for all children between the ages of 5 and 11 (Dudek 2007),
the monitorial system, also known as the Lancasterian model which aimed to maximize
the number of students that could be taught effectively under a single teacher with least
expense became a common approach (Gislason 2009). The system founded by Andrew
Bell and Joseph Lancaster was specifying the features of an ideal classroom as being a
parallelogram, the length about twice the width with windows high above the floor level
to restrict the views from outside as presented in Figure 3.1 (Dudek 2000, Lippman 2010).

Figure 3.1: Lancasterian classroom plan for a British school for 304 children
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Source: Seaborne, M., 1971. English school: 1370-1870 volume 1: its architecture and organisation.
London: Routledge and Kegan Paul
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The configuration of paired, separated classroom arrangements organized around a
communal hall was started following Edward Robert Robson’s proposals to provide well-
lit and ventilated classrooms, in response to the health concerns for the poor working
classes as represented in Figure 3.2 (Dudek 2000). Detailed advices for the design of state
school classrooms, and the need for circulation spaces around desks and at the front of
the room for presentations were defined in precise dimensions in Robson’s book
published in 1874 (Robson 1877).

Figure 3.2: Ideal classroom layout proposed by Edward Robert Robson in 1874.

Source: Robson, E.R.,1874. School Architecture. London: Bradbury, Agnew and Co., p.376.

In the United States also, the need for educating large groups of immigrants in urban
centers, the rising school-age population lead to the provision of large multi-storied
classroom buildings as an educational and architectural response following the Industrial
Revolution (Hille 2012, Lackney 2015). The gradual shift from the non-graded, one-room
schoolhouse to multi-grade and multi-classroom schools became a significant change in
public education (Hutchison 2004). The Common School Movement which aimed to
provide free public education in primary and secondary levels started in the 1840s
(Lackney 2015) The curriculums were expanded to include various lessons such as basic
science, languages, music, art and physical exercise so the need for diversified, larger
schools had increased in the urban centers (Hille 2012). The conventional design pattern
with separate standardized, similar sized classrooms arranged side by side which is today
coined as the ‘factory model” (Baker 2012, Lippman 2010, Taylor 2009, Upitis 2004) or
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‘cells and bells’ (Nair and Fielding 2005, Sigurdardottir and Hjartarson 2018) became
widespread during the time. Boston’s Quincy Grammar School, originally built in 1848,
was an interesting example referred by Lackney (2015), Hutchison (2004) and Gislason
(2009), for being the first graded public school in the United States as an early educational
building reflecting the design principles of the traditional model. The building was
consisting of four stories, and the first three levels were housing twelve classrooms
opening up into a common hallway, as seen in Figure 3.3, while the fourth floor hosted
an assembly hall that could accommodate the entire student body (Hutchison 2004). Each
classroom, as seen in Figure 3.4, included rows of bolted seats and housed fifty-five
students in rooms measuring 9.4 meters by 7.9 meters (Lackney 2015). The rigid
arrangement of the classroom was supporting the teacher-centered methods, which were
heavily relied on textbook work (Gislason 2009). During the last decades of the
nineteenth- century and the early decades of the twentieth- century, schools were mostly
standardized, utilitarian, and factory-like spaces created to produce learning, as defined
by Tanner and Lackney (Baker 2012). The teaching philosophies employed in these
schools during the time were almost totally teacher-centered (Hille 2012).

Figure 3.3: Boston Quincy Grammar School first floor plan
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Figure 3.4: Interior view from a Boston Quincy Grammar School classroom

Source: Folsom, A., 1926. Grammar school, class V. div. II. Quincy District. [Photograph] Boston:
Digital Commonwealth Massachusetts Collections Online.

Along with traditional, teacher-centered pedagogies and school designs to support them,
progressive movements with an emphasis on child-centered education also emerged in
Europe and the United States beginning from the end of the nineteenth-century (Hille
2012). These movements adopted a general critique of the public educational systems
with the argument that neither the needs of the state or church nor the economy should
not take precedence in shaping child development (Lackney 2015). Progressive
approaches emphasized the importance of the child-centered approach, learning by doing,
self-discovery, and self-motivation for learning with dissatisfaction with traditional
methods (Hille 2012). Some examples included Friedrich Froebel’s development of
kindergarten in Germany, Maria Montessori’s educational programs in Italy, John
Dewey’s expressions on activity and interaction-based learning in the United States
(Lackney 2011). Dudek (2000) asserts that within the history of school design during the
early part of the twentieth century, a dilemma had occurred. On one side, there was the
urge to impose discipline and control while on the other side, there was an emerging
desire to encourage individual creativity by the production of school buildings that were
not enclosing and confining. Eventually, the progressive educational ideas had driven
critiques of traditional school design and trace how progressivism had been translated
into architectural practice during the following periods up to today (Gislason 2009). There
had also been a shift toward creating more child-scaled, flexible, and convertible spaces
that can adapt continuously changing and developing pedagogy (Sanoff and Walden
2012).
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John Dewey opened the Laboratory School for young children in 1896, transforming a
former residence into a school design to support hands-on activities by using different
design features such as arrangeable furniture (Burke and Grosvenor 2008). Following
Dewey’s ideas, a range of architectural innovation commenced as some schools became
more connected to the outdoors and laboratories, studios, workshops, and gymnasia were
incorporated as hands-on learning spaces (Dovey and Fisher 2014). Montessori approach
became one of the most significant progressive pedagogies at the time, which is still
applied in many schools today. Montessori methods were developed by an Italian
educator Maria Montessori and the first school, Casa Dei Bambini (Children’s House),
was opened in 1907 in Rome (Sanoff and Walden 2012). This approach aimed to facilitate
purposeful activities to enhance independent, self-directed learning and learning by doing
through utilizing some program-specific tools and materials related to different themes
such as sensory education, culture, art, mathematics, science, or practical daily life
(Lillard 2016). Steiner/Waldorf Education system was another example developed by an
Austrian philosopher and scientist Rudolf Steiner, and the first school was opened in 1919
in Stuttgart, based on the belief that each person should find a balance between the body,
soul and the spirit (Ashley 2009). Accordingly, Waldorf system aimed to holistically
integrate the intellectual, practical, and artistic development of the children. Likewise
Montessori, Reggio Emilia system has taken its roots from a small Italian city in which it
was developed during the post-war reconstruction period after the Second World War,
with the collaborative efforts of the general community under the guiding influence of
the educationalist Loris Malaguzzi. Most of the time, children were involved in project-
based activities, and they were encouraged to share their understanding through different
languages such as writing, sculpting or drawing (Lippman 2010). The notion of child-
centered learning brought by these progressive approaches formed the basis for much

current educational thought to this day (Hille 2012, Baker 2012).

The common feature of the progressive methods was, as Lippman (2010) explains, that
they all viewed the learners as active participants and recognized how the physical setting
influenced the acquisition of knowledge, thus their schools were designed accordingly.
Progressive educators emphasized that public education should pay attention to children’s
physical and psychological development as well as their academic success (Lange 2018).

Classrooms were planned to accommodate less numbers of students, and the concept of
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flexibility was introduced for the organization of the school building with the progressive

approaches (Lippman 2010).

Along with these developments, an alternative wave of progressive schools was built to
house these alternative programs. Eliel Saarinen’s The Crow Island Elementary School
built in 1940 is mentioned as a significant example to represent the alternative approach
to school design at the time which may also be discussed with its features in terms of
flexibility (Baker 2012, Harrison and Hutton 2014, Lackney 2015, Lippman 2010,
Perkins 2001). The design of the school followed John Dewey's progressive educational
philosophy that stresses children's need for self-expression, the development of their
attitudes as well as their emotional and social adjustment. Thus, the finger-shaped school
building included L-shaped modular classrooms which were multifunctional and
adaptable physical component of a fully integrated learning environment to support a
variety of individual and group learning activities (Harrison and Hutton 2014). Each
classroom had an entrance foyer with storage and an adjacent bathroom, a separate
kitchen, project area and the main classroom space with exterior glass walls on two sides
of the classroom and a door to a semi-enclosed, wind-sheltered outdoor classroom, as
seen in Figure 3.5 (Lackney 2015). Transitions between the outside world were aimed to
be permeable by the use of natural lighting, including skylights and large wall windows,
and natural elements were used wherever it was possible (Hutchison 2004). Another
important feature of the design for the time was that the school was child-scaled, with
ceilings several feet lower than usual, and light switches positioned at lower heights and
furniture were also designed to comply with children's anthropometry as seen in Figure
3.6 (Burke and Grosvenor 2008). From its features, it may be inferred that the classrooms
were treated as an active and flexible variable designed to support and enhance learning

activities.
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Figure 3.5: Axonometric drawing of a classroom from Crow Island School
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Source: Burke and Grosvenor 2008, p. 100.

Figure 3.6: Interior view of a classroom at Crow Island School
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Source: Hedrich, K., 1926. Crow Island School in Winnetka. [Photograph] Chicago: Chicago History
Museum Images.

Alvar Aalto’s Tehtaanmaki School built in 1937, and Richard Neutra’s many modern
school buildings built throughout the 1930s were also mentioned as innovative school
buildings of the period (Baker 2012, Hille 2012). The idea of outdoor classrooms
doubling the instruction space by pairing gardens with rooms then continued to be a

common feature of innovative school design from the 1930s through the 1960s.
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The health problems that preceded the First World War continued following the war
years, and some different approaches also appeared in parallel to the needs and necessities
that occurred during the period. Open-air school movement emerged as an architectural
expression directly related to the promotion of health and hygiene as an integral part of
the educational program (Hille 2012). First Open Air School for Sick Children designed
by Johannes Duiker and Bernard Bijvoet in 1929-30 in Amsterdam is mentioned as an
important example built during the period (Hille 2012). The four-floor building was in
the shape of a cube consisting of large glazed rooms with revolving windows that could
be fully opened and allowed teachers to work with the pupils on the outdoor balconies as
seen in Figure 3.7. The square-shaped floor plan was subdivided into four quadrants
around a diagonal central staircase. East and west quadrants on each floor were containing
one classroom per level and were sharing an open-air classroom on the south side, as
shown in Figure 3.8. Burke and Grosvenor (2008) comment that Open Air School in
Amsterdam became an inspiration for those looking for healthy ventilation and lighting
conditions as well as advocators of new openness, flexibility, and informality in
educational practice in response to the failure of education systems to enable the potential
of all children to be achieved.

Figure 3.7: Open-Air School designed by Johannes Duiker and Bernard Bijvoet

Source: De Architect. Available at: https://www.dearchitect.nl/projecten/restauratie-eerste-
openluchtschool-voor-het-gezonde-kind
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Figure 3.8: Ground and first floor plan drawings of Open-Air School

Ground Floor o First Floor

Source: Architectuur Centrum Amsterdam Available at: https://www.arcam.nl/openluchtschool/

The production of factory-like school projects based on the rapid construction of
economic educational buildings without questioning their uniqueness and their fit to the
teaching practices became dominant for a long time (Lippman 2010). After the end of the
Second World War, especially in Western Europe and North America, school
construction significantly increased in response to the schooling needs of the baby-boom

generation, and this situation continued until the mid-1970s (Hutchison 2004).

In the middle of the 1960s, open education ideas aiming to promote widened learning
opportunities for children, freedom, autonomy for self-directed study, less guidance by
the teacher to foster self-responsibility originated in the United Kingdom, and spread
through the United States (Lackney 2015). Open space education was aiming to respond
to the problem of educating children of varying performance levels in different groups
(Sanoff and Walden 2012). As a physical outcome, open school plan layouts started to
emerge, and the concept influenced the design of thousands of schools from the late 1950s
through the early 1970s (Lackney 2015, Sanoff and Walden 2012). Open-plan schools
were planned as unpartitioned large, open, flexible spaces with few or no internal walls
and adaptable to the characteristics of open education such as team teaching small-group
and individualized instruction (Lackney 2015). The Disney School in Chicago, designed
by Perkins and Will Architects, was opened in 1960 and became one of the significant

examples of the approach referred to in many different sources (Baker 2012, Lackney
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2015). The school was designed with large pod areas to serve as the major classroom

spaces, with little space definition within them, as presented in Figure 3.9 (Baker 2012).

Figure 3.9: Open-Plan concept diagram of Disney School drawn by Brubaker

Source: Lackney 2015, p. 33.

Flexibility was thought to be a critical issue during the period; however, on the contrary,
the architectural result was criticized for being placeless and uninspiring (Dudek 2000).
In the earlier attempts, although the open-plan was designed to provide students an
informal and flexible education, traditional teaching methods were maintained in the
open-plan schools (Lippman 2010). As also mentioned by Harrison and Hutton (2014),
much of the criticism of open schools in a way pointed out that spatial innovation by itself
would not be not enough, but instead, it must be combined with pedagogic innovation.
Moreover, teachers, as facilitating users, should have been taught how to utilize the
educational spaces effectively to provide positive outcomes (Harrison and Hutton 2014).
However, the controversy about using open-plan versus closed-plan for the design of

educational facilities even continues today.

The research shows that schools, as we know them or, as public institutions for universal
education, have existed only since the nineteenth-century (Hille 2012). From the review
of the historical development of school facilities over the last few centuries, some shared
significant trends that have affected school architecture may be recognized. These trends
include the reduction of the class sizes fallen from hundreds of students to smaller groups
which resulted in more classrooms per school, sorting of students according to their age,

the emergence of flexibility in planning as a design consideration, specialization of spaces
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and the creation of subject-specific areas and gathering spaces, compatible design for
children’s scale, the search for design solutions for child-centered approaches and
concerns for promoting the school for public use of educational facilities by communities.
Burke and Grosvenor (2008) claim that in many areas of the world, schools have been
reduced to their barest recognizable elements with single places of meeting, teacher,

means of instruction, and an organized form of seating arranged in lines.

Nevertheless, examination of the historical process also depicts that the concept of
flexibility had often been recognized as an essential criterion for school design which is
experimented through a diverse span of methods such as open-plan arrangements,
utilization of mobile components or allowing variations in use in parallel to pedagogical

innovations and other necessities.

Despite the evolution process, the factory model with repetitive identical classrooms and
passive classroom configuration, which emerged under the effect of changes brought by
the Industrial Revolution, seems to be remained up to the current day as a common
approach to school design. Upitis (2004) explains the factory analogy by asserting that
through the conventional model, a homogeneous group of children are put in a confined
space, processed for a year and filled by knowledge, made sure that they have learned the
curriculum and finally moved to the next processing container which would be another
classroom. The same cycle continues until they have reached the level at which they are
deemed ready to leave (Upitis 2004). The standard solution of organizing classrooms
lined up along corridors is also claimed to particularly promote the teacher-centered
approach and distance students from one another and teachers from each other (Lippman
2010). The model is also criticized for no longer providing support for learning today’s
interdisciplinary and knowledge-based economy (Taylor 2009), and child-centered
pedagogies (Upitis 2004). This contradicting situation leads most of the comparisons
between the traditional models of school design and contemporary trials and constitutes
a basis for the debates of how school design should be handled to respond to today’s

concerns.

3.2 CONTEMPORARY THEMES GUIDING THE 21 CENTURY SCHOOL
DESIGN AND FLEXIBILITY

School designs are expected to respond to changes in education systems, innovations,

and other necessities that emerge during the time. Review of the literature and the recent

36



developments point out some interrelated themes which appear to be guiding the
approaches to school design in the twenty-first century. Some of the particularly
prominent themes may be summarized as the orientation towards child-centered and
experience-based pedagogies (Woodman 2016), individualization of education according
to the needs of the learners (Lackney 2011), advances in internet and computer
technologies and the need for technology-rich infrastructures (Harrison and Hutton 2014,
Lackney 2011), sustainability (Karabey 2014, Lackney 2011), and flexibility to adapt to
multiple ways of educational methods (Harrison and Hutton 2014, Karabey 2014). In
addition to these trends, Hutchison (2004) also reminds operational concerns such as
budgetary realities, accessibility, and community use initiatives. Many of the themes are,
indeed, also evident in the Organization for Economic Co-Operation and Development’s

(OECD) definition of the contemporary educational space as:

A physical space that supports multiple, diverse teaching and learning programmes as well as
pedagogies, including current technologies; one that demonstrates optimal, cost- effective
building performance and operation over time; one that respects and is in harmony with the
environment, and one that encourages social participation, providing a healthy, comfortable,
safe, secure and stimulating setting for its occupants .

In relation to OECD’s definition, the first and maybe one of the most critical issues is the
changes in the understanding of education, which profoundly affects the physical
structure of schools. As also emphasized by Burke and Grosvenor (2008), an expanded
range of pedagogical possibilities is required of the school buildings for the twenty-first
century. The main reason that lies behind this need has been the shift in pedagogical
approaches from teacher-centered to student-centered models. Woodman (2016) states
that the situation has even become evident in the terminology used to describe the learning
settings. The author underlines that rather than the word classroom which is directly
related to the traditional pedagogy of teacher-directed education of a social class of
children, the term 'learning space' has started to be preferred focusing on learning rather

than teaching in most of the recent sources (Woodman 2016).

I OECD., 2006b. Evaluating quality in educational facilities. Accessed September 10, 2019. Available at:
www.oecd.org/edu/facilities/evaluatingquality (accessed 31 July 2019).

37



Although pedagogical, social, content objectives have been altered up to our present-day,
in current architectural practice, the typical approach seems to be widely based on the
educational models of traditional schools. As argued by Upitis (2004), factory-like
schools which are still most common to be seen, almost totally embody an instructive
model of learning in which the teacher has the knowledge which is transmitted to the
students in an assembly-line like approach. In conventional, uniform teacher-centered
spaces of learning constrained by four walls, the predominant approach to design has been
the concept of rows of desks and chairs facing the teacher's desk and the blackboard in
the front (Proshansky and Fabian 1987). As Dudek (2000) points out, these generic school
plans have been a consequence of relating all the learning activities to fixed-feature
classrooms, and the school facilities have been characterized by these standardized spaces
since the advent of mass education. In most of the cases, the layouts include double-
loaded corridors with traditionally designed classrooms on either side , which is referred
to as the industrial assembly line model. Lippman (2010) criticizes these type of
environments for not being designed to address the variety of ways in which people
acquire knowledge, but instead designed to control unwanted student behavior where

teachers play an authority role enforcing rules.

The concept of child-centered education emerged with the progressive movement became
much more recognized today instead of the teacher-centered model (Sanoff and Walden
2012). According to the child-centered and experience-based approaches, the learning
process becomes more effective when children understand practical applications for the
information they receive. Children’s interaction with each other and with their
environment is also highly emphasized within the new educational approaches, which
introduced different typologies for school design. Consequently, as emphasized by Sanoff
(2001), today there is a demand for contemporary schools to be more responsive and to
become places where students and teachers engage in learning and teaching inside and
outside of the classroom on the contrary to the traditional factory-like institutions.
Another important point is individualization. As again explained by Sanoff (2015), the
one-size-fits-all approach is gradually disappearing in today’s schools, and may give way
to smaller and more diverse learning environments providing students more choices and
options about what, where, and how they learn. Besides, a variety of teaching methods,
including individualized assignments, small group work, lectures, learning by doing, and

learning centers, would be used at schools (Sanoff 2001).
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Regarding the classroom scale, Kuuskorpi and Gonzalez (2011) demonstrate that students
perceive traditional classrooms as passive areas that hinder the full use of space while
they associate dynamic teaching spaces with flexibility and the possibility of creating
different furniture configurations. Besides, as also underlined by Bannister (2017),
twenty-first-century children need to have access to spaces to learn beyond school that
potentially offer a much more global view of the world. As a resiult of the notion of agile
classrooms is explored, recognizing the need for the classroom itself to be a flexible,
multipurpose room, acknowledging that students should have the opportunity to
understand where and how they learn (Bannister 2017). Sanoff (2015) also mentions that
innovative learning environments may even be created in non-traditional settings such as

outdoor spaces, museums, or children’s centers.

It is also known that many countries have embraced innovative and diverse styles of
teaching, with new curriculums emphasizing different aspects of learning experiences
(Sanoff 2001). In addition to the existing progressive methods, new approaches to
teaching such as STEM, which is based on a curriculum developed around the idea of
educating students in four specific disciplines, namely science, technology, engineering,
and mathematics in an interdisciplinary approach with the applied methods have been
introduced and gaining acceptance. STEM education has also been recognized by the
Ministry of National Education in Turkey, and there are ongoing projects to initiate this
approach at primary schools?. The approach, for instance, demands new types of spaces
at schools such as fabrication laboratories to support hands-on experiences to achieve the
programmatic goals. Thus, it may be inferred that aligning the architecture with the
pedagogic approaches to construct a meaningful relationship between practice,
curriculum, and spatial form seems to need more research and attention today for
designers. The environment can also be used as an integrated part of the learning

Pprocessces.

The current and emerging opportunities brought by technological developments during

the digital age also had immense effects on educational methods and architectural

2 Milli Egitim Bakanligi, 2016a.
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outcomes. The schools which are being built today will be serving for ‘alpha generation’
children as also referred by Nagy and Kdlcsey (2017) who are very comfortable with
technology, are used to the Internet and have well developed digital capabilities due to
their exposure starting from very young ages. Their multi-tasking skills and abilities to
collect information rapidly leads to the need for new teaching methods. Besides, related
literature discusses powerful new technologies which have the potential to transform the
learning environment through simulations, visualizations, immersive environments,
game playing, virtual tutors and mentors, networks of learners, assistive technologies for
disabled learners, automated archiving and tracking, and more (Taylor 2009). The
situation emerges as a challenge for both educators and school designers, bringing new
concerns into the scene. Equipping the learning spaces with proper, available, and
adequate information and communication resources is one of the emergent needs
regarding the design of the physical environment. Beyond these issues, the developments
also blur the distinction between physical and virtual learning spaces and even linking
activities without settings (Harrison and Hutton 2014). Accordingly, the learning spaces

of the future are expected to be very different from those of today.

The review of sources under the title of future educational building design also indicates
that the focus of thought shifts profoundly to sustainability and concerns about the
environment (Taylor 2009). Sustainability may be viewed from multiple perspectives
regarding the design of physical learning environments. The school building itself may
be designed environmentally friendly, but more importantly, the design of learning spaces
may contribute to the raising of environmental awareness in children (Scott 2010, Taylor
2009). A recent empirical study conducted by Tucker and 1zadpanahi (2017) proves that
the environmental attitudes and behaviors of children attending primary schools designed
or adapted for sustainability have been significantly more pro-environmental. Taylor
(2009) also underlines the opportunities that schools provide to demonstrate examples of
ecologically responsive design. Thus, children’s direct engagement with sustainable
design features such as solar panels, the use of recycled water, natural daylighting,
gardens, and outdoor classrooms during learning can make important contributions to
their attitudes and behaviors toward environment (Taylor 2009, Tucker and Izadpanahi
2017). This pedagogic approach, which aims to raise children's awareness about the
protection of the environment and resources, also points out that learning can take place

outside the classroom space.
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In line with the concerns mentioned above, the studies tend to agree that contemporary
approaches to education and educational space design demand the thinking of school as
a whole learning space and a shift towards school design emphasizing flexibility which
seems to play a central role as also highlighted by OECD (Heppell, et al. 2004). As
education methods evolve and change, learning spaces need to be designed so that they
can keep pace with these changes. A flexible design approach may support
accommodating a wide range of teaching and learning practices; however, studies show
that it becomes successful and meaningful only if educational practices are suited to the
learning space (Gislason 2009). Thus, it may be concluded that the visioning and design
process of contemporary schools needs to consider all the links between spatial design,

pedagogical practices, and student outcomes.

3.3 A CHRONOLOGICAL DESCRIPTION OF EDUCATIONAL BUILDING
DESIGN IN TURKEY

Educational systems often tend to change with the developments in their surrounding
socio-economic, political, and cultural environment. The literature demonstrates that
improvements and changes had always been on the agenda in Turkey as well, since the
foundation of the Republic. The developments in the system and changes in the policies

consequently had affected the physical structure of the schools.

In the late Ottoman Period, despite some reform movements towards westernization, the
population’s need for primary education was met with the Sibyan schools (Sibyan
Mektebi) or alternative space in private homes or adjacent buildings of mosques and
prayer rooms (Ko¢ and Saglam 2015). There had been many innovations and
developments in education as in all other fields during the period following the end of the
Independence War and the foundation of the Turkish Republic. The formal national
educational institution of the country Maarif Vekaleti, which later took the name Ministry
of National Education (Milli Egitim Bakanligi) was established in 1923. After the
Unification of Education Act (Tevhid-i Tedrisat Kanunu) in 1924, educational institutions
and contents were regulated under the Ministry of National Education, ensuring the

uniform implementation of a standard system (Kezer 2016).
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Early policies of the Turkish Republic recognized the development of a new educational
system based on Western teaching approaches and methods while focusing on the
improvement of the literacy level and providing primary education to all citizens as major
issues (Akytiz 2008). Primary school level education became compulsory for children
aged between 7-14 with a constitutional amendment declared in 1926 (Kezer 2016).
Education was believed to have a vital role in the empowerment of the national identity
(Kul 2011), and the establishment of democratic culture (Ata 2000). Thus, the

development of a modern system was given the utmost importance during the period.

Particular attention was given to the design and construction of “modern” primary
schools during the Early Republican Period to provide primary-level schooling in every
part of the country. There were already existing schools left from the Ottoman Period,
which were capable of accommodating the needs with minor alterations in the cities;
however, the major part of the population was settled in the rural areas at the time, which
made schooling in the neglected villages more urgent (Kul 2011). Following the
legislation which prohibited the construction of schools other than the projects approved
by the Ministry in 1926, an architectural office was established under the roof of the
institution, and a group of international and local architects together started to work under
the coordination of Ernst Egli in 1927 (Ata 2000). Prototype school projects were
produced by this architectural department to be built, especially in small towns and
villages. Until the completion of the preparation of new school projects, some existing
projects designed during the late Ottoman Period were constructed with minor alterations
until the 1930s (Kul 2011). Although the construction costs were compensated and the
projects were provided by the State, the schools were built by the village residents
according to the law. Edirne Karaaga¢ Primary School project by designed by Kemalettin
Bey, as seen in Figure 3.10 is mentioned in many sources as an example to these widely
implemented first primary school buildings in many villages around the country (Ko¢ and
Saglam 2015, Kul 2011).
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Figure 3.10: Edirne Karaaga¢ Primary School plan and elevation drawings

Source: Kul, 2011.

As it is claimed in the related sources, international education and design professionals
were invited to contribute to the building up the new education system during the period.
John Dewey was one of these professionals who was invited to Turkey in 1924. Some of
Dewey’s proposals in line to his pragmatic approach to education were then applied to
the Turkish system. For instance, building libraries for schools had started, life sciences
(hayat bilgisi) course was added into the curriculum of primary schools for first three
grades to improve children's interactive relationship with their environment during the
period (Ata 2000). Village Institutes (kdy enstitiileri), as Ata (2000) claims, were also
designed and established in 1940s in parallel to John Dewey's ideas of learning by doing

and schools' being the center of the community life.

The search for finding different solutions for villages and cities and the need for building
simple, inexpensive, robust school buildings in small settlements continued during the
1930s. Austrian architect Margarete Schiitte Lihotzky was also one of the commissioned
international designers by the Ministry’s architectural office. Lihotzky’s report regarding
the design of village school buildings then became an important source of information
about the considerations in the preparation of village school building projects during the
period (Akcan 2012). As asserted by Akcan (2012), Lihotzky included different design

43



proposals for village schools, and each of them was developed considering local climatic
circumstances, available local building materials, and village sizes. The small school
projects consisted of two classrooms for fifty to sixty students, teachers’ dwelling, service
areas as well an ample space for gardening, as seen in Figure 3.11 (Kul 2011). The plan
layout was designed to allow expansion of the building with additional structures in the
case of need, and the proposal constituted an interesting example in terms of the flexible
design approach.

Figure 3.11 : Lithozky's site plan of a village school in Anatolia
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Source: Akcan 2012, p. 211.

At the beginning of the 1940s, the need for the construction of more primary school
buildings in villages was on the agenda. An architectural competition was organized in
1940 to provide prototype projects for these buildings. Architects Asim Mutlu and Ahsen
Yapanar won the competition with three different prototypes designed according to
varying climatic conditions, one of which is seen in Figure 3.12. The prior simple plans
were enlarged with the addition of a workshop, the teacher’s dwelling, and some other
auxillary areas. These prototypes were repeatedly built in many different locations in the
country (Kul, 2011). It may be inferred from both examples that very basic village schools
had started to evolve in more complicated structures through the inclusion of more
specialized areas with practice-based and hands-on learning spaces as well as other

functional needs.
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Figure 3.12: Type village school project to build in cold climate conditions
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Source: Kul, 2011.

The state’s preference towards using prototype-based projects which had been generated
with regard to specific data and based on a repetition of a similar scheme became a typical
effective response to obtain rapid, easy, and cheap productions to spread the educational
buildings. On the other hand, the background of the ongoing criticisms about the
implementation of prototype-based school projects dated back to this period, the end of
the 1930s. For instance, architect Sayar (1936) claimed that producing prototype school
projects through the state governed construction offices reduced the value of architecture
while blocking the diversity and proposes the provision of compatible, unique projects

through architectural competitions in his article in Arkitekt Magazine.
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According to the examination of the early period developments, it may be summarized
that the 1920s was a period during which the preparation of policies to establish a modern
educational system and schools were conducted. The trial of various educational
strategies to be applied in cities and villages were performed during the following two
decades. Coming to the 1950s, the need for building more schools in the cities, especially
in Istanbul to accommodate the schooling needs of the increasing population, began with
the influx of workers to the industrialized regions of the country, and the inadequate
number of schools became a highly critical issue. One of the immediate responses to the
situation was the construction of schools using prefabricated building materials in
Istanbul. This time, however, the buildings were criticized for not being suitable for
educational purposes due to their expensive building and transportation costs, their
resemblance to military barracks, insufficiency in allowing daylight, fresh air, and
classroom size (Sayar 1959). At the end of the 1950s, the problems became much more
prominent, and multiple-shifts education has emerged after 1955. Consequently, the
growing need for building schools continued. The 1950s became a period during which
the prototype-based project approach turned out to be the dominant process of producing
school buildings that had been widely applied throughout the following years up to the
current day (Kog¢ and Saglam 2015).

As may be understood from the articles published in Arkitekt magazine during the period,
many prototype-based school projects were also produced and implemented by the
Ministry of Construction and Settlement in cities and smaller settlements during the
1960s. Different from the previous projects produced until the 1960s, some of these
projects included corridors and multiple-use rooms providing students some area to spend

time during the recess periods, as seen in Figure 3.13°.

3 Bayindirlik Bakanligi [lkokul Binalar1. Arkitekt, 1978. 372(4), pp. 123-125.
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Figure 3.13: Examples of prototype-based school projects generated and
implemented by the Ministry of Construction and Settlement during 1960s

School building project with ten classrooms to be built in larger settlements

Source: Arkitekt, 1978, pp.124-125.

The projects were similar to the schools with traditional layouts that had been built in
many other countries, including double-loaded corridors with classrooms to
accommodate as many students as possible. The single-floor village school building, on
the other hand, was allowing some flexibility through the use of movable partitions
between two classrooms to be used for social gatherings and meetings in the villages.
However, there were criticisms of the use of these project types at the end of the 1970s
for their being outdated to respond to that day’s spatial needs and not supporting local
community activities*. At the end of the decade, some structural changes were started to

be made in terms of building materials and skeletal systems.

During the 1980s and 1990s, there had not been very significant changes in the
approaches to primary school design processes until the enactment of Compulsory
Education Law in 1997, which extended the duration of compulsory education from 5 to
8 years. Analysis of the timeline points out that the factors related to schooling needs in

parallel to the population growth and economic limitations have had the most significant

4 Baymdirlik Bakanlig1 Ilkokul Binalar1. Arkitekt, 1978. 372(4), pp. 123-125.
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influence on the design, planning, and construction processes of school buildings in
Turkey until the 1990s. Prototype-based schools, especially the projects produced during
the 1950s and onwards, reflected similar design features of the traditional school
typologies with separate rectangular classrooms along corridors that were also seen in
western examples. This approach may be conceived as an economic and practical way of
providing the similar standards for each school planned to be built under the supervision
of the Ministry. On the other hand, it may also be inferred from the examination of the
developments that the influence of progressive ideas that affected school design in Europe
and the United States remained limited in Turkey. Alternative ways of improving learning
environments to support teaching methods had not been brought into the agenda much
for years despite the developments accelerated with the changes in the educational

system, and increasing schooling needs emerged in the last twenty years.

3.4 RECENT DEVELOPMENTS AND CURRENT APPROACHES TO SCHOOL
DESIGN PROCESSES AND IN TURKEY

Article 51 of the Basic Law on National Education, which is still valid today, states that
the design and implementation processes of buildings and facilities belonging to
educational institutions of all grades and types are legislated by the Ministry of National
Education in Turkey, in line with the environmental requirements and the characteristics
of the educational programs’. In other words, the dominant typology of school facilities,

quality, and standards of educational structures are primarily determined by the State.

The Department of Construction within the Ministry has the responsibility to plan and
produce architectural projects of the educational facilities according to requirements, to
control the financial costs of the processes, to make the contracts for outsourced design
and construction works of the schools, and to audit the compliance of all the private and
public educational institutions to the determined regulations of building standards.
Prototype school projects are also generated by the Department of Construction, and they

are implemented in various locations around the country. For the preparation of projects,

5> Milli Egitim Bakanligi, 2015.
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the needs and requirements concerning the building programs are determined in
accordance to the information and feedbacks taken from related general directorates and
departments of the Ministry®. The schools are built in three different ways; new building
on a new plot, demolition of a building and reconstruction on an existing site or making
additional blocks to an existing structure (Kdse and Barkul 2012). The standards of the
recently constructed schools are expected to comply at least with the minimum design

standards manual issued by the Ministry’.

According to the statistics, there has been a total number of 24.967 primary schools in
Turkey and 1618 of them are private schools®. The quantitative majority of the public
schools within the existing building stock implies that most of the school buildings were
built or converted according to the projects provided by the Ministry. Most of the project
prototypes include the features of traditional schools with single or double-loaded
corridors referred as the factory-style in various sources in literature (Lippman 2010,
Taylor 2009). The same approach to design may also be observed in more recent
examples of prototype projects produced and issued by the Department of Construction
as seen in Figures 3.15 and 3.16. The single-block structures are more likely to be
preferred in dense urban areas because of their compact footprints and introverted spatial
arrangements (Kose and Barkul 2012).

Figure 3.14: 3d visualized image and standard floor plan of a prototype primary
school project with 12 classrooms
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Source: Milli Egitim Bakanligi, 2016b. Insaat ve Emlak Dairesi Baskanhgi Proje Katalogu, 2016.
[Online] Available at: http://iedb.meb.gov.tr/katalog/#/0

6 ibid.
7 Milli Egitim Bakanligi, 2015.
8 Milli Egitim Bakanlig1, 2018.
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Figure 3.15: 3d visualized image and standard floor plan of a prototype primary
school project with 20 classrooms
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Source: Milli Egitim Bakanligi, 2016b. Insaat ve Emlak Dairesi Baskanhg Proje Katalogu, 2016.
[Online] Available at: http://iedb.meb.gov.tr/katalog/#/0

Primary school buildings today, accommodate students between the ages of 6 to 11
enrolled in changing grades, and the size of the schools is mostly defined by the number
of identical classrooms that each building includes. According to the standards manual
for school buildings, the maximum amount of floor numbers are determined as two and
in case of necessary conditions three floors in addition to a basement floor’.The same
document (2015) suggests avoiding large openings, and atriums that cover an area larger
than one-third of a typical floor and proposes the ventilation and illumination of double-
loaded corridors through openings located on both ends. The area per person, excluding
the storage spaces, is determined as a minimum of 1.60 square meters in primary schools.
Standard classrooms are suggested to be designed in a rectangular shape with a
longitudinal side facing the building facade to gain daylight to accommodate thirty
students!?. As it may be inferred from the descriptions given in the manual, the
explanations, and given standards are also regulated to ensure the design of particular
school building types with minor differences. The guidelines also include detailed
descriptions of the minimum design standards which should be complied for the design
of all the classrooms, circulation zones, subject-specific spaces, social areas, libraries,

multi-purpose halls, outdoor spaces, technical rooms, and wet areas!!.

 Milli Egitim Bakanligi, 2015.
19 Tbid.
' Tbid.
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A significant number of public school projects has been built according to the prototypical
projects in a similar manner with almost identical architectural features during the last
two decades despite some attempts of the Ministry to provide differentiated designs
within the scope of special projects such as Istanbul Seismic Risk Mitigation Project
(ISMEP) and some architectural competitions organized during the recent years (Karabey
2014).

Production of prototype-based school buildings is often preferred because it brings some
advantages from the viewpoint of the state where this approach reduces costs, speeds up
the process, makes the design standards more controllable, takes advantage of
standardized material and construction systems, and enables providing schools in similar
physical conditions everywhere in the country (Ciravoglu 2004). However, this ongoing
approach has long been criticized by both design professionals and academics due to
various reasons (Ciravoglu 2004, Giizer 2014, Karabey 2014).

One of the main issues is that prototype-based school projects are not designed according
to the specific context in which they are planned to be located in (Ciravoglu 2004, Giizer
2014). No diversities are given attention in terms of climatic conditions, location, or
culture during the development processes of the projects (Giizer 2014). As a result, they
become completely disconnected from their environment in both physical and social
sense. A second problem is that the design of school buildings primarily to respond to the
need for more classrooms brings a tendency to push other environmental values and
spatial qualities of educational facilities to the background. The shape and size of the
building sites, especially the ones which are located in the rapidly developing, dense
urban areas are found to be insufficient in terms of enabling the design of engaging
educational environments and pleasant schoolyards (Giizer 2014, Karabey 2014).
Consequently, the school buildings lose their outdoor spaces, social areas, and other
learning spaces outside the classrooms through time due to the lack of area despite the

increasing needs.

Some other problems mentioned in the sources are that the current prototype-based school
building projects’ have old and insufficient standards, and they are not able to respond
and to cope with the advances in the curriculums in parallel to today’s international trends

(Karabey 2014). For instance, STEM approach which has also begun to be recognized by
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the Ministry of National Education brings a need for decreasing the number of standard
classrooms and providing specialized laboratories and workshops'?, thus there is an
emergent need to include thematic, dedicated spaces in school buildings to enhance the
learning experiences of children during sports and arts-culture related courses (Karabey
2014).

Moreover, some studies showed that prototype-based projects also need improvements
regarding ergonomic standards and spatial, visual, acoustic, thermal comfort conditions
(Tapki and Tiirkyilmaz 2018). Kose and Barkul (2012) also underline that although type
project implementations in primary education buildings are deemed to be appropriate in
terms of costs at first glance, due to the lack of qualified architectural features and critical
deficiencies in implementation phases, this approach causes later additional expenditures.
The debates mostly culminate in the conclusion that investigation and evaluation of the
compatibility between the prototype-based school projects, the needs of the educational
practices, and the users may be a critical step to decide if it is appropriate to continue with

the existing strategies or making changes and improvements.

In Turkey, the last twenty years particularly has become a period of significant change.
Some of the critical developments in the educational system and operational processes,
as shown in Figure 3.16, inevitably affected school design and procurement processes, as
well as the use of the existing educational building stock during the last two decades.

Figure 3.16: Timeline of the recent developments in the Turkish education system

The duration of the The transition
compulsory education from half -day
Marmara was increased to 12 education to
1997 Earthquake 2000 -2002 years. (4+4+4) 2016 full-day education.
Duration of 1999... Transition to 8- years 2012 MEB publisheda 2017-2019
compulsory (2006) long compulsory new catalogue of
education was Istanbul Seismic ~ education. New type type school
extended from 5 Risk Mitigation project proposals. building projects.

to 8 years. and Emergency
Preparedness
Project (ISMEP)

12 Milli Egitim Bakanlig1, 2016a.
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The developments concerning primary school design may be summarized as follows;

ii.

iil.

1v.

The 1997 Compulsory Education Law extended the duration of compulsory
education from 5 to 8 years. The separation of primary and secondary schools was
eliminated, and all of them were converted to primary education schools. The new
law also required the enhancement of the quality of the physical infrastructure in
primary education by constructing new school buildings with the required
features, renovating old school buildings, and increasing the number of
classrooms in both old and new buildings (Kose and Barkul 2012),

After the 1999 Marmara Earthquake, new regulations have been set, and the
existing school buildings were strengthened or refurbished under new contract
specifications. Many schools were renovated or rebuilt within the scope of the
Istanbul Seismic Risk Mitigation and Emergency Preparedness Project (ISMEP)
established in 20063,

During the transition period to 8-years continuous compulsory education model,
many prototype-based projects have been produced by the Ministry of National
Education. In line with the directives of the Ministry, some architectural
departments of the universities have also produced school projects which varied
in size according to the number of students (Gedizlioglu 2003). Some of these
projects have been implemented in different regions and have been adopted as
prototype projects at the beginning of the 2000s,

The length of the compulsory education was increased to 12 years in 2012 with a
structural reform adopting the Primary Education Law, and the education system
was converted to a three-tiered model widely known as 4+4+4. This time, the new
system required the separation of school buildings to serve as primary or

secondary schools',

13 ISMEP, 2014. I[SMEP Rehber Kitaplar 4: Giiglendirme ve Yeniden Yapum Calismalari, Istanbul: Beyaz
Gemi Sosyal Proje Ajansi.
14 Milli Egitim Bakanlig1, 2018.
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v. In 2016, the Ministry published a new catalog of prototype school building
projects, which also included primary school designs classified according to the
number of classrooms they include!’,

vi. In 2017, the Ministry started to work to complete the transition of all schools from
half-day education to full-day education until 2019, which led to an urgent need
for new school buildings and development of new typical projects. The generation
of prototype-based projects is still the dominant government policy to guide

public school designs.

All these transitions in the system presented above have directly affected the design
requirements and production of school buildings. New requirements for learning spaces
have emerged with the changing programs and teaching models. Besides, existing
educational facilities and classrooms became inadequate due to the rapid population
growth and the increasing urbanization rate. Currently, Turkey has a population of 79,6
million, estimated to rise to about 84 million by 2023!6. There are approximately 5,5
million students at the primary education level, with more than 240.000 teachers!’. The
numbers emphasize the need for developing effective strategies to accommodate the
future needs of educational building design for this considerable amount of potential
users. According to the Ministry sources, 77000 new classrooms at all levels are needed
to overcome the problems related to the crowdedness by 2019!8. As a general idea, there
is an increasing trend in the production of educational facilities due to population growth
and constant changes in the educational system, which seems to proceed in the
foreseeable future. Another challenge is that the school buildings are usually expected to
last long years without extensive modifications, but the programs which they serve

transform several times in short periods. Thus, the ability to cope with these changes and

15 Milli Egitim Bakanligi, 2016b.

16 Turkish Statistical Institute, 2018. Main Statistics. [Online]

Available at: http://www.tuik.gov.tr/UstMenu.do?metod=temelist (accessed 31 July 2019).

17 Milli Egitim Bakanlig1, 2018.

18 Milli Egitim Bakaligi, 2017. Bakan Yilmaz: Zorunlu egitimi 13 yila ¢ikaracagiz. [Online] Available at:
http://www.meb.gov.tr/bakan-yilmaz-zorunlu-egitimi-13-yila cikaracagiz/haber/13763/tr#, 04.06.2017
(accessed 22 October 2017).
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requirements becomes one of the central concerns of educational building design in

Turkey.

3.5 DESIGN CRITERIA FOR TURKISH PRIMARY SCHOOLS REGARDING
FLEXIBILITY

Integration of flexibility as a design feature to respond both the short and long-term
requirements at schools, building learning spaces to be flexible at different scales and
timescales, allowing for variation in use, supporting changing educational delivery
systems through spatial design have long been on the agenda in many countries (Heppell,
et al. 2004). The review of the literature indicates that flexible design approach has been
included in school projects from time to time in Turkey, however more conscious
attempts seem to be started after 1997. For instance, an emphasis on flexibility to be
recognized as an essential criterion for the design of school projects was made for the
projects that were carried out in cooperation with the architecture departments of
universities at the beginning of the 2000s (Gedizlioglu 2003). However, the features
highlighted in many of these school projects emerged mostly in modularity and scalability
of the structure in the long-term through additions. In the recent manual for the
educational buildings design standards the main purpose of the preparation of the

guideline is explained as;

School buildings designed according to the conditions of 15-20 years ago are not able to
respond to today's needs. Following the rapidly developing technology and emerging needs,
educational structures have also changed over time. Contemporary, functional spaces should
be provided, and flexible, adaptable educational settings should be designed to support
learning activities'’.

It may be inferred from the above statement that problems regarding obsolescence of the
existing standards and the need for flexible design solutions to support educational

activities at schools have also been recognized by the officials in Turkey. The same

guidelines prepared by the Ministry includes a phrase claiming that;

Flexibility and adaptability to allow for future changes are key requirements in any school
design. The predictions on the use of movable partitions utilizing technological, mechanical,
and automatic systems should be thoroughly tested during the design stages. Flexibility within

19 Milli Egitim Bakanligi, 2015, p.3.
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the building should be provided through the use of sliding / folding movable doors and walls

with taking the necessary precautions to prevent the acoustic problems which may occur

during use. Long-term adaptability is important in terms of extending the school's lifespan,

allowing the interior walls to move, to change the size of the space, or to use unoccupied

spaces?’.
So far, the definitions and methods included within the recent Ministry guidelines are
quite limited, and as may also be understood from the above phrase, flexibility has been
mostly referred within the scope of a single dimension of changing spatial size and
arrangements through the use of mobile building components for short-term changes.
However, flexibility is a multi-faceted issue with various dimensions and needs to be
handled as a holistic strategy through the evaluation of different aspects of design to
comply with educational activities conducted at schools as emphasized by many

researchers and design-related professionals (Monahan 2002, Nair and Fielding 2005).

The need for addressing flexibility in the architectural design of Turkish schools had been
emphasized by some earlier studies, but the prior works are based on theoretical
frameworks in most parts. Thus, more investigation seems to be needed for the
identification of underpinning principles and improvement of design standards regarding
flexibility. Moreover, a better understanding of the context in a dense urban center in
Turkey and the relations between the educational practices and physical environment at

schools may contribute to developing efficient design strategies for flexibility.

20 Milli Egitim Bakanligi, 2015, p.10
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4. BACKGROUND STUDIES OF FLEXIBILITY IN LEARNING SPACES

The following part of the study aims to set up a framework for the discussion of flexibility
in the context of learning spaces. Section 4.1 starts the chapter by presenting an overview
of various approaches towards flexibility in architectural discourse through an
examination of definitions provided by different theorists and designers. The review of
literature provides extensive views of flexibility and related concepts in architecture;
nevertheless, the term has a range of different aspects that are particular to the design of
educational facilities. The terminology that has been used to describe learning spaces has
been developing rapidly. Nevertheless, there is often an unclarity of what flexibility of an
educational space really means, what it demands from the users and which constraints or
contexts might support or limit the nominal flexibility of a learning space. Thus, Section
4.2 seeks to bring clarity to the definitions of flexibility through the examination of its
various applications particular to the design of learning spaces and reveals its relevance

to school design.

A critical aspect of flexible design approach is, as also stated in the Guidelines for the
twenty-first century Schools prepared by the Commission of Architecture and Built
Environment (CABE) and the Royal Institute of British Architects (RIBA), that it can
contribute to different levels and scales of design to allow variety in use, occupancy, and
layout (Heppell, et al. 2004). Accordingly, flexibility may be linked to different
dimensions of the design of physical spaces that stage teaching and learning activities,
and it may be discussed for almost all scales of the built environment, from building scale
to interior layout, use of furniture and equipment. Sections 4.3 and Section 4.4 take these
various interpretations under consideration while examining flexible design features
through theoretical works and examples from practice according to their position to meet
the requirements brought by short-term and long-term changes. The review of literature
in these sections primarily focuses on design strategies which have been applied in the
case of elementary-primary level schools. It is acknowledged that the flexible design
approach may be considered together with the historical development of school structures
starting from the years before the 1900s to today in parallel with Dudek’s (2002)
classification. However, considering the importance of the issue for the design of
contemporary educational structures, attention is given to more recent definitions and

examples widely applied in today’s conditions.
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The final section, 4.5 presents a table of the juxtaposition of the time-based categorization
with flexible design strategies and solutions applied in educational spaces derived from

the review.

4.1 VARIOUS APPROACHES TOWARDS FLEXIBILITY IN ARCHITECTURE

Although flexibility is not a new concept for architecture, a review of the literature shows
that the way architects and designers have approached it in numerous arguments has
changed over time. The words flexibility, adaptability, and polyvalence sometimes have
overlapping meanings, which lead to confusion in terminology, and some definitions even
contradict each other. Thus, it becomes tough to reach a common consensus about how
these features contribute to the architectural process and architectural products. It may be
possible to frame an argument around the works and theories of several scholars and
architects. Some of them put the accommodation of functions on the core of their
discourses while some others deal with embracing the user's interpretations of adjusting

the space beyond the architect's control.

According to sources, the search for flexibility had already started with open plans and
modular design at earlier times. For instance, Kronenburg (2007) states that it is only the
last three centuries that rooms with dedicated functions and specifically associated
furniture have appeared in Europe. Flexibility as an architectural feature has been
consciously or unconsciously emergent in earlier times. However, the discussions on the
theoretical point of view became more intense, especially after the 1950s (Forty 2004).
At the time, functionalism was more dominant in architecture and the related design
fields. Moreover, some of the claims were critical about the deterministic features of
functionalism, while others were supporting and seeking solutions for multi-functionality.
According to Forty (2004, p. 142), flexibility emerged as a modernist term and a spatial
feature that introduced new elements, 'time' and 'unknown' to the scene as an alternative
for an 'overwhelmed functionalist approach to design.' Consequently, recognition of not
being able to foresee all the probable types of uses during the design stage had emerged
against the existing notion of planning all parts of a building for specific purposes. One
of the earliest statements on the issue may be Gropius' (1954) explanation, suggesting
that architects' conceptions should be flexible enough to create a background fit to absorb
the dynamic features of the modern life and they should not design buildings to serve as

monuments to the designer's genius. Gropius (1954) pointed out the emerging spatial
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requirements with changing living styles through time and consideration of the needs of
users who occupy the buildings. Norberg-Schulz (1967) admitted the significance of the
argument by saying that the 'demand for flexible structures came to a fore by the time.
From a different standpoint, Norberg-Schulz (1967) explained two ways of obtaining
flexible structures as adding or taking away elements to make the building 'grow' or
'shrink' without losing its coherence, or making the components and their interrelations
changeable. Different from Gropius, the author had put the functions at the center in his

methodological explanation.

There were also efforts to take the actual users of buildings as the primary actors to
maintain flexibility. Habraken (1972), for instance, underlined the essential role of the
final occupants as the main actors to make their surroundings. In line with this viewpoint,
Habraken (1972), came up with a support-infill conception for housing design in the early
1960s. The system was basically about separating the 'support,’ which consists of the
communal spaces such as entrances, corridors, staircases, meeting areas from the 'infill'
units, which may be adjusted to the users' lifestyles before their occupancy with their

participation to the design stage.

Comparatively, a more recent critique of functionalist approach came from Hertzberger
(2005, p. 146) claiming that functionalism was indeed based on abstract human activities
and the expression of efficiency. The author has warned architects not to make designs
according to their predictions on how humans function in their homes. In Hertzberger’s
view, the direct application of all specific functions in space leads to dysfunctional results
and severe inefficiency. He claims that (2005) there is no single solution that is preferable
to all others, the correct solution does not exist because the design problem requiring the
answer is also in a permanent state of change. Hertzberger (2005) then has come up with
a concept of polyvalent multi-functional form. Accordingly, the author has offered a
permanent spatial structure which allows polyvalent interpretations of users without the
form's changing itself. In other words, Hertzberger proposes polyvalent spaces that are
clearly defined, but at the same time open for different uses. According to this view,
assigning functions to spaces and customization are not necessarily accepted as
interdependent. The definition of spaces according to functions is a choice which can be
done in case if it is needed, but these spaces can still serve for other functions.

Based on these various viewpoints, Forty (2004) identifies three types of strategies of
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flexibility in architecture as redundancy, flexibility by technical means, and flexibility as
a political strategy. According to the author's classification, the first strategy is
redundancy, which means the creation of excess capacity to allow different
interpretations and uses. This strategy may also be related to the idea of an open plan
consisting of functionally unspecified spaces, which enable people a range of possible
uses as in a way applied in Hertzberger's polyvalence idea. Koolhas and Mau, (1995, pp.
239- 240) also make a close description claiming that "flexibility is the creation of
margin-excess capacity that enables different and even opposite interpretations and
uses.". A second type, as asserted by Forty (2004), is achieving flexibility through
technical means such as including sliding partitions, extensions of rooms, foldable
furniture, movable windows even floors to alter the interior space according to daily or
temporary use. The author (2004) mentions Gerrit Rietveld's Schroder House, which was
constructed in 1924, in Utrecht, as a significant early example of this strategy. As
preferred by the user, the movable partitions of the house allowed to make direct and
useful configurations through dividing the space into private rooms or keeping it
completely open as seen in Figure 4.1. Fun Palace, an education, and entertainment center
designed by Cedric Price in 1964 is also mentioned as an example by Forty (2004) for
pursuing flexibility through its open steel structure serviced by traveling cranes which
moves and assemblies prefabricated walls, platforms, floors, stairs, and ceiling modules
as seen in Figure 4.2.

Figure 4.1: Interior view from Schroder House showing sliding partitions

Source: Stijn Poelstra, 2018. Rietveld Schroder House [Photograph] Available at:
https://www.rietveldschroderhuis.nl
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Figure 4.2: Interior perspective, Fun Palace designed by Cedric Price

Source: Collection Centre Canadien d'Architecture. Available at:
https://www.cca.qc.ca/en/search/details/collection/object/378817

Today, for sure, flexibility by technical means is much more available, affordable, and
familiar with the developing technologies. The third type is flexibility as a political
strategy refers to the opinion advocating that flexibility is not a property of buildings but
a feature of spaces, and it acquires a characteristic through the uses which it is situated
(Forty 2004).

The concept of change, indeed, is the common thread that runs through the definitions of
flexibility and the keywords mentioned around this main term. Adaptability is again a
commonly used word within this context, and there have been some attempts to specify
its meaning compared with flexibility. For instance, Groak (1994) states that flexibility
points to "capability of different physical arrangements," where adaptability of space
indicates its "capability of different social uses". Quite contrary to this definition,
Schneider and Till (2005) assert that the degree of flexibility in a building may be
determined by observing its capacity to allow different social uses and different physical
arrangements with its inbuilt opportunities for adaptability. Pinder, Schmidt, Austin and
Gibb (2017) relate the word with physical changes and directly classify the types of
adaptability as changing the configuration of an individual setting, the dimensions of a

space, performance of a building, use of a building, size of a building and the location of
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a building. In a more recent, work of Schneider and Till (2007), the authors claim that
flexibility is "achieved by altering the physical fabric of building" while adaptability may
be "achieved through designing rooms or units so that they can be used in a variety of
ways". They also introduce a 'soft and hard' analogy, which refers to two different ways
of flexible housing design. According to this diversion, 'soft' refers to tactics which allow
a certain indeterminacy, whereas 'hard' refers to building components which more
specifically determine the way that the design may be used with technical elements they

involve.

It is important to note that the search for strategies to make buildings more flexible has
been mostly about domestic spaces, especially mass housing which constitute one of the
most affected groups from demographic, social, economic and environmental changes.
The rise of the minimal dwelling solutions in limited spaces, the efforts to response for
the varying demands of many occupants with a restricted number of plan types, the
industrialization of housing and the movement towards user participation may be the
dominant motivations of this situation. However, there are studies which focus on
increasing the capacity to adjust changing conditions and needs for different building

types such as hospitals, airports, and educational buildings.

The idea which reminds us that physical lifetimes of buildings are mostly shorter than
their useful lifetimes causing obsolescence still maintains its validity in our present-day.
This situation has become even more apparent with the advances in building systems and
material technologies. The notions of spatial flexibility and adaptability also preserve
their importance concerning some critical issues of contemporary architecture such as
sustainability and mobility. Along with the developing computation and communication
facilities, new forms of spatial experiences, ‘smart buildings’ which interact with their
occupants and their environment, are introduced in the fields of architecture and design.
Therefore, the sources of change which require flexibility are also in the process of

transformation, and they increase in number.
4.2 FLEXIBILITY IN THE CONTEXT OF LEARNING SPACE DESIGN

A review of the research on the school design literature provides various interpretations

and applications of flexible terminology. While the earlier definitions and related themes
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emphasize the structural features of the buildings, in more recent studies, the scope has
been broadened to the discussions around the influence of pedagogical and managerial
concerns and other design attributes such as extending the learning and teaching activities

to the whole school setting.

The concept of change and serving for differing preferences, indeed, are the common
threads that run through the definitions of flexibility and the keywords mentioned around
the term. Schneider and Till (2005), for instance, emphasize the degree of flexibility
maintained by allowing different interpretations in use and physical arrangements with
the built-in features of a structure. Monahan (2002) subdivides flexibility in five
properties of space as fluidity, versatility, convertibility, and modifiability. The author
suggests that fluidity represents the design of space for flows of individuals, sight, sound,
and air. According to the same classification, versatility indicates the property of space
that allows for multiple-uses, convertibility designates the ease of adapting educational
space for new uses, scalability describes a property of space for expansion or contraction,

and finally, modifiability invites active manipulation and appropriation of users.

In a similar manner with slight differences, Woodman (2016) uses sub-categories to assist
the clarification of the definition in the case of school buildings. The author (2016)
defines four categories of sources of change, which are movement, use, and time-related
aspects, as given in Figure 4.3. Woodman (2016) also underlines the roles of actors in

determining the design or conducting the way of use in physical learning spaces.

Woodman (2016) refers to the term adaptability to describe time-related flexibility in
response to low magnitude and high-frequency architectural change. Time-related
flexibility is related to the ability of a school building to change over an extended period
to satisfy significant changes in need. According to the same classification, for space-
related flexibility, the term transformability is employed to refer the ability to change a
space from one form to another in a way that would require some effort. Space flexibility
is about the manipulation of spatial elements to create different arrangements. Woodman
(2016) cites Hertzberger’s (2005) description of polyvalence concerning use-related
flexibility. Initially, Hertzberger (2005) adopts the word polyvalence from chemistry to
describe a space that can be pedagogically used in a variety of ways without the form

itself has to change. Use flexibility is related to the changes in the way how space is used
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without altering the space to support different pedagogical activities to be undertaken
within the same setting. Woodman’s (2016) final sub-category for the movement-related
flexibility is fluidity to refer to the design features of spaces which support the free

movement of teachers and students within a learning space.

Figure 4.3: The meanings of flexibility according to Woodman (2016)
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The flexible design features are also frequently allocated into time-based categories
according to their position to respond to short-term and long-term sources of change
(Heppell, et al. 2004, Kemp 2015, Nair and Fielding 2005, Wood 2018). Kemp (2015)
defines short-term flexibility as educational space’s ability to accommodate transitions
between different activities, learning experiences, and socializing. This type of flexibility
allows users to change the space themselves, or the design of space enables users a variety
of learning methods and activities (Nair and Fielding 2005). Accordingly, long-term
flexibility of spaces responds to spatial requirements that emerged due to the curricula
developments, changes in pedagogical methods, and demographical features as well as
the need for more economical, environmentally sustainable solutions. The core structure
is often designed to permit physical alterations to meet the circumstances over the years

or decades to achieve long-term flexibility (Nair and Fielding 2005).
As a general idea, flexible solutions are formed through two ways; whether the building

itself adapts to diverse functions or the users adjust the spaces to accommodate their

desired activities. The later one presents a critical third dimension as the interpretations
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of the users. Since flexibility is an interactive process rather than a ready-made solution
to the problems of change as argued by Shabha (1993), human interaction with the
teaching environment is the most influential aspect for its optimization. It may be inferred
that, in all of the definitions and categorizations, the actual users and their interaction with
the space has been highly emphasized. Wood (2018) also advocates that flexibility should
not be approached as just a space-related issue and claims that without an understanding
of a timescale and actors who will be responsible for the design or operation of the flexible
attributes, flexibility becomes a problematic and ambiguous term. The author proposes
(2018) that the responsible actors may be the actual users, the teachers or students for
flexible aspects to response short-term or immediate changes while architects, managers,
engineers will have their roles as the primary actors to deal with long-term flexibility.
How people will inhabit and adjust the building for their needs and how this use will
change over a building’s lifespan may also contribute to both immediate and long-term
categories, and they may be discussed under multiple flexible design aspects. Table 4.1
juxtaposes the types of main facets of flexibility as a summary of the review of these
different perspectives and definitions about the notion within a time-based categorization.
The scheme constituted a basis for discussion and determination of the spatial design
properties regarding flexibility at schools through the incorporation of the design

strategies mentioned in the related literature.
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Table 4.1: Time-based categorization of the main facets of flexibility

Time-Based Categorization | Flexibility Facets Socl;lr:::;eof Definitions - Citations
- versatility indicates the property
of space that allows for multiple-
Versatility uses (Monahan 2002)
Polyvalence use - a space that can be .
(Variance) pedagoglcally used in a variety of
ways without the form itself
SHORT-TERM AND having to change (Hertzberger
INSTANT CHANGES 2005, Nair and Fielding 2005)
Flexible design attributes in
response to short-term and
égsltgmic\l changes (Kerpp, Modifiability - moidiﬁab.ility invites actilve'
; Nair and Fielding, Customization use manipulation and appropriation of
2015) users (Monahan 2002)
- the design of space to support
free flows of individuals, sight,
Fluidity movement | sound and air within a learning
space (Monahan 2002, Woodman
2016)
- the ease of adapting educational
space for new uses (Monahan
2002)
- time-related flexibility in
LONG-TERM Convertibility time response to low magnitude/high
CHANGES Transformability space frequency architectural change
Flexible design attributes in Adaptability building (Woodman 2016)
response to long-term - a building concept that begins
changes (Kemp, 2015; with a basic structure but assumes
Nair and Fielding, 2015) it will change as needs change
(Oblinger and Lippincott 2006)
- a property of space for
Scalability time expansion or contraction

(Monahan 2002)

4.3 FLEXIBLE DESIGN FEATURES TO RESPOND SHORT TERM AND

INSTANT CHANGES

The short-term changes refer to the requirements which occur on an hourly, daily, weekly,
or monthly basis. The design features which support learning spaces to respond to short-
term and immediate changes mainly revolve around three dimensions of flexibility, which
are versatility or polyvalence, modifiability, and fluidity. The flexible design strategies

derived from the review of prior sources are grouped and examined under three subtitles.
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Accordingly, the main titles that are going to be explained in the following sections can

be listed as;

a. Spatial layout and organization to allow multi-usability and variance
b. Setting up indoor-outdoor relations to support versatility and fluidity,

c. Flexibility in mobile building components and furniture scale.

4.3.1 Flexible Spatial Layout and Organization

Flexible design strategies regarding versatility or polyvalence are mainly associated with
formation of multi-purpose areas which allow variance for interpretation of use
(Hertzberger 2005; Loeffelman 2007), cluster areas (Hertzberger, 2008) and experiences
with open plan approach to general layout (Dovey and Fisher 2014, Sigurdardéttir and
Hjartarson 2011). The spatial layout and organization of buildings are recognized as
critical factors related to flexibility (Heppell, et al. 2004, Pereira, Kowaltowski and
Deliberador 2018) and review of the literature shows that several proposals have been
made regarding the aspect.

4.3.1.1 Open-Plan Proposals

The background of the open-plan proposals as a flexible design strategy for school layouts
date back to 1960s and 1970s, and the strategy may be considered as one of the widely
practiced attempts applied as a result of inquiry-based, child-centered movements (Moore
and Lackney 1994). The open classroom schools, or schools- without- walls movement
was originated in the United Kingdom, then migrated to the United States and became
very popular in the late 1960s based on the belief that students will do better if they are
removed from the constraints of the box-like classrooms (Nair 2014). For open-plan
schools, it was argued that architectural design does not necessarily determine teacher
practice, but that teachers determine and arrange their spaces in accordance with their
perceived needs (Burke and Grosvenor 2008). Multiple classes were conducted
simultaneously in a single ample space at the earlier examples of these schools built
according to this idea to foster student collaboration, team teaching, and interdisciplinary

learning through open, flexible layouts (Harrison and Hutton 2014).

However, some open-plan design features had side effects and open plan approach was

then criticized for being a too literal interpretation of the open education philosophy
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which caused high levels of noise and distraction, reduced task involvement which
prevented the realization of the main goals of promoting team teaching and collaborative
learning (Chiles 2015a, Sanoff 1993).

Reconceptualization of school environments by removing the walls and partitions on plan
layouts to promote flexibility in use, indeed, demanded to be aligned with a change in
teaching practices and a profound shift in pedagogy. Open plan schools’ lack of zoning
for creating open or semi-enclosed, quiet areas where children could go for privacy, to
read a book, or work silently without distraction also led to problems in the 1970s (Fisher
2007, Nair 2014). The disorder caused by the incompatibility between teaching practices
and school buildings has also been pointed out as a significant reason for the failure
(Lippman 2010). Regarding the disappointing results of the prior attempts, Leiringer and
Cardellino (2011) call attention to open spaces’ possibility of impeding privacy which is
needed to allow individuals to control their interaction with others. Thus, it may be
inferred that the degree to which open plan areas support social interaction and sharing
of knowledge is debatable.

Giving reference to the failure of earlier open-plan layouts, Lange (2018) explains that
the problem of loudness may be easily solved with today’s innovative materials such as
specialized acoustic glass panels. The author (2018) then remarks that the main problems
of the initial open-plans proposals were pedagogical where the teacher’s way of using the
space tended to stay traditional and academic outcomes failed accordingly. Lange (2018)
underlines that these kinds of transformation need architecture, teaching and curriculum
to change together. Gislason (2015) also supports this opinion by emphasizing that open
plan layouts demand a good operational ability, direct cooperation between teachers, and
training of the teachers in team teaching otherwise they tend to organize the spaces in a

traditional way.

Despite the failure of the open-classrooms to accommodate hundreds of students in one
space, the essence of the idea is still influential today (Lippman 2010, Nair 2014). More
recent interpretations of plan layouts and organization have taken the problems under
consideration with regards to current pedagogical approaches and emphasize improving
the spatial variety for different forms of activities rather than proposing totally open

spaces for improvisation. An earlier proposal, named as modified open-plan by Moore
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and Lackney (1994), for instance, suggests a mediating solution through the organization
of space into a variety of defined large and small activity spaces open enough to allow
children to experience various possibilities available to them while providing enough
enclosure. The plan consists of a mixture of several open areas with smaller enclosed
spaces with separated yet connected activity areas, as seen in Figure 4.4.

Figure 4.4: Modified open plan layout proposed by Moore and Lackney (1994)

Source: Moore and Lackney, 1994, p. 50.

In a similar manner with Moore and Lackney’s (1994) suggestion, Nair (2014) comments
that open-plan approach may be successful in school layouts if discrete zones for various
activities are created while retaining the agility of an open plan to provide various sized
groups of students and interdisciplinary work. Chiles (2015a) mentions open studio
learning in which each level contains a mixture of different sizes and types of learning
spaces, fully or semi-enclosed, and arranged around the open-plan circulation spaces. By
this way, the author (2015) claims that long views provide stimulation and the mixture of

closed and open spaces allows maximum flexibility for different forms of teaching.

Fisher (2007) also discusses the link between pedagogy, space and learning
environments, and citing Piaget’s classification of children in developmental phases, the
author suggests a progressive approach to flexibility in the learning space where the level
of flexibility and the amount of open space increases as the child develops. Since in the
later stages of schooling after pre-school, exploring and retreating becomes heavily
weighted, having opportunity to gradually experience larger shared spaces, students
become more comfortable in their interactions with others and require spaces for more

independent thinking and reflection (Fisher 2007).
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Regarding more recent open layout proposals, Lange (2018) discusses the example of a
small-scaled project, Altschools located in New York, for a flexible approach which is
provided through locating a variety of learning venues in terms of size, shape, and
enclosure to the layout as seen in Figure 4.5. The school is housed in an multi-story
building constructed in 1903 in the urban context. The classroom units are given place
for instructional activities however children are also provided more quiet zones and
niches for individual or group study. Separate enclosed units are divided by soundproof
glass panels and visual openness is not disturbed. Re-organizable furniture for different
activities is used inside the units. The steps in the central area serve as a gathering space
for presentations or other non-formal events and another larger zone, design laboratory
with tables also serves as a multi-functional working and break-up space.

Figure 4.5: Plan drawing of Altschool, and photographs showing the central
gathering area and individual classroom unit

Source: AltSchool, New York. (2019). [image] Available at:
https://www.architectureplusinformation.com/altschool [Accessed 9 Aug. 2019].
It may be concluded through the examination of prior studies and examples that how and
how much a learning space is defined and assigned for particular functions constitute the
determining factors to achieve the optimum amount of flexibility through open-plan
approaches. Thus, including open-plan layouts in school facilities should be handled by
giving attention to the teaching methods and learning activities that are planned to be
performed within these environments.
4.3.1.2 Flexible Design Proposals for Classrooms and Core Spaces of Learning
Traditional type classrooms are being added each year to the existing thousands.
However, classrooms’ role as being the primary containers of learning has been
challenged in the recent years both by practitioners and academics (Benade 2017,
Hertzberger 2008, Neill and Etheridge 2008, Taylor 2009, Sutherland and Fischer 2014).

The confrontations intend to question traditional, classroom-based education as an
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appropriate way of designing schools for the twenty-first century in which pedagogical

innovations demand spaces which enable exploration by both the teachers and students.

Nair and Fielding (2005) underline that flexibility should first be applied to the primary
learning areas where students spend most of their time, which are the classrooms. Kurani
(2013) criticizes the current concept of traditional classrooms by emphasizing that all the
spaces at schools can contribute to the ways of learning through observation, discussion,
creation, or performance. Providing a stage for multiple modes of instruction and learning
became an essential feature of useful learning spaces (Neill and Etheridge 2008). These
concerns form the basis for the debates on flexibility regarding the core spatial units of

learning at schools.

Allowing variance and multi-usability within classrooms has started to become essential
parameters for the design of contemporary schools. One of the prominent examples of
this approach has been developed by Hertzberger (2008). The author (2008) structures
his proposal for 'articulated classrooms' on the idea of decentralizing the concentration
from teacher to student. Based on this idea, Hertzberger (2008) articulates the classroom
space in an L-shaped form rather than the usual rectangle in Montessori Delft School, so
that space allows performing different activities simultaneously, and the children are not
confronted with distraction as seen in Figure 4.6.

Figure 4.6: The plan diagrams showing Hertzberger's (2008) comparison of
traditional and articulated layouts and L-shaped classroom plan of Delft School
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Source: Hertzberger, 2008

A similar approach has been followed both by Nair and Fielding (2005) and Lippman
(2004) proposing L-shaped classrooms which they name as learning studios as shown in
Figure 4.7. According to this idea, the L-shaped units may afford flexibility within the

space, and alternative configurations may also be obtained through their combination.

71



The irregular plan of the units creates breakout spaces and flexible learning zones which
support different learning modalities. Nair and Fielding (2005) also offer giving access
to the adjacent zones through the use of movable partitions and creating connections to
outdoor learning areas planned for each core unit in their learning suites proposal. The
layout they propose includes two different types of space, one of which is the area
separated for the instructional teaching, presentations, and group work, equipped with
tables and chairs. The other adjacent space serves for more informal ways of learning,
and resting and accordingly equipped with soft seating units. The authors (2005) also
propose a method of extending the classroom activities to outdoor space, which is given
direct access from the classroom.

Figure 4.7: Sketches showing different activity zones in learning studios and
learning suites
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Regarding the forms of the learning spaces, Woolner (2010) also makes comparisons of
different classroom shapes and argues that rectangular- shaped classrooms are preferred
because they do not have hidden corners and can be equally adapted through the
arrangement of furniture and equipment for independent learning while fitting together
easily on a plan. The author (2010) proposes a different approach which includes the
construction of rooms in various sizes to respond to the need for different sized rooms for
different purposes, especially in large schools. On the other hand, in some studies, it is
argued that an L-shaped classroom has all the advantages of a rectangular room, but also

provides more opportunities for teacher adaptation (Dudek, 2007).

In an earlier study, Moore and Lackney (1994) suggest that elementary school classrooms
may need various types of activity zones such as a flexible traditional main area, a wet
area for occasional art or science and a more cozy corner for more quiet study or one-to-

one teaching as shown in Figure 4.8. According to the authors (1994), well-designed
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activity settings within the classrooms may contribute to a greater degree of engagement
with learning activities.

Figure 4.8: Moore and Lackney's (1994) proposal for classrooms to accommodate
various activities
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Source: Moore and Lackney, 1994, p.57.

Nair (2011) claims that enclosed spaces for direct instruction are needed at schools
however these separate areas could also be adjacent to a visible and controllable common
space for teamwork, independent study, and internet-based research. In relation to this
idea, Nair and Fielding (2005) present the grade unit method, in which one core learning
unit is divided into three areas with permeable boundaries according to their amount of
allowing privacy as: a private zone including the traditional furniture layout for
instructional courses and class meetings, a semi-private zone designed as a multi-purpose
room for group work and informal education and a public area used for circulation but
may be used for educational activities when needed as depicted in Figure 4.9.

Figure 4.9: Spatial use diagram showing the division of spaces and variations in use
according to Nair and Fielding, 2005
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Besides the concerns about the current situation of the traditional classrooms, there has
been an increased awareness and interest in where else learning can take place within the
school (Harrison and Hutton 2014). There are many studies which suggest the inclusion
of a variety of learning spaces regarding layout, size, and shape to provide flexibility on
a day-to-day or short term basis. In her review of the school layouts produced for of New
Schools for New York Project, Genevro (1990) suggests the value of schools having
rooms in a variety of sizes to accommodate classes and small discussion groups as well
as large assemblies in terms of flexible design. Ehrenkrantz (1999) similarly mentions the
need for flexibility to support the dynamics of cooperative learning in small or large
groups and to provide enough space for multiple and different activities to occur in
learning environments. The author (1999) also proposes to include different types of
spaces in varying sizes at schools rather than having just classrooms and spaces of a
uniform size. In a similar manner, RIBA’s guideline suggests that multi-purpose teaching
spaces, non-dedicated spaces shared with other uses are needed at schools (Heppell, et al.
2004).

Another issue regarding flexible design in the core spaces of learning is the rapid
advances in information and communication technologies (ICT), the introduction of
internet facilities, wireless connectivity within schools as well as the changing mobility,
space and time constraints. Neill and Etheridge (2008) underline that flexible learning
environments should accommodate an instructional technology shift from centralized
information technology infrastructure to decentralized computing and networking.
Loeffelman (2007) points out that dedicated spaces within classrooms and dedicated
computer laboratories are being replaced with the opportunities to change the entire
classroom or some parts into laboratories through wireless technology and break-out
spaces as well as other informal settings may also be enriched with technological
equipment and facilities to support project-based learning settings. From a more technical
perspective, Fisher (2007) also underlines that the contemporary flexible design
opportunities for the organization of spaces introduced by wireless connectivity which
means that projectors, computers, printers, and other technical equipment can be easily
moved. Nonetheless, the situation emphasizes that design for pedagogy and people is not

restricted by equipment requirements anymore.
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Today's primary school level students can be involved in everything from word
processing to concept mapping, coding, robot making, drawing and animation to
scientific research. These changes also contribute to the shaping of teaching and operating
cultures of schools and expected to create shifts in the expectations of the physical
learning environment. There are many recent researches and attempts to create spaces to
support changing styles in education by incorporating the twenty-first century skills into
learning and teaching and to reorganize traditional classrooms and other learning areas.
Future Classroom Lab Project, for instance, aims for students to get more access to
technology during the day, rather than just being in a specific place of technology or
accessing technology only in certain time periods (Bannister 2017). According to the
guidelines of the project, six zones of learning are defined to accommodate different
approaches and aspects of teaching and learning as; creating, interaction, presentation,
investigation, exchange, and development within the learning spaces as depicted in Figure
4.10.

Figure 4.10: Diagram showing a prototypical learning space design developed
according to Future Classroom Project principles

Source: Bannister, 2017, p. 12.

To summarize, it may be understood from the literature that the methods of flexible
design inside the core learning units are provided, whether through giving opportunities
within the classrooms to accommodate different activities or offering a variety of learning
spaces in size, shape, enclosure, and equipment. The contemporary interpretations of
open-plan approaches are also highlighted as a mediating solution between the two
contrasting design approaches of conventional classrooms with rows of desks and totally

open layouts.
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4.3.1.3 Learning spaces outside the classrooms

The extension of the learning activities to other spaces of the schools through the creation
of multi-purpose areas and informal learning clusters have been common design attributes
regarding versatility. The literature review shows that there has been a keen interest and
research on how public space theories may be applied to the design of learning
environments with the merging role of informal learning in the twenty-first century. The
potential of a model which utilizes circulation zones, hallways, and other in-between
spaces to extend educational activities and to support interaction between children has

been handled through many design proposals.

In their article, Nair and Gehling (2010) discuss Jan Gehl’s theory of public space and
how it might apply to educational environments today. Gehl’s (2011) theory
acknowledges that human’s social nature is motivated by social experiences, and it is
indirectly supported whenever social activities are given favorable conditions through
physical planning in public space, and when the life between buildings is enriched as
more stimulating environments. In parallel with Gehl’s theory, Nair and Gehling (2010)
argue that spatial components of good public places such as the marketplace,
thoroughfare and meeting place may produce educational spaces that operate like the real
urban realm which offers diverse activities, spontaneous interactions and participation.
The authors (2010) claim that the spaces between formal learning areas should be
designed specifically for informal learning, learning from peers, learning by application,
and learning a range of highly sought-after soft skills that are increasingly demanded by
the today’s professional world. Nair and Fielding (2005), for instance, give the example
of associating lobby and common spaces with art courses and activities regarding this
idea. It is also recommended that the design of hallways should be approached as active

meeting places by adding windows and suitable furniture (Nair and Gehling 2010).

Hertzberger (2008) similarly claims that the corridors and hallways at schools should be
inhabitable as actual extensions of classrooms rather than just serving as bare circulation
spaces for accessing and connecting rooms on either side of them. The architect and
author (2008) proposes a typological concept, learning street starting from the idea that
school can be organized as a complex through urban types such as streets and squares,
which create spaces associated with different learning situations. Hertzberger relates his

design idea with the behavior patterns of the students to explain the reason behind his
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learning street approach. The architect asserts that students have to sit still for long hours
in the classroom so as soon as the bell rings they explode in movement. Therefore, rather
than including just large corridors for circulation, it would be more preferable to create a
street-like environment through including nooks and places for people to sit and perform
other activities (Dyer 2016). Accordingly, the learning street articulates various
functional areas of the school, fostering closeness between the student and the educational
activities. In-between areas are located at the entrance to each classroom mediating
between the public zone of the hall, and the private zone of the classroom according to
Hertzberger’s (2005) proposal as shown in Figure 4.11. The architect (2005) describes
this kind of transitional spaces as thresholds to provide the spatial condition for the
meeting and dialogue between areas of different orders. Hertzberger (2008) underlines
that the partitions between classrooms and corridors should be more open to make the

children feel that hallways are still their domain.

Figure 4.11: The circulation zone surrounded by the articulated classrooms and
threshold areas in Montessori Delft School based on the image in Hertzberger (2005)
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The street metaphor may also be seen in the design of an earlier project, Amsterdam
Apollo Schools and a more recent one, Extended School De Spil Arnhem designed by
Hertzberger as shown in Figures 4.12 and 4.13. The transitional areas are treated as
informal learning spaces and contribute to educational activities serving as working

stations or exhibition displays of student works. In Extended Arnhem Schools the link
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between the classrooms and the learning street is also strengthened by the use of
transparent movable partitions so that more permeable boundaries are obtained between

the spaces.

Figure 4.12: Threshold zones in front of the classrooms in Amsterdam Apollo
Schools built between 1980-1983

Source: AHH - Educational Projects. (2019). [image] Available at:
https://www.ahh.nl/index.php/en/projects/education [Accessed 9 Aug. 2019].

Figure 4.13: Permeable boundaries between the classrooms and the learning street
in Extended School de Spil Project, Arnhem built between 2004-2007

1

Source: AHH - Educational PI‘O_]eCtS (2019). [image] Available at:
https://www.ahh.nl/index.php/en/projects/education [Accessed 9 Aug. 2019].

Similarly, Loeffelman (2007) suggests the structuring of spaces in a way that as well as
serving their primary purpose, they can also be planned to be used for other activities to
improve versatility rather than being too specialized. The author (2007) also criticizes
narrow hallways for being impractical and too cramped to accommodate an assembly of
children. Loeffelman (2007) gives the example of classroom clusters and niches as break-
out spaces to support project-based learning, where informal interaction focuses on group
interactions versus just the individual as shown in the example in Figure 4.14. Similar to
Hertzberger’s learning street idea, the author (2007) also proposes building learning

pathways to increase the amount of efficiently used spaces, especially in primary-

78



elementary level schools. Shabha (1993) and Chiles (2015b) also support the idea of
integrating all the zones outside the classrooms to informal educational activities by
claiming that the segregation between circulation and teaching areas may be wasteful of
resources and the most prohibiting aspect of change and adaptation.

Figure 4.14: Loeffelman (2007) gives the example of classroom clusters, break-out
spaces and common activity zones in West Haven Elementary School

Clusters Between Classrooms Common Activity Space

Source: West Haven Elementary School, Utah, United States. (2019). [image] Available at:
http://www.designshare.com/index.php/projects/west-haven-elementary/images@468 [Accessed
9 Aug. 2019].

Loeffelman (2007) also mentions the need for multi-functional spaces in addition to
specialized learning environments at schools. The specialized learning environments such
as library, art or music rooms should be located in transitional zones which can serve as
semi-public, accessible places. The multi-functional areas should provide space for group
gatherings and allow different types of configurations. The author (2007) gives the
example of the library and story-telling spaces, serving as accessible multi-functional
semi-public zones, as exemplified in Figure 4.15.

Figure 4.15: The plan drawing and photographs of Edward Everett Hale School
library and central story-telling space

Source: Dudek, 2007, p. 24.
Kemp (2015) presents examples of utilizing large atrium spaces located at the centers of
the schools as active focal points for gatherings, meetings, performances as seen in Figure
4.16. The author (2015) also mentions multi-functional staircases as a way of extending

educational activities from core spaces to the general layout of the schools. In fact, many
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contemporary examples of designing stairs to form an area for students to sit, to eat lunch,
to read a book, or to gather can be found in practice. A similar approach may also be seen
in some of Hertzberger’s school projects such as Amsterdam Apollo Schools, extended

school Presikhaven and Spil Centre Waterrijk as shown in the examples in Figure 4.17.

Figure 4.16: Multi-purpose atrium at Christ's College which provides a large
entrance space as well as accommodating multiple functions during the school day
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Source: DSDHA Christ’s College (2009). Available at:
http://www.dsdha.co.uk/projects/524aa0al£785240002000001/Christ-s-College (accessed 17
November 2019).

Figure 4.17: The multi-functional staircases and informal learning spaces in
Amsterdam Apollo School (1983), Extended School Presikhaven (2009) and Spil
Centre Waterrijk (2011)

Source: H - Edllationz;frProjects. (2019 [image] A\}ailabl at:

https://www.ahh.nl/index.php/en/projects/education (accessed 10 Aug. 2019).
Hutchison (2004) also underlines that the design of educational facilities had been usually
incorporated clear and recognizable areas, each of which served a single purpose;
however, multipurpose strategies can be applied to compatible spaces, and the under-
utilized areas of schools to support expandability. For instance, the library and computer
laboratory spaces may be combined to obtain a research space. Similarly, the auditorium
area, which is only used for specific occasions may be allocated together with the
cafeteria to form a 'cafetorium' which will constitute a flexible, multi-use space that can
be used either as a theatre or dining area.

In their paper Sigurdardottir and Hjartarson (2011) examine the changes in the design of
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school buildings in Iceland and suggest that there is a shift from conventional settings to
more open and flexible environments. The authors (2011) present cases from Icelandic
schools to discuss transparency and fluid boundaries between diverse stages of school
practice including the central hall and the school library, as well as specialized program
areas such as art and science rooms. The paper also describes how central multi-functional
community halls may be used efficiently to accommodate different functions such as
serving as a canteen with removable furniture on a daily basis, a hall for social learning
and cultural events, a gallery for exhibitions and sometimes even an open plan school
library and also facilities to read aloud and tell stories; work in groups; play cards, board
games and chess; or make use of a computer laboratory with an array of digital tools for

individual studies, as well as varied project work.

On the other side of the discussions, Moore and Lackney (1994) claim that clear
circulation paths and super-visible corridors are critical issues to avoid vandalism and
providing safety. The authors (1994) acclaim the planning of circulation zones to be used
as social breakout spaces, however they point out that the circulation paths should be
cleared of visually obstructing objects to facilitate effective supervision when possible.
Yet, their proposal for super-visible circulation paths still enhances the cluster zones for
informal learning activities and social interaction as shown through the sketch in Figure
4.18. In addition to the concerns for safety, Heppell, et al. (2004) also remind that
providing a balance between flexibility and specificity with regard to particular subjects
should be carefully managed.

Figure 4.18: Diagram showing the circulation paths proposed by Moore and
Lackney (1994)

Source: Moore and Lackney, 1994, p. 52.
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As a general idea, the main contribution of a flexible design approach within the spaces
outside classrooms at schools is that the whole school environment is aimed to
complement the learning processes rather than the viewing of classrooms as primarily

instructional spaces.

4.3.2 Indoor - Outdoor Relations to Allow Versatility and Fluidity

The setting of indoor-outdoor relations to extend the space for learning at schools and the
design of versatile and dynamic outdoor spaces where children can choose, create, change
and be in charge of their play environment have been proposed in many studies regarding
flexibility. Formation of penetrable visual and physical boundaries between and within
the indoor and outdoor spaces at schools to support fluidity in space in terms of movement

and sight is also a common feature mentioned by many sources regarding flexible design.

Providing children opportunities to have contact with nature is mentioned to be vital to
carry the learning activities to the outdoors through practice and observation. Besides,
school surroundings together with school buildings and building systems may be useful
resources and pedagogical tools for teaching and fostering inquiry-based learning
(Heppell, et al. 2004). Moreover, as also suggested by Care and Chiles (2006) during the
playtimes children usually use almost every part, corner and niche of the school grounds
however without stimulating environments which urges them to explore, children’s
expression is limited. Moreover, sources have indicated that there is a positive
relationship between physical activity and academic achievement where physical
inactivity is often negatively associated with brain activity (Woodman 2016). Thus,
physical human movement has been affirmed to be important for learning processes and
academic achievement. Nair and Gehling (2010) emphasize that if students are expected
to move, play and socialize in the outside, then there should be spaces such as places to
sit and chat and eat in small groups, sheltered areas if the climate requires that support
social development. Creating internal and external informal learning spaces at schools
and allowing direct access to these spaces from classrooms are associated with higher
flexibility to cater dynamics in education (Pereira, Kowaltowski and Deliberador 2018).
Regarding these concerns, Genevro (1990), for instance, points out that a layout in which
the classrooms are situated to open both to each other and the indoor and outdoor play

areas may increase flexibility.
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The guidelines provided by RIBA emphasizes that giving place to extendable linear
cloisters and learning clusters (clusters of classes), including indoor courtyards and
outdoor classrooms to extend the spaces for learning activities are prominent methods of
supporting flexibility (Heppell, et al. 2004). Evans (2015) gives the example of the Jardin
El Porvenir Kindergarten’s layout which creates a variety of landscapes with different
material features for play on both sides of its closed boundaries as shown in Figure 4.19.
The multi-layered perimeter walls of the school constitute permeable boundaries between
varying zones of functions and privacy while acting as security.

Figure 4.19: Site plan and photographs showing the formation of different zones in
Jardin El Porvenir Kindergarten
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Source: El Equipo Mazzanti ® 2019§Available at: http://www.eleqipomazzanti.com/en/proyecto/el-
porvenir-kindergarten/ (accessed 9 August 2019).

The design of the visual borders with clear viewing angles and transparency both inside

and outside, and setting a visual interplay between these areas have also been discussed

as an important aspect of flexible design approach (Day and Midbjer 2007, Karabey 2014,

Sigurdardottir and Hjartarson 2011). Taylor (2009) claims that classrooms should be

opened up through fenestration and semi-open plans so that children can make visual

connections between different learning activities and see how their actions impact others,

reinforcing personal responsibility and self-reliance.

Care (2015) underlines that the blurring of boundaries may also reinforce broadening the
learning to the landscape beyond. In many studies, it is widely recognized that outdoor
experiences have a great significance to children. Providing students opportunities to
have contact with nature becomes beneficial to introduce children learning through
practice and observation in the outdoors. The formation of penetrable boundaries has a
role at this point which may be achieved through various ways such as placing open or
semi-closed courtyards to the plan according to the climatic conditions, giving direct
access to the outdoor landscape from each separate classroom or providing transparency

with large openings. Nair and Fielding (2005) claim that the outdoor spaces and interior
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courtyards should become natural extensions of indoor learning and inside-outside
connections should be strong and seamless. Hertzberger (2008) points out that the surface
areas of schools have been usually and invariably kept to an absolute minimum and most
of the green space around them stay as just largely inaccessible visual greenery. The
school grounds, in fact, can provide a valuable learning environment and set of learning
experiences which can support all areas of the curriculum as well as contributing to the
social development and health of children (Harrison and Hutton 2014). Day and Midjber
(2007) also point out the importance of introducing children with nature and giving
responsibilities in gardening activities to change children’s attitude towards nature

change from the user to appreciator.

4.3.3 Flexibility in Mobile Building Components and Furniture Scale

Ensuring flexibility through incorporation of mobile components such as movable walls,
folding partitions, lightweight furniture and equipment which can be quickly re-organized
to fit in different spaces for different purposes is a common strategy cited by many
studies. To achieve this aim, learning spaces are constructed to be capable of quick
reconfiguration to support different kinds of approaches and uses at schools (Dudek 2007,
Loeffelman 2007, Oblinger and Lippincott 2006). This type of flexibility mostly allows
users to change the space themselves or the design of the space allows users a variety of

learning methods and activities (Nair and Fielding 2005).

Much of the literature focuses on furniture design and several classroom settings seeking
to find ideal patterns and designs characterized by flexibility and mobility of structures,
the grouping of desks, computer pods and display boards to facilitate multimodal
pedagogies that accommodate individual learner’s needs, and personalization of space
(Blackmore, et al. 2011). The different types of configurations to be accommodated by
learning spaces may include linear (lecture, presentation), horizontal (class discussion),
cluster (small group discussion and activities), and networks for decentralized instruction

(Neill and Etheridge 2008).
Utilization of movable, modular, operable space dividers and partitions in response to

short-term and long-term changes has been cited by numerous studies emphasizing its

positive contribution to modifiability and adaptability (Karabey 2014, Kemp 2015, Nair
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and Fielding 2005, Neill and Etheridge 2008, Sigurdardottir and Hjartarson 2011,
Woodman 2016). Sliding screens are typically used to subdivide large multi-purpose
spaces across their width into smaller units to meet a demand for flexible space.
According to Neill and Etheridge (2008), a flexible learning space needs to facilitate a
physical space shift from fixed seating where furniture can sometimes be repositioned to
change the configuration for diverse learning activities. The reorganizability of furniture
layout has also been mentioned to be important because it has the potential to
communicate the intensity of interaction between teacher and students and among
learners (Sztejnbergand Finch, 2006). The empirical study conducted by Sztejnberg and
Finch (2006) proves that there is an intimate relationship between teaching style, learning
style, and the adaptive use of space as well as the preferences for different learning
environments. Regarding the issue, taking the advantage of using adjustable furniture to
enhance flexibility and to increase comfort and wellbeing are mentioned in different
studies (Neill and Etheridge 2008). Holder (2015) remarks that furniture can work to
divide larger spaces and create a hierarchy of uses or experiences within an open plan as
well as making spaces feel distinct. The author (2015) also mentions the potential variety
in how a piece of particular furniture is used giving the example of storage units used as
working desks at the same time. Woolner (2010) discusses flexibility in terms of teachers’
abilities to rearrange the furniture which may be time-consuming during or before the
lessons. As an alternative proposal, the author (2010) gives the example of a different
model for primary school classrooms in which most of the furniture is moved out and a
carpet floor space with mats and cushions is created at the center, so that different

educational activities may be performed within the space.

4.4 FLEXIBLE DESIGN FEATURES TO RESPOND LONG-TERM CHANGES

Demographic changes at schools due to increases in population rates, the influx of
immigrants into urban centers, and ever-changing patterns of human migration between
communities usually lead to difficulties in making long-term enrolment projections
(Hutchison 2004). Changes in the curriculum or the whole educational system are some
of the other reasons for the need for significant transformations in school buildings. Thus,
planning the school structure to maintain future expandability and to cope with other
changes become critical concerns. Moreover, increasing flexibility for long-term change

is also linked with achieving sustainability.
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Flexible design approaches in response to long-term sources of changes often include
strategies that allow future building alterations. Convertibility, transformability,
adaptability, and scalability, which usually refer to the capacity of physical adjustments
in buildings to meet changing circumstances, are the common strategies to serve long-
term changes. Adapting educational spaces for new uses and planning of school buildings
with the recognition of their possible transformation along with the changing
requirements may be listed as some of the common aims of long-term flexibility
(Monahan 2002, Oblinger and Lippincott 2006, Shabha 1993, Woodman 2016).

In an earlier study, Castaldi (1994) defines the term flexibility as the feature of a school
facility which allows extensive changes in the space and the size of the instructional areas
without threatening the structural system of the building. Also, OECD suggests that a
certain degree of flexibility should be provided in all construction methods to allow
changes in the configuration of learning spaces for daily school activities, and to
accommodate future operational and pedagogical changes (Heppell, et al. 2004). Dudek
(2007) asserts that long- term flexibility may be achieved through clear planning

hierarchies allowing future expansion, generous space standards and robust construction.

Planning of the building structure to enhance different teaching programs and
philosophies, loose-fit buildings and independence of structural components (Heppell, et
al. 2004, Shabha 1993), minimizing fixed partitions and fittings (Nair 2011, Nair and
Fielding 2005), building of units with a modular approach to be added or removed
according to changes in student enrollments, categorization of fixed and semi-fixed
components of learning spaces in relation to mobility and density connected with the
amount of space per learner (Martin 2005) and providing technical facilities with an
awareness of evolving technology (Benade 2017) are some other approaches and methods

mentioned to enhance long-term flexibility.

Shabha (1993) claims that by designing a loose-fit school building, it is very likely that
the problems of both predictable and unforeseeable change can be resolved more
effectively without the need for rebuilding. The author (1993) claims that independence
of structural building elements is an influential variable to promote flexibility through the
addition and removal of partitions in order to provide the required degree of variety and
to modify the spatial layout of school buildings as the need arises. As a general idea,

flexible design strategies to respond to long-term requirements primarily aim to deal with
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functional obsolescence while maintaining ease in alterations to cope with changing

conditions.

4.5 CATEGORIZATION OF THEMES RELATED TO FLEXIBLE DESIGN IN
EDUCATIONAL SPACES

As it may be inferred from the examples in the literature, the term 'flexible learning space’'
does not necessarily specify a particular spatial typology, but instead refers to the
changeable, adaptable nature of the physical spaces. The methods and strategies for
flexibility within the context of learning space design are intended to support the

adaptable delivery of the current and future needs of educational practices.

According to the review of the literature, flexible design methods and solutions may be
grouped under the four themes determined as; flexible spatial layout and configuration,
permeable and active indoor-outdoor spatial relations, modifiability and flexibility in
mobile building components and furniture scale, and the design of the educational
structures for future expandability and alterations as presented in Table 4.2.

It should be emphasized that in addition to the themes presented in the table, there is
another social dimension of flexibility regarding users’ interaction with the educational
spaces and personalization. Following an extensive exploration of a new environment,
individuals tend to manipulate or adapt the designed spaces to suit their needs (Woodman
2016). Burke and Grosvenor (2008) claim that schools are the products of social behavior
and they should not be viewed merely as capsules in which education is located, but also
as designed spaces that project a system of values. As also stated by Kuuskorpi and
Gonzélez (2011), change cannot occur without input from the primary groups of users at
schools, which consists of teachers and students. Meaning and significance can be applied
to a place through the adaptation of an environment to satisfy the specific needs;
consequently, the ways in which the buildings are used and experienced give them
meaning. Moreover, the theoretical concept of what makes a good school building may

not always be matching up with the users’ experiences and expectations.

The following phase of the study also constructs an analysis and discussion of the flexible
approaches for state primary level schools in Turkey, specifying the subject to a local
context in line with the main themes determined and presented as shown in the table

below.
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Table 4.2: The juxtaposition of the time-based categorization and flexible design
strategies and solutions grouped under four primary themes

TIME-BASED

CATEGORIZATION THEMES
Flexible
Spatial Layout
and
Configuration
SHORT-TERM

(in response to
changes in use
patterns and

movement)
Versatility
Polyvalence
Modifiability
Customization
Fluidity
Permeable and
Strong Indoor
- Outdoor
Spatial
Relations
Modifiable
Learning
Spaces:
Flexibility in
Mobile
Building
Components
and Furniture
Scale
LONG-TERM q
. Design for
(time and space) F
e uture
Convertibility Expandabilit
Transformability p y
Adaptability Al and
Scaleability terations

FLEXIBLE DESIGN STRATEGIES
AND SOLUTIONS

Modified open plan approaches providing
a variety of well-defined activity pockets
Increasing openness with children’s age
Creating spaces in varying sizes

Creating spaces in varying enclosure and
types

Articulated classroom, L-shaped learning
studio, different activity pockets within
classrooms

Grade unit method

Learning streets, utilizing circulation
zones to extend spaces for learning
activities, controllable circulation zones

Creating informal multi-purpose settings
and informal learning clusters

Multi-functional stairs

Multi-functional atrium

Flexible design to accommodate new
technologies, Technology-enabled, active
learning environments

Setting up permeable physical boundaries,
providing easy access between spaces

Setting up permeable visual boundaries

Providing variance of learning settings,
play areas outside

Extending the learning activities to the
outdoors and interior courtyards, giving
access to nature

Use of movable partitions, space dividers

Use of mobile and lightweight furniture,
adjustable  furniture  and  fixtures,
modifiable furniture

Shape of the separate spaces to allow
reorganization

Loose-fit school buildings
Independence of structural components/
minimizing fixed partitions and fittings
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5. ANALYSIS OF THE SPATIAL USE PATTERNS AND THE SOURCES OF
CHANGE: A STUDY IN BAYRAMPASA PRIMARY SCHOOLS

Prior research and evidence suggest that there is a close relation of educational practices
with the design of the built environment, which accommodates them (Barrett, et al. 2015,
Heppell, et al. 2004, Leiringer and Cardellino 2011, Martin 2005). It is also emphasized
in many sources that flexibility as an architectural means to support educational activities
may only be successful if it overlaps with the spatial requirements of the pedagogical
methods and learning practices it serves for (Moore and Lackney 1994, Neill and
Etheridge 2008, Wood 2018). It means that the underlying specific needs of local contexts
and educational systems may have a role in how the priorities are defined. The educators’
and students’ interaction with the environment has also been pointed out as critical
aspects of the optimization of learning spaces in terms of flexible design (Shabha 1993,
Wood 2018).

Thus, an examination of the relations between educational methods, learning activities,
and the physical space emerges as a necessity to come up with the appropriate suggestions
regarding flexibility. In order to provide design solutions it is needed to first understand
the requirements of the learning processes and primary sources of change in short and
long-term periods at schools. Learning about first-hand experiences about the spatial use
patterns at schools would bring valuable insights into the formation of efficient strategies

to achieve flexibility.

Searching for complying methods to provide flexibility for primary school buildings in
Turkey constitutes the main focus of this thesis study. Accordingly, identification of the
sources of changes in spatial requirements regarding time, use, and movement, as well as
the comprehension of the spatial use patterns, were determined as the initial steps. An
exploratory, two-phased, mixed- methods research process was adopted to collect the
required information. The following sections within the chapter explain the methodology

of the research.
The first phase of the field study aimed to collect the opinions of teachers who are one of

the main user groups at state governed primary schools located in Istanbul, which were

designed through a prototype-based approach similar to most of the public schools in
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Turkey. The interpretations of teaching staff who take the legitimized decisive role in
coordinating educational activities at schools can contribute with valuable data about the
spatial needs and requirements at schools. Besides their legitimate power to control
educational activities, findings of some studies show that teachers often have the chance
to readily action for many factors regarding the environment and spatial use at schools
(Barrett, et al. 2015). Thus, within the first phase, a survey was conducted with the
teachers to gather information about the sources that lead to changes in spatial
requirements. Teachers were asked about the current use patterns at schools in terms of
relations between the educational activities conducted according to the curriculum,

extracurricular studies, recess period activities, and space.

The second phase of the study included the analysis of the school buildings through the
documentation of the functional changes in spaces, spatial alterations made by the users,
and current use patterns during the school visits. Additional required data, including some
technical drawings, statistical information, regulations about school design defined by the
related authorities were provided from the sources of official institutions. This second
phase of the study aimed to compare and evaluate the data obtained from the first strand

from a designer’s point of view.

The results of the two phases obtained through the analyses were then interpreted and
taken as a reference in the formation of alternative design strategies for primary schools

within a flexible design framework in the final part of the thesis study.

5.1 METHODOLOGY OF THE RESEARCH

The following section explains the methodology followed through the two phases of the
study and presents the research questions, data collection procedures, sampling strategies,

and gives information about the typology of the schools visited within the study.

The first phase of the research focuses on users’ opinions about current issues regarding
spatial use. The second phase includes the interpretation of the data obtained through
observations, photography, and examination of the technical documents. Research
questions, data collection procedures, selection of the research site, sampling strategies,

and data analysis procedures are presented in detail throughout the section.
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5.1.1 Data Collection Procedures

The inquiry followed an exploratory and mixed-method research approach, which
involved collecting and integrating both quantitative and qualitative forms of data. Thus,
the process included multiple ways of text analysis and statistical techniques. Many
researchers have recognized the benefits of using qualitative and quantitative methods
together in the same study. Tashakkori and Teddlie (2009), for instance, point out the
flexibility to use both qualitative and quantitative approaches allowing research questions
in the most effective manner. According to Krathwohl (1998), the combination of
multiple research methods through employing a hybrid, with different aspects of each,
has a significant role in strengthening a study and compensating limitations and faults

that may result from choosing one method over other.

Similarly, Cresswell (1994) emphasizes that to have a better understanding of the concept
being tested or explored, it is beneficial to combine methods and to integrate the
paradigms at several phases of the research process. Multi-method strategies may enter
into one or multiple stages of the research process (Brannen 2005). For this study, also,
various methods were employed in data collection, analysis of data, as well as

interpretation and contextualization.

5.1.1.1 Survey Among the Teaching Staff

The first phase of the study included a survey conducted with the teachers. The
regulations of the Ministry allow questions to be responded only in a written format;
therefore, the required permissions were obtained accordingly. In order to not limit the
respondents’ articulation of their comments or skip ideas and remarks, they were expected
to answer open-ended questions with their own words in most parts of the survey. The

benefits of similar processes have been mentioned in some earlier studies (Brannen 2005).

The aim of the first part of the field study was to understand the sources of change in
spatial requirements, and the relations between the educational activities and space within
the present educational system. Accordingly, the first research question intended to be
responded to within the scope of the first phase of the field study was, “What are the
primary sources of the need for spatial changes at primary schools ?”. The question aimed

to identify whether the sources of the need for spatial changes are caused by time, use, or
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movement-related issues and which types of situations become prominent to require

spatial changes according to the opinions of the educators.

The second research question was, “How do educational activities and learning processes
relate to the spatial features of the existing physical environment at primary schools?”.
To answer this question, teachers were asked about the methods they use to conduct the
lessons, the features of their classroom in terms of their ability to support educational
activities, the changes they make regarding spatial use, the spaces they prefer to conduct

the educational activities, and outdoor space use during the lessons.

The third research question was, “Which positive spatial features do the qualified learning
spaces possess according to teachers’ interpretations?” Within the survey, teachers were
asked to describe the positive features of a physical learning environment based on their
past experiences and observations in learning settings, which they think are qualified in

terms of supporting educational activities and respond to children’s needs.

The fourth research question was, " How do the children's activities during the recess and
free times relate to spatial features of the physical environment at primary schools?".
Adopting the viewpoint suggesting that recess periods may also benefit the learning
processes (Waite-Stupiansky and Findlay 2002), the research aimed to understand the
nature of children's activities and social interaction to make further interpretations of the
spatial requirements of these activities. Teachers were asked to describe the students'

actions during the recess periods based on their observations.

The fifth and the final research question aimed to be answered through the survey was,
“Is there a relationship between the design qualities of the physical environment and
academic motivation, according to teacher’s opinions?”. Accordingly, teachers were
asked to describe their opinions about the impact of spatial design features on both

children’s academic motivation and interest, as well as their own motivation.

5.1.1.2 Observations During School Visits and Examination of School Projects
For the second phase of the study, the information about the physical alterations,

additions, and other functional changes conducted in the school buildings has been gained
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from the administrative staff and marked on plans drawings. The spaces currently
available for use and access of the students have also been marked on the plan drawings.
The non-standard areas offered, organized, or built by the school administration to
support informal learning and out of classroom activities have also been recorded through

photographs.

5.1.2 Research Area: Bayrampasa

The official statistics show that Istanbul, in parallel with its population, has the most
significant number of primary schools and the highest rates of student enrollments in
Turkey. School construction processes are highly active in the city in which new school
buildings have been added, and many existing ones have been rebuilt or refurbished,
especially during the last twenty years. The thesis aimed to focus on schools that are
located in crowded urban centers and often subjected to rebuilding or modifications due
to the changes in the system and complying with the high enrollment rates. It was also
assumed that the most challenging cases were the schools built in dense, central urban
districts with high population rates to serve large numbers of students within narrow

spaces.

For the school visits, it was also aimed to reach a diverse sample of schools in terms of
typology, which were constructed according to the prototype projects produced, or
approved by the Ministry and located in the same area, in Istanbul. Another concern of
the sampling was, including a selection of more recent examples of prototype-based
school projects, preferably applied several times in other areas of the city. Bayrampasa
district has emerged as a proper example to respond to the concerns for sampling.
Accordingly, the required permissions from the Ministry of National Education were

obtained to conduct the study in the district.

Bayrampasa is one of the relatively old urban settlements located near the city center.
According to the sources, the residential population started increasing in the district after
the opening of many factories during the 1950s, along with the settlement of migrants
who came from Anatolia for work opportunities. The region had also been a common
area for the settlement of Balkan migrants during different periods. The current

population of the district is 270.000, and the number of primary school students is
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approximately 18.000, according to the official data®!. The statistical data regarding the
the number of students attending each state school is over one thousand in most cases,

which indicates the density of the schools?2.

5.1.3 School Building Typologies

Bayrampasa accommodates a variety of primary school building types, complying with
the concerns of the sampling strategy. The 15 out of a total number of 16 primary schools
are state-governed, purpose-built institutions. The schools which have been constructed
according to the prototype-based projects constitute a significant part of the educational
building stock in Turkey. Recognizing the fact that the construction of privately owned
primary schools is developed and financed through different mechanisms, this research
has focused on state-governed primary schools and all of the fifteen state schools were

visited during the field study.

The primary schools included in the sample have been built or rebuilt according to
earthquake regulations after the year 2000, which became a milestone for the need and
increase of new prototype-based school project proposals. The buildings had physically
distinct sites with clear boundary conditions as well as dedicated outdoor and indoor
facilities. The sample included seven different types of school projects approved by the
Ministry, and some of them have been frequently applied in the other regions of the city
and the country. Three of the fifteen school buildings were specially designed projects
within the scope of the ISMEP.

The prototype-based school projects produced by the Ministry are generally described
and named referring to the number of classrooms they include within. Despite some
modest differences, the plan layouts were almost similar with double-loaded corridors

with conventionally designed identical rectangular-shaped classrooms and administrative

21 Bayrampasa Ilge Milli Egitim Miidiirliigii, 2015. Bayrampasa Ilce Milli Egitim Miidiirliigii Stratejik
Plani 2015-2019. Available at:
https://bayrampasa.meb.gov.tr/meb _iys dosyalar/2015 12/16113723 pl.pdf
(accessed 22 September 2019).

22 The number of students attending each school are presented in Appendix 9.
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spaces on either side as presented in Figure 5.1. In Type A, B, C, D projects, it may be
noted that the minor differences are the changes in the number of classrooms, and
locations of other supporting units between the rows of classroom units in the typical
floor plan layout.

Figure 5.1: Diagrams showing of the typical floor layouts of the schools

TYPE A TYPE B
TYPE C TYPED
TYPEE TYPEF
= = i
!
TYPE G
|
I
CLASSROOMS
ADMINISTRATIVE UNITS
!‘ RESTROOMS
\’ CIRCULATION ZONES

The dimensions of all the regular classrooms were similar, with areas approximately 49-
meter squares in size (width= 7 meters, length= 7 meters). The medium-height buildings
consist of two to a maximum of four floors. Indeed, the Ministry of National Education
offers a similar design approach in the latest catalog of the prototype school projects??.
Therefore, for the inquiry, it was assumed that the schools in the selected area were also
quite representative of the current approach to school building projects located in high-

density urban centers in Turkey.

23 Milli Egitim Bakanligi, 2016b.
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5.1.4 Sampling Strategy

All of the primary schools located in the district have been visited, and 144 of a total
number of 370 primary school teachers agreed to participate in the survey phase of the
study. The full list of the school types, project years and the number of participants from
each school are given in Appendix A.l. The teachers were first asked to specify their
years of experience in teaching and years of working in their current school and the
number of students in their current classroom to be used for further analysis. For each
individual case, it was ensured that the respondent had experience as a primary school
teacher, and had worked in the same institution for more than one year to have time to

observe the use patterns at each visited school.

5.1.5 Survey Questions and Data Analysis Procedures for the Survey Part

The survey conducted with the teaching staff included a few number of multiple-choice
and Likert-scale questions in addition to open-ended questions which constituted the main
part as presented in Appendix A.2. In line to the research questions presented in the prior
section 5.1.1.1, the questions were grouped under five main titles according to issues they

aim to address. The main titles under which the questions were grouped emerged as:

i.  Opinions regarding the sources of change in spatial requirements,
ii.  Assessments on the spatial features of qualified learning spaces,
iii. Information regarding the spatial use patterns during the lessons,

iv.  Details regarding the activity patterns during the recess periods,

v.  Opinions about the impact of spatial design quality on academic motivation.

As the main data analysis method for the survey part, Fuzzy Analytic Hierarchical Process
(F-AHP) has been utilized for the analysis of the responses to the open-ended questions;
Descriptive statistics, multiple response analysis, and t-tests have been applied for the

interpretations of the answers to the other questions.

The analysis of the responses to the open-ended questions constituted a critical part of the
survey outputs. These questions focused on the primary concerns of the thesis to explore
the sources of the need for spatial change at schools and to determine teachers’

descriptions of the features of the qualified learning spaces. This type of data is often
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evaluated through frequency and content analyses in which the information is
summarized and interpreted according to the pre-determined theme sets. In this case, a
more accurate method had been sought to define the factors derived from the written
answers in a detailed order according to their significance by converting the qualitative
data to quantitative. As a result, an alternative criteria decision-making method based on
the fuzzy-set theory, Fuzzy Analytic Hierarchy Process (F-AHP) was found to be
appropriate for the determination of factors, and understanding of the hierarchical order

between the themes and categories under each item.

Analytic Hierarchy Process (AHP) may be basically defined as a multi-criteria decision-
making method that helps to make decisions facing a complex problem with multiple
conflicting and subjective criteria. It is usually used to derive ratio scales from paired
comparisons in multilevel hierarchic structures, and the method has been successfully
applied within the research in social sciences to quantify and obtain measurements for
intangibles (Saaty and Vargas 2012). In other words, it is designed to cope with both the
rational and the intuitive to select the best from a number of alternatives evaluated with
respect to several criteria. In this study, the Fuzzy Analytic Hierarchy method was used.
The advantage of following this method became the increasing of the reliability of the
analysis through determining the individual impact of each factor for all valid responses
separately, rather than coding the answers with only “1-mentioned” or “0-not mentioned”

numbers to calculate frequencies.

As a first step, to analyze the responses to the open-ended questions, the answers of the
teachers were assigned into categories under themes in a parallel approach to the similar
categorizations given in the relevant literature on school design considerations. As a
second step, each respondent’s answers were coded under the defined categories, and a
set of data showing the frequencies for each category was obtained. This type of data sets
is defined as crisp sets, in which an element is either a member of a set or not. F-AHP
process was applied to the analysis of the open-ended responses to questions 5, 6, 12,16.
The answers that teachers gave to the open-ended questions, and attained codes to each
response are presented in Appendix A.3 Table 1, Appendix A.4 Table 1, Appendix A.5
Table 5, and Appendix A.6 Table 2.
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Within the third step, fuzzy sets from the responses were produced. As defined by Zadeh
(1965), a fuzzy set is “a class of objects with a continuum of grades of membership.”
Fuzzy-sets are extensions of the classical crisp-sets; however, they differ from the crisp
sets by including elements with degrees of membership. In crisp sets, an element has only
two options that it either belongs or does not belong to a particular set. For example, an
answer to a question having only two options such as “yes” or “no” could be qualified as
a member of a crisp set because it is either a member of a “yes” set or a member of “no”
set. Differently, in fuzzy-sets, an element belongs to a set for a certain degree, which is
specified by the fuzzy membership function. This function defines the membership
degrees from the real unit interval so that an element may belong to a set at a degree from
the [0, 1] range. For instance, a person at age 40 could be a member of young people set
with a fuzzy degree of 0.7 and also could be a member of older adults set with a fuzzy
degree of 0.3. If crisp-sets are used instead, this person either should be a member of
young people or a member of older people, which may lead to some information loss

about this person’s age situation.

To derive the fuzzy-set in the case of teachers’ responses, first, the linguistic terms were
scaled according to the level of importance determined according to their frequencies.
The scales used were defined as just equal, equally important, weakly more important
and strongly more important. Analytic Hierarchy Process (AHP) realizes pair-wise
comparisons between categories which are affecting a decision. However, usually,
categories in an AHP have some interval judgments instead of fixed value judgments due
to the fuzzy nature of the data input (Demirel, Demirel and Kahraman 2008). Chang
(1996) uses triangular fuzzy numbers for pair-wise comparisons of AHP to deal with this
fuzziness. Teachers’ responses with written expressions became suitable for Fuzzy- AHP
method because they had fuzziness at some extent. For this reason, Chang’s (1996) F-
AHP methodology was applied to the data, and the hierarchical order between the themes
and categories was obtained. The same methodology was used for the responses to other
open-ended questions with a similar structure. The method allowed putting the relevant
issues obtained from teachers' open responses in an accurate hierarchical order according

to their significance.
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5.2 RESULTS AND INTERPRETATION OF THE SURVEY DATA

The results obtained from the analysis of the survey responses and their interpretations
categorized under the main titles of question groups are presented within the below
sections.

5.2.1 Opinions Regarding the Sources of Change in Spatial Requirements

The first part of the analysis was conducted to comprehend the teachers’ opinions about
the common sources that lead to changes in spatial requirements at primary schools and
to classify these sources according to their significance. Teachers were asked “What do
you think are the most important issues that constitute the sources of the need for spatial
changes in the short or long term at school?”. 144 valid written claims were obtained in
response to the question. Each respondent’s answer was then coded under categories, and
the crisp set was obtained through the count of frequencies of responses. The order of
categories obtained from the crisp-set is presented in Table 5.1. The defined categories
were summarized under seven themes. The results are also expressed by the packed-
bubble graph as given in Figure 5.2, in which the dominant factors are shown in larger
circular areas in proportion to their frequencies. The group of categories emerged under
each theme are depicted through the use of same color code in the graphic representation.
The table and the packed-bubble graph express the response frequency of each category
before the F-AHP process was applied.
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Table 5.1: The order of 7 themes and 36 categories according to the frequencies of
responses

DESCRIPTION AND ORDER OF THE THEMES *

Sources leading the changes in spatial requirements in relation to ...

A. Supporting different spatial needs of educational activities and methods

B. Providing space for informal learning and engaging recess period activities
C. Supporting children’s development and academic motivation

D. Requirements caused by spatial dimensions and qualities

E. Increasing numbers of students and density

F. Concerns for indoor environmental quality and other technical qualities

G. Changes in the educational system, curriculum and safety concerns

ORDER OF CATEGORIES ACCORDING TO RESPONSE FREQUENCY
1. Providing space for sports and physical activities

2. Changes in the number of students enrolled

3. Need for using other spaces at school during lessons according to the course subjects
4., Providing space for play and movement needs

5. Needs related to outdoor space and school garden use

6. Need for space/a laboratory for science lessons

7. Providing space for plastic arts lessons

8. Providing space for social activities and additional courses

9. Improving the design of spaces to allow different educational activities and methods
10. Providing space for music lessons

11. Allowing changes in furniture layout and classroom organization

12. Providing space for reading and individual studies

13. Improvement of spatial design to increase children’s attention and motivation
14. Inadequate number of standard classrooms

15. Inadequate sizes of standard classrooms and learning spaces

16. Improving the selection of color choices in learning spaces

17. Need for a multi-purpose space with a stage for drama activities

18. Improving the social areas, common informal spaces for break-out times

19. Creating opportunities to conduct the lessons outside the school

20. Providing greenery and natural elements in outdoor environment

21. Improving the school design according to age and classroom-level differences
22. Need for changes emerged due to the conversion of half-day education to full-day period
@ 23. Quality of the overall design according to children’s needs

24. Need for a computer laboratory

25. Need for space for foreign language lessons

26. Providing variety of spaces for educational activities

27. Providing space for the exhibition of student works

28. Improving heating, cooling, ventilation

29. Providing space for children’s self-expression needs

30. Providing general accessibility

31. Improving lighting qualities

32. Providing space for observation and experimentation

33. Need of changes in response to safety needs

34. Providing comfort

35. Improving acoustic qualities and noise control

36.Improving the accessibility of technological features and equipment

*The themes have been defined according to the answers of 144 primary school teachers.

N number (542) is greater than the sampling size. Each theme and the categories under that theme are
represented through the same color.

Theme A: ¢ Theme B: @ Theme C:@ Theme D:@ Theme E:" Theme F: ¢ Theme G:
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Figure 5.2: Packed bubble diagram developed according to the frequencies of the
Responses

9.
IMPROVING
SPATIAL DESIGN TO
ALLOW VARYING

EDUCATIONAL
ACTIVITIES
AND METHODS 3
CHANGES IN
THE NUMBER
OF STUDENTS

* The themes have been defined according to the answers of 144 primary school teachers. The
packed bubble graph expresses the response frequencies of each category. N number (542) is
greater than the sampling size.

The main themes regarding the emergence of spatial requirements obtained from the

teachers’ responses and ordered according to their significance emerged as;
a. Supporting different spatial needs of educational activities and methods,

b. Providing space for informal learning, engaging recess periods, and

socialization,
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c. Supporting children’s psychological, cognitive and physical development and
academic motivation,
d. Requirements emerging due to the inadequacy of spatial dimensions and
qualities,
e. Requirements brought by the increasing number of students and crowdedness,
f. Requirements related to indoor environmental quality and other technical
qualities,
g. Requirements caused by the adjustments in the educational system, changes in
the curriculum and safety concerns.
To derive the fuzzy-set in the case of teachers’ responses, the linguistic terms were scaled
according to the level of importance determined in line with their frequencies. The scales
used were defined as just equal, equally important, weakly more important and strongly
more important. Table 5.2 shows the hierarchical order between the main themes
according to their weights obtained by the application of Chang’s (1996) Fuzzy-AHP
methodology to the data. Through the use of Fuzzy-AHP method, it became possible to
obtain a more accurate hierarchy between the factors, where the differences between
responses which point out multiple categories and the ones which emphasize a single

category are included within the analysis.

Table 5.2: Hierarchical order between the main themes
(According to the F- AHP Process Results)

Themes Fuzzy AHP

Weight

A. Spatial changes required to accommodate various educational activities and 0.1723

methods ’

B Spatial changes required to accommodate social activities, common spaces for 0.1629

informal learning and spending time during recess periods ’

C. Spatial needs of children’s development and academic motivation 0,1549

D. Need for spatial changes in relation to spatial dimensions and qualities 0,1533

E. Spatial requirements emerged due to demographic changes/ increasing student 0.1342

numbers ’

F. Spatial requirements emerge in relation to indoor environmental quality and 0.1164

technical qualities ’

G. Needs emerged due to operational and managemental concerns 0.1060

(changes in the educational system, safety concerns)

The application of Fuzzy-AHP process has provided similar results to the frequency

analysis. The weights of the first four themes (A, B, C, D) appeared as closer to each
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other and higher than the rest. This means that according to the teachers’ opinions,
demographic factors, requirements related to indoor environmental quality and changes
in the system are less significant sources that lead the need for changes in spatial design.
On the other hand, the sources directly related to supporting educational activities
became more significant. Through the use of the same method, the hierarchical order
between the categories were obtained under each main theme as shown in Tables 5.3, 5.4,
5.5,.5.6,5.7 and 5.8.

Table 5.3: Theme A- Categories

Sources of change in relation to educational activities and methods Fuvzvzy AHP
eight
Providing space for physical activities and sports 0,1753
Need for subject-specific, devoted spaces for lessons 0,1598
Need for science laboratories 0,1533
Providing space for music lessons 0,1501
Providing space for plastic arts lessons
Creating opportunities to conduct the lessons outside the school 0,1242
Need of space for foreign language lessons 0,119
Need of a computer laboratory
Improving the design of spaces to allow the use of different educational 0,1183
methods
Table 5.4: Theme B- Categories
Spatial changes required in relation to informal learning and Fuzzy AHP
recess time activities Weight
Needs related to outdoor space use 0,1633
Providing space for socio-cultural activities and additional courses 0,1579
Providing space for reading and individual studies 0,1548
Improving the social areas, common informal spaces for break-out times 0,1369
Need for a multi-purpose space with a stage for drama activities 0,1362
Providing natural elements in outdoor environment 0,1309
Providing space for the exhibition of student works 0,12
Table 5.5: Theme C- Categories
Spatial needs of children’s psychological , Fuzzy AHP
physical development and academic motivation Weight
Providing space for play and movement needs 0,1993
Increasing children’s’ attention and motivation during the lessons 0,1883
Quality of the overall design according to children’s needs 0,1638
Improving the school design according to age and classroom-level differences 0.1637
between students ’
Providing space for observation and experimentation 0,148
Providing space for children’s self-expression needs 0,137
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Table 5.6: Theme D- Categories

Sources of change in relation to spatial dimensions and qualities Fuzzy AHP

Weight
Allowing changes in classroom layout and organization 0,1936
Inadequate number of standard classrooms 0,1874
Inadequate size of the standard classrooms and learning spaces 0,1852
Providing variety of spaces for educational activities 0,1741
Providing general accessibility 0,1406
Providing comfort 0,1191

Table 5.7: Theme F — Categories

Need for spatial change related to indoor environmental quality and Fuzzy AHP
other technical qualities Weight
Improving the selection of color choices in school spaces 0,2542
Improving heating, cooling, ventilation 0,2107
Improving lighting qualities 0,1983
Improving the accessibility of technological features and equipment 0,1714
Improving acoustic qualities and noise control 0,1654

Table 5.8: Theme G — Categories

Needs emerged due to organizational and managerial concerns FuZZX AHP
Weight
Need of changes emerged due to the conversion of half-day education to full-day 0.6249
education ’
Need of changes in response to safety needs 0,3751

Since the title only included one category about the changing numbers of students, a
hierarchical order was not applied for the Theme E, regarding the demographic changes.
Despite some minor differences, analysis through the use of Fuzzy- AHP and the packed
bubble diagram developed according to the frequencies of the responses indicated a

parallel tendency.

The analysis showed that differing spatial needs of educational activities conducted
during the lessons on a short-term or daily basis were emphasized as a primary source
that requires spatial changes. Under this title, the need for subject-specific, devoted spaces
or zones for lessons and providing space for physical activities and sports emerge as
essential concerns. Regarding the first theme, the second primary concern emerged as the

sources of the need for spatial change to provide qualified spaces to stage social activities
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and informal learning through interaction and individual study as well as spending

efficient time during the recess periods.

Outdoor space use, enriched outdoor spaces with natural elements and accessible,
qualified meeting zones for children’s performances, and other gatherings are mentioned
as essential needs by the teachers. The analyses showed that teachers appreciate the role
of space on children’s academic motivation as well as physical and psychological
development. The need for space to encourage movement and play is again emphasized
under this theme. However, the teachers’ comments also indicated that the spaces
currently provided at schools cannot support this need due to the insufficiency of the

spaces devoted for play and exercise.

The teachers were highly aware of the experience and observation-based learning, and
they also underlined the factor of age and level differences, which emerges different
spatial needs. Inadequateness of the size of standard classrooms and other gathering zones
at schools to allow changes in layout and organization in line with the activities became
the fourth theme claimed by the teachers. However, it should be noted that this theme was

strongly related to the difficulties related to crowdedness mentioned as the fifth theme.

Teachers cited the long-term sources of spatial change, such as changes in the curriculum,
safety concerns, and indoor environmental quality and technical qualities as other themes
of the causes of the changes in spatial requirements at schools. As a general idea, although
the shortage of spaces to accommodate the increasing number of students is a significant
problem, the short-term spatial requirements such as the need for providing differentiated
environments for curriculum activities, informal learning, and socialization are evaluated

as prioritized factors by the teachers.

5.2.2 Assessments on the Spatial Features of Qualified Learning Spaces

In order to explore opinions about the features of qualified learning spaces from the
educators’ perspective, teachers were asked to describe the positive spatial characteristics
of a learning space which they have seen or experienced before. The respondents were
asked, “Where was the most qualified learning space you’ve ever seen or experienced?

In terms of which spatial design features do you think this space is successful?” The
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question aimed to direct the respondents to contextualize their assessment and

descriptions through an actual physical learning setting.

F- AHP method was again used for the analysis. The significant positive aspects which
emerged according to the answers were the efficient utilization of out-of-classroom
spaces to support learning by doing and learning through experience, qualified design of
outdoor spaces with vegetation and natural elements, spatial variety through course-
specific and thematic zones to support learning processes, sufficient amount of spaces in
size with fewer number of students, appropriately designed spaces compatible with the
children’s physical, psychological and cognitive needs, inclusion of re-arrangeable spaces
with unconventional layouts different from the traditional rows and desks type of
organizations and spaciousness. The bar graph presented in Figure 5.3 depicts the
hierarchical order between the themes according to their Fuzzy-AHP weights.

Figure 5.3: Hierarchical order between the themes regarding positive spatial
features of the qualified learning spaces ordered according to their Fuzzy-AHP
weights

Utilizes out-of-classroom spaces
to support learning through experience

Has qualified design of outdoor spaces,

greenery and natural elements % 15,14
Presents spatial variety through course specific g S
and thematic areas ’ % 14,80 ‘
Has sufficient spaces in terms of size and fewer | 14.15
numbers of students 70 14
Well-designed concerning children’s
\ . % 13,18

physical, psychological and cognitive needs
Includes rearrangable spaces
enti ' % 13,17

and unconventional classroom layouts s

Spacious and well-lit % 12,60

Fuzzy AHP Weight
(out of %100) 0 10 20 30 40 50 60 70 80 90

When compared to the themes derived from the responses to the first question, a tendency
may be recognized in the favor of having subject-specific or thematic learning zones at
schools besides the traditionally designed standard classrooms in teachers’ descriptions
of qualified learning spaces. The design of outdoor spaces with natural elements is also
emphasized as an important point by the teachers in a similar manner to the themes

emerged regarding the first question.
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5.2.3 Spatial Use Patterns During the Lessons

To understand the relations between the spatial layout and educational practices inside
the classrooms, teachers were asked about the teaching methods they often apply during
the lessons. The results obtained from Fuzzy- AHP analysis indicated that the lessons are
mostly conducted in practice based or instructive methods as presented through the chart
given in Figure 5.4. However, some teachers mentioned group studies and out-of-
classroom activities in addition to individual tasks.

Figure 5.4: Bar chart showing the hierarchical order between the themes regarding
the structure of the course sessions ordered

Practice - based/ o, 23.71
hands- on in class :

Instructive | % 23,70
Group work % 19,68

Individual work =~ % 19,10

Out of class activities % 13,81

Fuzzy AHP Weight
(out of %100) © 10 20 30 40 50 60 70 80 90

The multiple-response analysis was conducted on the answers to the question aimed to
find out which courses or activities the teachers think that may be beneficial to be
conducted in other spaces besides the classroom. The results indicated that teachers think
it would be more beneficial for students if subject related courses, especially the practice-
based ones such as visual arts and crafts, music or science lessons are conducted in other
spaces besides the classroom in addition to physical exercise and play sessions. They also
mentioned some activities such as reading sessions to be performed in other spaces rather
than the classroom to increase children interest and attention. The bar chart presented in
Appendix A.5, Table 1, and Figure 1 show the detailed multiple-response analyses and
percentages of the responses. Related to the prior question, the teachers were also asked
about their opinions on which other spaces inside the school besides the classroom do
they think may contribute and support the educational activities. Multiple response
analysis of answers indicates that school garden is regarded as the most prominent space
which may stage educational activities, which is followed by the library or informal study

space and multi-purpose gathering area as seen in Appendix A.5, Table 2.
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According to the teachers’ comments, spatial changes that are often needed to support
educational activities during the day or week are listed as; the need for conducting the
lesson out of the classroom, need for changes in the furniture or seating layout, need for
larger spaces to conduct the courses and bringing visual materials or other technological
equipment to the classroom as given in Appendix A.5, Table 3. Teachers’ evaluations of
the sufficiency of their classrooms in supporting different educational methods indicate
that more than half of the teachers think the spatial features of their classrooms do not
enable the educational practices sufficiently, as presented through the chart in Appendix
A.5, Figure 2, and Table 4. The most prominent spatial features preferred to be changed
in the standard classrooms are defined as the need for the whole design to be reconsidered
according to children’s needs, the need for sufficient classroom size to accommodate the
current number of students, reorganizable modular types of furniture and the creation of
differentiated areas of learning inside classroom as given in the bar chart shown in Figure
5.5. All the written responses of the teachers are presented in Appendix A.5, Table 5.

Figure 5.5: Alterations needed to be done in the standard classrooms ordered
according to their Fuzzy-AHP weights

Spatial Features to respond
children’s needs

Sufficient classroom size | % 17.51

Re-organizable / modular
types of furniture

% 16,92

Differentiated zones

of learning % 1437

Improvement of physical qualities % 13.81
(acoustics, lighting, ventilation) " ***

Installment of proper units and boards

to locate visuals and exhibit student work % 12,96

Improvement of technical and

technological facilities % 11,16

Fuzzy AHP Weight
(out of %100) 0 10 20 30 40 50 60 70 80 90

A prominent common issue mentioned by the teachers is the need for spatial variety at
schools to provide alternative zones of learning besides the standard classrooms. Another
theme that emerged in relation to the prior one is the need for spatial differentiation inside
the classroom through the use of appropriately designed furniture according to children's
needs. The teachers' comments are also centered around providing spatial variety for
practice and experiment-based lessons as well as physical exercise and playing sessions.
Teachers’ responses also affirmed that children are provided the opportunity to
personalize the learning spaces only through hanging their various work on the exhibition

boards provided inside the classrooms or other common areas.
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The analysis of responses to the question regarding activities that are performed in the
exterior areas or school garden showed that these spaces are mainly used for physical
exercise courses and as free-time spaces for children during the recess, as given in
Appendix A.5, Figure 2. However, the research showed that outdoor spaces are not
utilized for other educational activities except during ceremonies or other special days
and events.

5.2.4 Information Regarding the Use Patterns During the Recess Periods

A highly significant percentage of the teachers' responses indicated that children usually
prefer to spend the recess times in the schoolyard by playing chase and ball games or
running as presented through Appendix A.6, Table 1. This situation underlines the
importance of the design of the open spaces to support children's movement and playing
needs. The analyses indicated that a significant number, 69 percent of teachers think that
age distinctions between children influence the type of activities they engage during the
recess periods. The participants underlined the differences between the characteristics of
children's playing patterns and games for different age groups. The need for safety and
control over younger children's activities, supporting children's interaction with their
peers, and their engagement in other activities besides playing came out as some of the
critical issues mentioned by the participants as presented through the chart given below
in Figure 5.6. The written answers to the open-ended question are presented in Appendix
A.6, Table 2.

Figure 5.6: Differences in the characteristics of recess period activities of different
age group children ordered according to their Fuzzy- AHP weights

Changes in the characteristics of games and play activities -

Safety concerns and control needs | % 17,71
Interaction with peers | % 17,09
Engagement in other activities besides playing o/ 1585
Differences in preference for spending time inside/ontside o 15,09
Engagement in sports activities % 13,68
Fuzzy AHP Weight
(out of %100) 0 10 20 30 40 50 60 70 80 90
5.2.5 The Impact of Spatial Design Quality on Academic Motivation
In the final part of the survey, teachers were asked questions about their ideas on the
overall effects of spatial design on motivation for performing educational activities. The

responses indicate that they strongly agree on the effects of spatial quality on motivation;
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however, they assure that students’ motivation is more affected. A paired-samples t-test
was conducted to evaluate the teachers’ ratings about the impact of the spatial design
qualities on students’ academic motivation in comparison to teachers’ motivation on a 1-
7 scale (Cronbach’s Alpha =.775). There was a statistically significant difference in
variables where students’ motivation (M = 6.43 SD =.866) was found to be affected more
by spatial qualities in comparison to teachers’ motivation (M = 6.13, SD = 1.164), t (143)
=4.170, p <.001 (two-tailed) according to teachers’ evaluations as presented in Appendix
A.7, Table 1. The mean decrease in scores was 0. with a 95% confidence interval ranging

from .161 to .450. The eta squared statistic (.01) indicated a moderate effect size.

It may be implied from the responses that the teachers are quite aware of the significance
of the impact of spatial design on learning processes. The awareness of the teaching staff
may be interpreted as a positive attitude that points out their potential contributions to the
development of design strategies and utilizing the physical space in the utmost efficiency

during teaching practices.

5.3 EXAMINATION OF FUNCTIONAL ALTERATIONS AND OUTDOOR
SPACE USE

As a second phase of the research, the visited school buildings were analyzed through the
documentation of the functional changes in spaces, spatial alterations made by the users,
and current use patterns. In addition to the visual data obtained during the visits, statistical
information, technical drawings of the school buildings, Ministry’s regulations about
school design has also been received and utilized for the interpretations. The information
gained through the second phase was then juxtaposed with the findings of the first phase
of the study, which was conducted with the educators. Within the following sections 6.2.1
and 6.2.2, the information derived from the second phase of the research has been
compiled under two main titles as the functional changes and alterations inside the school

buildings, and observations on outdoor space use.

5.3.1 Functional Changes and Alterations Inside the School Buildings
As also confirmed by many teachers, children spend almost all their time inside their
classrooms or in the school garden during the course hours as well as the recess times.

There are no additional defined spaces to play, sit, rest, or to have the course-related
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activities outside the standard classrooms. The analysis of the functional changes
indicates that there have been some similar situations that have been experienced in the
way how educational spaces are utilized, and common modifications have been made in

all school buildings along with the changes in the educational system.

One of the primary issues is the number of students enrolled in primary schools that has
increased in the last years with the conversion of many primary schools to secondary
schools after the establishment of a 4+4+4 system. The attempts to change the half-day
education system in which a school day is divided into two periods, the morning and
afternoon sessions to a single whole day duration, has also increased the number of
students in each class. The manual issued by the Ministry describes the standard
classrooms as rectangular-shaped rooms with a minimum area of 1.60-meter squares per
student, which would be almost acceptable in parallel to the findings of the literature.
Considering the classroom areas, which are approximately 50-meter squares, each
standard classroom is expected to accommodate 30 students at most. However, the
average number of students per classroom at the visited schools within the study found
was significantly higher than the standard, reaching up to 42 students in some cases,
which means that area per student even decreases to 1.20-meter squares. According to the
review of Moore (1996), the spaces which have an area less than 1.70-meter squares per
child are associated with more aggressive behavior, less constructive interaction, and less
quiet environment. The comparison of the amounts demonstrates the density inside the
classrooms and its possible consequences. The responses of teachers also highlighted the
crowdedness of the classrooms, restricting learning processes as an urgent issue to be

solved.

As a consequence of the demand for additional standard classrooms to accommodate the
growing numbers of enrolled students, a tendency seems to be emerged to transform all
the spaces that have been initially designed and built in the original projects as subject-
oriented areas such as art classes, science laboratories, computer classrooms and other
social areas into standard classroom settings. The examination of the school plans
regarding functional changes indicates a contradictory position to the need for spatial
variation in terms of differentiated, thematic learning zones, as emphasized by the
teachers during the survey phase. The number of separate spaces converted to standard

classrooms became almost four times more than the zones converted to subject-specific
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or other informal learning spaces in the visited schools, as demonstrated in Table 5.9, and
Appendix A.8.

Some of the subject-specific spaces are given new locations in the basement floors;
however, they have mostly become abandoned or not used efficiently due to insufficient
lighting and ventilation. Extending the children's duration of stay at school to a full-day
has also risen the need for additional spaces for extracurricular activities such as art,
drama, chess courses, dining halls, and areas for students to play or socialize during more
extended recess periods. However, in most of the schools due to various reasons, these
shared spaces are lacking, the planned areas are used for some auxiliary functions, or they
are similarly given place in the basement floors, which makes them inefficient to be
utilized. Moreover, almost all of the available zones inside the school building, including
some parts of the circulation and mostly corridor endings, are separated with dividers and
given supporting functions such as storage rooms, stationary rooms, or small offices.
These interventions seem to have negatively affected the spatial qualities of the common
areas and circulation in terms of lighting and natural ventilation besides the actual amount
of space available for the use of students.

Table 5.9: The number of separate spaces given different functions in each school
NUMBER OF SEPERATE SPACES AND ZONES GIVEN DIFFERENT FUNCTIONS

1. AHMET HASIM
PRIMARY SCHOOL

6. 0SMANGAZI
PRIMARY SCHOOL

11.5AIR BAKI
PRIMARY SCHOOL

2. MUSTAFA ITRI
PRIMARY SCHOOL

7. HACI iLBEY
PRIMARY SCHOOL

12.0GUZHAN
PRIMARY SCHOOL

3. NAIL RESIT
PRIMARY SCHOOL

8.5AIR SINASI
PRIMARY SCHOOL

13.TUNA
PRIMARY SCHOOL

4. SAKIRE SADi OBDAN

PRIMARY SCHOOL

9. BAYRAMPASA
PRIMARY SCHOOL

14.VATAN
PRIMARY SCHOOL

5. KOCATEPE
PRIMARY SCHOOL

10.ULUGBEY
PRIMARY SCHOOL

15.SEHIT KAMIL
BALKAN PRIMARY
SCHOOL

Converted to a standard classroom
Converted to a subject-specific or informal learning space

Converted to an administrative zone with limited student access
Converted to a social area

In some of the schools, additional informal spaces and zones for learning such as reading
areas, room for mind games have been created with the efforts of the administration with
usually limited sources. The design and building of some of these spaces have also been

supported by the Ministry projects, as seen in Figure 5.7. The responses of the teachers
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showed that these kinds of areas are highly welcomed and used by the students both

during the lessons and free times.

Figure 5.7: Z-type libraries supported by the ministry (top), and a reading area
created by the school administration located on the unused staircase (bottom)

Regarding the classroom activities teachers responses within the survey indicated that the
lessons are mostly conducted in practice based or instructive manner. The aim of learning
about the ways how the lessons conducted was making inferences about the relations of
these activities with the design and arrangement of the classrooms as well as determining
the need for additional spaces for the lessons. It may be implied from the observations in
the standard classrooms that the instructive activities and individual studies had been
supported by the traditional shape and settlement of furniture. On the other hand, it was
seen that in most of the cases the rows of desks were hardly fitted into the classroom, and
it was not possible to make other arrangements due to the high numbers of students. The
seating units located in all of the schools are also designed to be shared by two students,
which makes them more static and not easy to move or make arrangements. In these
terms, the current situation does not provide any flexibility to make changes in the
arrangements. Yet, there are not any strict regulations about the classroom layout, and in

parallel to the responses emphasizing the need for re-organizability of the classroom,
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some of the teachers have preferred to make changes in the furniture layout in some cases
as seen in Figure 5.8.

Figure 5.8: Classroom with a traditional layout (left) and two other classrooms
organized in u-type seating layouts in the same school

at”

In summary, the main issues which contribute to the functional changes and alterations
as well as affecting the current use patterns emerge as follows:
1. lack of alternative spaces to the standard classrooms or school garden which may
be utilized during the lessons or recess times,
ii. tendency to transform all the available spaces into standard classrooms due to
the demand for additional spaces to accommodate large numbers of students,
iii. abandoned or inaccessible subject-specific learning spaces and social areas in
the basement floors and the inefficient utilization of these areas,
iv.  problems regarding the re-organizability of the classrooms to comply with the

needs of different educational methods.

5.3.2 Observations and Findings on Outdoor Space Use

Many studies recognize the significant role of physical activity and outdoor experiences,
and the teachers’ responses unsurprisingly indicated a parallel need. The need for both
outdoor and indoor spaces to allow play, physical activity, and movement for children
became one of the distinctly underlined issues during the first phase of the study. Physical
exercise and playing sessions cover 15 percent of the total mandatory course hours
according to the primary school curriculum, which may be regarded as a significant
amount?*, Moreover, movement is mentioned as an essential factor for learning processes

and academic achievement where a positive relationship was found between physical

24 Milli Egitim Bakanligi, 2018.
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activity and brain activity for children (Woodman 2016). Besides, considerable evidence
from prior studies has shown that the outdoor environment is a rich source of stimulation
for the cognitive development of children and that the outdoor environment can also be
thought of as a classroom (Moore 1987), where it has a serious potential to enhance
children’s learning experiences® (Evans 2015). However, in parallel to the information
gathered from the teachers in the first phase, the observations on school sites and the
examination of the outdoor use patterns indicate that outdoor spaces have not been
utilized efficiently in most of the schools. The contribution of these areas to learning

processes, socializing, and physical exercise remains quite limited.

The guidelines of the Ministry suggests that the schoolyard should be easily controllable
for security reasons, and must include a proper ceremony area and at least one basketball
or volleyball court in appropriate dimensions?®. There are no particular rules for primary
schools within the document; however, it is advised that the outer space may include
defined spaces for children’s play, amphitheaters, walking paths, cultivation areas, and
vegetation. Some proposals regarding landscape design for different climatic conditions
and material use recommendations have also been mentioned in the manual. Although
there is a lack of detail in the standards to comply with the specific spatial needs of
primary school education methods and children’s needs, it may be concluded that a

certain amount of design options are provided within the current regulations.

One of the main issues which may also be recognized through the plan drawings is that
the outdoor environment is treated as a totally separate zone from the remaining part of
the school even in the most recent schools, as seen in Appendix A. 9, Table 1. Most of
the rectangular blocks are located on the side edges of the irregular-shaped building sites.
The situation creates narrow, dark areas between the building blocks and the site borders,
which are usually converted to storage spaces or left-out dangerous zones for children.
Thus, some parts of the school grounds become abandoned and not accessible for use. In

fact, the current school standards do not dictate a single-block, multiple-floors building

25 OECD, 2006a.
26 Milli Egitim Bakanligi, 2015.
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typology with standard classroom floors with double-loaded long corridors. However,
this approach has been widely implemented as a convenient and practical way of
arranging rectangular same-size classrooms with the least amounts of building footprints.
A common alteration performed in all the schools was that some part of the garden has
been separated physically and visually and reserved later for the use of pre-school
children. These separate areas were not included to the demonstration of accessible zones

within the diagrams.

Another critical issue related to the prior one regarding access to the outdoor spaces was
that the only physical connection for the flow of student movement provided between the
interior and exterior area had been the main entrance doors. None of the prototypical
project-based school buildings visited during the research had a supporting spatial set up
to make the schoolyard more accessible to be utilized during the lessons. Although the
school grounds are separated from the external conditions through the use of walls,
fences, and vegetation, none of them had clearly defined safe and accessible spaces that
were only open to serving children without distractions during the school hours. For
instance, it was observed that some parts of the outdoor spaces were open for vehicle
access and parking, which makes the amount of accessible area even more narrow and

might cause accidents, especially during break periods.

There is not a strict rule or regulation defined by the Ministry about the amount of
available outdoor space per student in meter squares within the guidelines. However, it is
recommended that the amount of this area should be at least equal or greater than 1.5
meter squares®’. The outdoor spaces at schools should cover a minimum of 50 per cent
and maximum of 65 per cent amount of the total building site area according to the same
manual. Except the five of the fifteen cases, sufficient amounts of accessible outdoor
areas within the recommended limits have been founded as provided among the school

yards visited within the scope of the study as given in Appendix A.10, Table 1.

27 Milli Egitim Bakanligi, 2015.
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Although sizes of most of the school grounds still seem to be compatible with the
standards, a primary issue which has been both mentioned by the teachers and observed
during the study is that neither the indoor spaces beside the classrooms nor the outdoor
areas provide supportive environments for children’s movement and playing needs in
terms of spatial variety. Moreover, similarly in all of the visited schools, it was observed
that the types of flooring materials preferred to be used were mostly asphalt, concrete,
concrete plaque stone in ceremonial areas and sports fields, interlocking concrete paving
stone and bricks in pedestrian roads. In most cases the ground was totally covered with
asphalt without very little or no vegetation and any other materials. Some game areas had
been created through painted markings on the ground to define areas for traditional child
games such as hopscotch and puss in the corner as seen in Figure 5.9.

Figure 5.9: The play areas created through the painted markings on the floor in Haci
Ilbey (left) and Vatan (right) Primary Schools

However, these areas still do not seem to be sufficient to fulfill the needs as also affirmed
through the teachers comments. In other words, no playgrounds nor other defined activity
areas with proper material and equipment for students to spend engaging time during the
lessons and break times have been provided in most of the schools, as seen in Figure 5.10.
The only exception were the sports and exercise grounds built to be used during the
lessons in four out of the fifteen schools. School grounds, indeed, also have a high
potential to contribute more to other educational practices besides being a stage for
physical exercise and play through including various activity areas to serve for different

functions.
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Figure 5.10: Exterior views of the visited school buildings

In line to the information gathered through the second phase of study the main issues

which contribute to the outdoor space use emerge as follows:

L

ii.

1il.

1v.

The absence of particular rules regarding outdoor space use for primary schools
within the official standards which focuses on the developmental and learning
needs of primary school children,

Inaccessibility of the school ground caused by the existence of unused or unsafe
areas due to the shape of the building site and allocation of the building within
site,

Weak physical relations between the interior and exterior to support the
utilization of outdoor areas,

Lack of spatial variety and well-defined activity areas through the use of
appropriate material and equipment,

Lack of natural elements and vegetation.
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6. EVALUATIONS AND CONCLUSION

The review of the literature demonstrates that design of learning spaces affect both
children’s development and learning experiences. The prior experiences in practice and
studies also indicate that flexibility includes many different facets, which have the
potential to contribute to the solutions of contemporary concerns of educational space
design. In order to achieve successful outcomes, the pedagogical methods and educational
practices are required to go hand-in-hand with the spatial design. Regarding its
relationship with the student-centered approach to learning, utilizing the physical
environment as a tool for education may be regarded as one of the main contributions of
flexible design. At this point, the opinions of the teachers who have the responsibility to
conduct the educational activities as well as the examination of the school buildings in
terms of the functional changes undertaken and current use patterns bring useful insights

to the discussion of what can flexibility provide in the case of primary schools.

The architecture of schools are expected to comply with a series of rules and pre-
determined projects produced by the Ministry. The examination of the design manuals,
and examples of prototype-based projects which draw the framework for the design of
public schools in Turkey indicate that flexibility as a design feature is not included or
supported by the current approaches. The findings of the research in the case of
Bayrampasa schools have also pointed out that the educational structures designed within
the framework of the existing official directives are lacking the utilization of the potential
of physical spatial features to support educational activities from some aspects. The
requirements of the changing approaches to education, including student-centered
pedagogies and experience-based methods, as well as other user needs, had been often
neglected. Although it had been underlined as an essential feature in the official design
manuals, flexibility had not been adopted in many cases. Considering the situation in
which most of the state primary schools are designed and built according to the same
regulations as prototype-based projects all around the country, it may be possible to
generalize the scope of the problem within the context of the whole approach to school

design in Turkey.

Through an evaluation of the research findings including both the opinions of the

educators who have the first-hand experiences and the examination of the functional
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changes and use patterns at schools, some of the prominent problems related to spatial

design may be summarized as:

i.  Problems caused by crowdedness and inadequacy of the amount of space,

ii. Inability of the spaces to support different educational methods and subjects,

iii. The inadequacy of spatial variety both inside and the exterior areas to support
educational activities performed in line with the curriculum as well as informal
learning, hands-on experiences and socialization,

iv.  Lack of spatial variety to support physical exercise, movement and play,

v. Inefficient utilization of school ground to contribute educational activities and
socialization,

vi. The inadequacy of opportunities created for students to personalize the school

environment.

In line with the categorization and subtitles determined by the review of literature, the
following sections 6.1, 6.2, 6.3, and 6.4 search for strategies to be integrated to primary
school design standards in Turkey to address the above-listed issues from a flexible
design perspective. The first three sections focus on ideas to respond to short-term sources
of change, and the final part discusses strategies that may be applied to accommodate
long-term causes of change. The information extracted from the research has been taken
as a basis to bring insights from the opinions and experiences of the educators as well as
the information derived from the observations during the school visits. Recognizing that
flexibility can contribute to different aspects, levels, and scales of design (Heppell et al.
2004), suggestions were primarily made for existing school buildings; however, most of
the features and ideas mentioned below can contribute to the planning phases of the

schools to be built in the future.

At the end of each section, a table of suggestions for additional design features that are
considered to become useful if they are specified within the school design standards
manuals to take advantage of the benefits of a flexible design approach at schools is
presented. The tables include the main concerns and issues reached as an outcome of the
research part, ideas to improve current manuals from a flexible design perspective in
response to the determined matters, and flexible design aspects within which these ideas

are assessed.
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6.1. FLEXIBILITY IN CORE LEARNING SPACES

Review of the literature gives hints about the questioning of the concept of the classroom
itself as a separate physical room by the substantial shift from teacher-centered to student-
centered learning, and new ideas in school design. Nevertheless, although their definition
in terms of form and openness might change in time, the need for clearly defined core
learning units seems to remain unless drastic changes occur in teaching methods in
primary schools in Turkey. Moreover, children’s having separate, private space inside the
school is demonstrated to develop a sense of belonging and sense of being through
personalization in many studies, thus keeping and defining these private zones can have
positive aspects. It may be possible to address some of the issues which were highlighted
through the findings of the field study inside the classrooms from a flexible design
perspective. The most prominent issues and needs derived from the study may be

summarized as:

i.  Crowdedness of classrooms, which affects both the conducting of educational
methods and spatial layout,

ii. Providing learning spaces to respond to the changing needs of diverse teaching
methods that need simple re-organization of furniture layout,

iii. The need for subject-specific areas such as reading corners inside the
classrooms,

iv. The design of furniture and overall environment to comply with the
psychological, physiological needs and abilities of the children who belong to
the particular age group of primary school,

v. The need to provide alternative opportunities for students to personalize their

learning settings and exhibit their work.

The current situation indicates that crowdedness is a massive problem, especially at
primary schools located in the overpopulated city centers, as exemplified in the case of
Bayrampasa schools. The issue, indeed, has also long been recognized by the Ministry,
and increasing the number of schools or expanding the existing ones has always been on
the agenda to decrease the number of students per classroom to the optimum amounts.

Regarding flexibility, in addition to the long-term strategies such as planning the

121



buildings for future extensions, it may be possible to propose creative solutions to adapt

narrow spaces to be used to serve for large amounts of students more efficiently.

In terms of flexibility, crowdedness creates one of the massive obstacles in front of the
application of different pedagogical methods and diverse learning activities aligned with
learning spaces that allow variance. Teachers’ responses showed that educational
activities currently conducted in primary schools often follow instructive, or practice-
based approaches mentored by the teacher. Group studies are also occasionally performed
inside the classrooms. The traditional classroom organization with rows of desks has been
considered to be appropriate for individual works of students. However, the basic
classroom layouts can undergo just small amounts of change despite some attempts, and
they cannot respond to the demands mentioned by the teachers for adapting space
according to different modalities of learning, such as working in small teams, drama, and

role-playing or educational games.

Multipurpose learning spaces are associated with allowing educators to teach in the way
they want rather than addressing the room (Harrison and Hutton 2014). Moreover, giving
space for multiple areas and niches which can stage different functions inside the
classroom may also be considered as one of the primary flexible design strategies
mentioned in many sources that have been applied in many contemporary schools.
Nevertheless, carrying the idea into practice means being able to change the spatial
arrangement, to propose different types of furniture, or to include functionally undefined
zones for improvisation. Thus, this goal also emerges the need for careful consideration
of the number of students planned to be accommodated in one core unit of learning.
Dovey and Fisher (2014) present a typology of student-centered activities and optimum

amounts of students to engage in each type of activity, as given in Table 6.1.

The table gives an idea about how spaces may be defined in terms of size and organization
in accordance with the nature of the activities and size of student groups. According to
this classification, it may be inferred that classroom design can be expected to at least
support medium, creative, and small interactive methods in addition to individual studies.
Thus, for the design of future schools, giving place for different activity zones for
individual or group tasks and performance activities inside the classrooms may be

developed as a code aligned with the curriculum and pedagogical methods. In some
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earlier studies, it is also asserted that spaces that are too large and multi-purpose can lead
to noise and confusion, where spaces that are too small can create heightened levels of
stress and anxiety (Scott 2010). To optimize the situation, dividing the classroom into
sub-spaces by the use of movable dividers, or space-defining materials and furniture may
be assessed as practical solutions.

Table 6.1: Student-centered pedagogies classified according to Dovey and Fisher
(2014)

25-150 Students or teachers present to a large group whose size

PRESENTATION Students  may vary.
INTE%IZ(C;'II?IVE 25-75 Activities that move seamlessly from large to small sub-
Students  groups of 4-6 students.
MEDIUM 10-25 Activities that move seamlessly from large to smaller sub-
INTERACTIVE Students  groups of 2-3 students usually with one teacher.
CREATIVE  qoas [ e b et i sl o
INTERACTIVE Students & & Y
include art materials, laboratory and outdoors.
SMALL 2.5 lgr?brlleﬁ baserd anclh iee;;%;peeisgzailrgltrﬁ ew1th small
INTERACTIVE Students o OnOMOUS STOUPS that can dispe
responsibility for learning.
REFLECTION 1 Singular activities that include reading, writing or hands-

Student  onresearch to meet learning objectives.

The flexible use of a classroom itself or its relationship with another learning space may
also contribute to its flexibility. As a common strategy, moving partitions between
learning spaces may be utilized as standard applications by taking appropriate precautions
to maintain optimum acoustical, lighting, and thermal standards. The spaces may be
combined to be expanded following the needs of the educational activities. In order to
achieve this idea in future schools, the spatial organization may be handled in a modular
approach within a certain system, in which at least two separate classroom units are
brought together to be combined in case of need. In a more radical way, the mobile
partitions may even be used on more than one side of the spaces to divide larger spaces.
For instance, a central atrium may be temporally converted to be a gathering area for

occasional events, school plays, or ceremonies. The classrooms may be provided with
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direct access to defined outdoor spaces to extend the learning through performative

activities or hands-on practices.

The capacity of a classroom for quick and easy re-arrangement of the spatial settings,
furniture, or technological equipment to respond to short-term changes is recognized as a
critical feature of flexible learning environments. Besides, as claimed by Holder (2015),
the ability to change and arrange spaces according to the requirements of different tasks
also has the potential to give school users a sense of agency over their learning and
teaching, and a feeling of ownership and comfort in their environment. Accordingly, it
may be possible to utilize both the future and the existing classrooms for diverse modes
of learning through the application of flexible design strategies in the scale of mobile
building components and furniture. The classrooms may be designed to be easily re-
organized through the use of modular, mobile, and lightweight furniture for varying
activities. As a general principle, combining/dividing, mobility, addition/removal, and
modularity strategies may be utilized to provide flexibility in furniture scale. A simple
and easily applicable strategy may be the preference for single desks rather than the
existing double desks to both allow adjustability while making re-arrangements easier
inside the classrooms. The furniture and fittings can also be given different functions;

for instance, a storage cabinet may also be designed and treated as a room divider.

It should also be noted that re-arrangement of the classroom layout, even with suitable
furniture, needs teachers’ efforts in limited time resources. As also explained in the
previous chapters, primary school students developmentally belong to an age group in
which they recognize the factors related to their physical environment but cannot make
accurate decisions or interventions. Thus, adopting an approach in parallel to the building
of polyvalent core spaces of learning, which are divided into learning zones with fewer
numbers of students as also proposed by Hertzberger (2005), Nair and Fielding (2005)

and Lippman (2004) may constitute a more optimal solution for primary schools.

In addition to other spatial interventions, a flexible design approach can contribute to
accommodating a more extensive range of individual preferences and abilities of users,
and increasing opportunities for children to personalize their learning environment within
both the existing schools and the future ones. The field study conducted with the teachers

indicated a demand for appropriate furniture which is designed by considering children’s
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physical and psychological development. The standards may be improved to provide
adjustable tables and seating units which are suitable for the physical dimensions and

ergonomic requirements of the children.

The boundaries of classrooms, both in a physical and visual sense, can be reconsidered to
be more permeable to extend the learning activities outside. More personalized learning
environments may communicate student involvement and ownership over space.
Teachers’ responses showed that children are provided limited opportunities to
personalize their learning environment through exhibiting their work in the classroom,
which is proved to have a significant influence on the development of self-esteem in
primary school children (Maxwell and Chmielewski 2008). Besides, a sense of belonging
in children may be increased through personalization by displaying the products of group
work for the view of the rest of the school community. Hertzberger (2005) claims that a
schoolroom, conceived as the domain of a group, can show its own identity to the rest of
the school if it is allowed to make a display of the things which children have made in
class to outside. The options and opportunities for personalization may be increased. Each
of the surfaces inside the learning spaces may be thought of in such a way that they can
become part of educational activities in different ways for communication, exhibition,
presentation, projection, making personal arrangements. The use of larger transparent
dividers may be encouraged between the classrooms and circulation areas to let the rest
of the school community have an idea of what other groups are doing. Besides, these
permeable surfaces may support lighting in circulation zones while acting as a means of

visual communication.

Accessibility of technological facilities is also considered an important issue in terms of
flexibility. As also observed during the school visits, interactive boards seem to be a
dominant and widely used element located in the classrooms. However, the ongoing
changes in technology indicate different trends that aim to give students more active roles
and engage in activities by bringing their own devices. Besides, the use of other new
equipment such as STEM training sets, 3D printers, different presentation devices is
expected to become more widespread in future learning spaces. From the spatial design
point of view, the possible changes to be brought by these developments should be
recognized, and the infrastructure should be planned accordingly for future schools. Table

6.2 summarizes the ideas regarding flexibility inside separate learning units.
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Table 6.2: Suggestions to enhance flexible design inside core learning spaces

Main Concerns

¢ Providing learning
spaces that can
accommodate the
changing needs of
diverse educational
activities.

e Responding to a
wider range of
individual
preferences and
abilities of users.

e Increasing options
for children to
personalize their
learning environment

FLEXIBILITY INSIDE THE CLASSROOM

Ideas to Improve Current Manuals From a Flexible

Design Perspective

The use of mobile, modular, lightweight furniture to
perform quick changes in spatial organization and to
create different activity zones for individual or group
tasks

Utilizing furniture and fixtures for space defining
purposes

Improvement of the standards to provide adjustable
tables and seating units which are suitable for the
physical dimensions and ergonomic requirements of
the children.

Single desks may be preferred rather than the
existing double desks to both allow adjustability and
re-arrangements

Utilizing mobile/movable building components and
furniture for making temporary changes in the size,
shape , enclosure of the learning spaces according to
the needs of activities

Allowing students to personalize their environment
through engaging with the space, exhibiting their
work

Allowing an amount of visual permeability or
transparency between the classroom and outside to
the rest of school community

Planning an agile technical infrastructure to
accommodate the needs brought by technological
developments

Flexible Design
Aspects

Modifiability
Versatility
Variance
Fluidity
Customization
Permeability

6.2 ALTERNATIVE SPACES FOR LEARNING INSIDE THE SCHOOL

According to the information gathered through the research, primary school teachers

agree on the need for alternative spaces to carry the educational activities outside the

classroom. The teachers have also underlined the necessity of subject-specific or thematic

areas, which they believe can support learning processes and increase children’s attention.

In addition to some courses in the curriculum such as language, arts, music, science

lessons, it is emphasized through the research that many other activities such as reading

sessions, drama activities can be conducted more efficiently outside the classroom. The

teachers associate this demand primarily with increasing children’s attention and

awareness during the lessons. Beyond this, the literature suggests that out-of-classroom

activities mainly support learning by doing and learning through experience. The design

of common social areas, gathering spaces, informal study areas, dining halls, circulation,
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and all the in-between zones beyond the classrooms may be accounted for learning

settings.

Apart from these, earlier studies point out that recess times may also benefit the learning
processes. The physical activity performed by children during the recess periods was
found to contribute to both brain development and health. Play and social interaction have
an essential role in socio-emotional adjustment while helping to increase attention during
the classroom sessions (Waite-Stupiansky and Findlay 2002). The design of out-of-
classroom learning settings gains more importance considering that children usually
spend recess time in these environments. The critical concerns derived from the research

may be summarized as follows:

i.  Creating alternative spaces for curricular educational activities and informal
learning settings at schools,
ii.  Building alternative spaces for recess time activities and socialization,
iii. Adaptation of the under-utilized, abandoned areas to re-contribute to the
educational activities,

iv. Extending the learning practices to whole school environment.

As also explained in the prior sections, crowdedness constitutes the source of many
problems related to space use at schools. It was derived from both phases of the research
that the crowdedness causes the planning of building programs by giving the primary
attention to increasing the number of standard classrooms in school buildings. The over-
crowdedness and inadequacy of space in the existing schools, especially the ones located
in dense neighborhoods similar to Bayrampasa, cause these educational institutions to be
static spaces consisting of the same type of rooms. From another aspect, the uniformity
of the interior implies the message that everyone is treated as part of a mass group
contrary to the idea of individualization, which is given utmost importance for the design
of contemporary schools. The spaces inside the building beyond the classrooms, which
indeed have a high potential to contribute to learning processes as well as socializing,

have been neglected or under-utilized.

Flexible learning environments are expected to provide teachers and students with options

to make agile decisions about where and how they want to achieve learning along with
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the curricula. Recognition of children’s ability to learn outside the traditional classroom
or other formal teaching spaces in school has appeared as a critical feature of innovative
approaches to school design (Chiles 2015b). Besides, creating spaces that support
necessary activities, optional studies and social activities, and designing for varying levels
of contact are also asserted as critical inputs to improve learning processes (Gehl 2011).
Accordingly, each area at school can contribute to inspiring children to learn and provoke
ideas. Considering the lack of space as one of the significant issues and the need for
thematic zones of learning mentioned by the teachers, the inclusion of ‘learning
commons’ as explained by Dovey and Fisher (2014) can be a proper solution in the case
of primary schools. The authors (2014) define the ‘commons space’ as a semi-enclosed
learning area which provides a range of settings for group tasks, individual study, and
quiet work. These informal learning areas are suggested to be larger than 40 meter-
squares, and they should be separated from the main circulation route to allow human
traffic. The commons spaces can be scattered throughout the building and combined with
clusters of learning spaces (Dovey and Fisher 2014). Besides, to respond to the demands
for including more subject-specific or thematic spaces to support lessons, cluster areas
may be assigned to changing themes such as arts or reading or constitute alternative zones
for play activities inside the school. Alternatively, they may be kept as neutral zones with
appropriate furniture to allow polyvalence. In the existing schools, suitable spaces may
be utilized by building these types of informal learning zones. As a general idea for future
schools, the guidelines may be improved to allow variance in the use of other spaces than
the classrooms such as dining halls, social areas, circulation zones to maximize their

contribution to the learning activities.

The study showed that many of the teachers agreed on the need for specially designed,
quiet spaces at schools for reading sessions. This need becomes more prominent in
primary schools where children may be encouraged to gain lifetime reading habits. As it
was also seen in two of the visited schools, there had been attempts to build accessible
reading spaces within the scope of the ‘Z-Libraries’ project of the Ministry. According to
the information given on the project website, these spaces should be planned as social

activity areas that allow children to access information, learn and relax at schools with
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the support of qualified design in an aesthetic and ergonomic sense 8. The comments of
the teachers point out that in terms of initiating an alternative approach to school libraries,
the building of Z-Libraries has been a positive development. Similar types of spaces may
be given place inside the schools. However, there is still a need to improve the
requirements defined for libraries in the guidelines to meet the specific abilities as well
as the ergonomic and psychological needs of primary school children. These places may
be approached as more active areas for studying, and they may be planned to become
more accessible by using permeable visual and physical boundaries. Reading or informal
studying activities may be extended to other common areas through the use of appropriate
furniture and equipment. The technological equipment can be integrated and made more
available for the use of students. The building of outdoor libraries and reading areas may

also be considered as additional solutions.

It was observed in most of the visited schools that the circulation was consisting of long,
dark corridors. These areas are the only spaces where children can spend recess periods
inside the school, especially in cold weather conditions. The circulation zones can be
utilized in a more efficient way in which children socialize and learn beyond allowing
secure and easy movement. Corridor libraries and sitting- playing alcoves, thematic
spaces for informal learning activities may be integrated into in-between areas in the
existing schools. Utilizing the multi-purpose learning staircases which have been applied
in many contemporary schools can be advised as a strategy to create additional settings
for both formal and informal gatherings, various educational activities, drama lessons,

presentations, and socializing for future schools.

Moreover, the spatial layout may be planned to allow fluidity in circulation zones both in
visual and movement terms. For the under-utilized areas in the existing schools such as

unused subject-specific classrooms due to obsolescence and other empty spaces,

28 Milli Egitim Bakanligi, 2019. Z-Kiitiiphane. Available at: http://z-kutuphane.meb.gov.tr/Home/Index
(accessed 19 September 2019).
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especially located in the basement floors, the standards may be improved to provide
sufficient lighting and ventilation. These spaces may be reconsidered in functional terms

to be integrated into educational or social activities.

The shaping of the spatial standards goes along with the developments in the official
curriculum. For instance, developing a room for robotics may be meaningless with the
absence of the qualified educating staff who can facilitate learning in such areas.
However, the future needs of these kinds of spaces may be pre-considered during the
school design processes to accommodate possible spatial changes. The following Table
6.3 summarizes the suggestions to enhance out-of-classroom activities regarding flexible
design. A diagrammatic representation of suggestions to enhance flexibility in the
existing schools is also presented in Appendix A.11. The interpretation of the suggestions
would change according to specific condition of each building in terms of its structural
features, scale, layout and location.

Table 6.3: Suggestions to enhance flexible design for out-of-classroom activities

CREATING ALTERNATIVE SPACES FOR LEARNING INSIDE THE SCHOOL

Main Concerns Ideas to Improve Cul:rent Guidelines From a Flexible lg(:;gllle
Design Perspective Aspects
e Creating alternative
spaces for formal
educational activities
and' informal learning e Design of polyvalent informal learning spaces,
settings at schools learning commons which may be reconfigured
. . according to the needs of different activities
* Creating alternatl\{e e Integrating informal study and playing alcoves to
SP ?.CE?S. for re(;:ess time main circulation routes Multi
:g:;;lllilze;tﬁ)nn . Integrating breakl—out., socia}ization alcoves with soft Usal‘tl)illijcy
seating to the main circulation routes Polyvalence
o Adaptation of the e Utilizing multi-functional, learning staircases for Adaptability

under-utilized,
abandoned areas to re-
contribute to the
educational activities

Extending the learning
practices to whole
school environment

gatherings, drama lessons and other learning
activities at schools

Including accessible, quiet spaces for reading
sessions and independent studies
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6.3 FLEXIBILITY IN OUTDOOR SPACE USE

The information gathered through the research demonstrated that teachers recognize the
efficient use of outdoor spaces as a significant factor that positively affects children’s
psychological and physiological development as well as academic motivation. Moreover,
their descriptions and examples of qualified learning environments showed that the
school ground is regarded as the most prominent space to support learning practices and
given value as an essential feature of appreciated learning environments. Despite the
teachers’ acknowledgment of the benefits of outdoor space use, the examination of use
patterns in outdoor spaces during the second phase of the study showed that in most cases,
school grounds of prototype-based schools solely fulfill the fundamental standards with
a few functions. Although most of the school gardens except some irregular cases provide
an acceptable area in meter-squares per student according to the regulations, the actual

amount of area which is actively used or accessed by the students in practice seems lower.

As a general idea, the absence of a particular design attitude that recognizes the potential
of outer space as part of the overall learning processes and experiences seems to be a
primary deficiency. Moreover, there is a need for specified descriptions to comply with
the requirements of students who belong to the primary school age group within the
guidelines of the standards regarding outdoor space use for primary schools. Under the
light of the findings of the research, the significant concerns and problems regarding

outdoor space use may be summarized as follows:

i. Increasing the actual amount of accessible outdoor areas for students,
ii.  Providing spatial variety to accommodate physical movement and play needs
of primary school children,
iii. Taking age differences into account to provide a more democratic environment

for play and exercise for each group of student.

In response to these issues, it is proposed that a flexible design approach may contribute
to the efficient use of outdoor spaces through different strategies grouped under two main
titles which are providing spatial variety for play, exercise, other activities and setting up

more permeable relations between the interior and exterior spaces.
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6.3.1 Variety of Play, Exercise and Other Activity Areas

The research has shown that schoolyards are currently used as proper areas for
ceremonies, playing during breaks, or sports activities during the physical exercise
lessons in a fairly conventional way. Moreover, it was seen during the study that,
excluding some cases with very narrow outside areas, school buildings had sufficient
amounts of outside space, which in fact can be utilized more efficiently and enriched with

various functions.

In many of the primary schools, the sports hall has not given space inside due to various
reasons. Therefore, as also mentioned by the teachers, play and physical exercise sessions
are often conducted in school gardens during appropriate weather conditions. Children
also tend to spend most of their recess times in the school garden, because they do not
have the option of staying inside since there are not any suitable areas for them to play
indoors. The extension of school hours from half-day to a full-day schedule also led to
more extended recess periods, and relatively more time is spent on the outside. As also
pointed out by Rigolon and Alloway (2011), large grounds with no defined activities
leave children bored and uninterested in engaging in anything other than a break from
academics. It means that better-defined and multi-purpose playing and exercise areas
should be created to enable children to spend their time engaging with a wide variety of

outdoor activities and promote physical activity.

Primary schools are expected to provide places for children to develop physical skills,
and spatial elements to encourage different interpretative ways of getting around, from
rolling and crawling to running and skipping (Rigolon and Alloway 2011). Empty and
large grounds covered with a single-type hard flooring material in almost all of the
schools visited during the field study can accommodate ceremonial gatherings. However,
they do not offer alternative options for outdoor play activities or sports due to the absence
of defined spaces and equipment. As mentioned by the teachers, younger children need
to be provided soft grounds and equipment to play safely and freely while the older ones
demand wide playing zones for their creative and regulated games. The children also need
to be provided with semi-enclosed spaces, sheltered activity areas to spend time outdoors
in different weather conditions. A variety of activities in the outdoor space can be
supported, and different zones may also be defined by the use of appropriate surface

materials on the ground. For example, the use of harder ground surfaces for active games

132



and the use of soft surfaces, especially in younger children’s play areas and resting zones,

can be specified and recommended within the manuals.

Another issue that needs to be considered is, as understood from teachers’ responses, age
differences between children play a significant role in children’s playing habits. The
comments indicate that older children tend to play more social games with rules and
sports activities, while younger ones usually tend to lose track of rules, so they need
supervision and different equipment. Besides, children develop physically at different
rates, during primary school (Rigolon and Alloway 2011). Thus, taking age differences
under consideration may be beneficial to create more democratic outdoor play and

activity areas where children can challenge themselves in safe ways.

Scott (2010) asserts that utilizing landscape elements to provide tools for diverse ways
that children play may be useful at schools. The author (2010) classifies the types of play
as social, imaginative, constructive, experimental, and challenging. According to Scott’s
(2010) proposal, for instance, the creation of spaces for collective activities and private
areas, different types of circulation links, interaction games area, somewhere just to run
may be appropriate for social play. Multi-use venues with equipment that can be
customized according to different scenarios can support imaginative play while involving
physical and mental challenges can enhance challenging types of play at primary schools
(Scott 2010). Accordingly, in addition to the standard sports courts, playing areas,
playgrounds with equipment, multiple-use lawns, and other small activity areas such as
chess grounds, traffic education areas may be added to the school ground design. Besides,
opportunities brought by natural landscape design elements and topography may be

utilized in the playgrounds.

The search for alternative spaces to conduct the courses and other educational activities
outside the classroom has also been mentioned as an important source of the need for
spatial change at the schools during the field study. Previous research has also proved that
outdoor learning can add value to everyday learning experiences in the classroom (Dillon,
et al. 2006, Woolner 2010). Activity areas such as shaded and outdoor classrooms, small
gathering areas with seating units for drama activities may be included in the design in
response to this idea. These additional areas may also act as extensions of the interior

learning settings.
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The need for including more vegetation and natural elements is also another issue
underlined by the teachers. Giving a place for natural elements and planning of lawn areas
are recommended within the guidelines prepared by the Ministry. Nonetheless, in
practice, most of the schools had little or no green spaces on their grounds. For the design
of future schools, these recommendations may be articulated through more solid
standards, setting guiding principles for the design of the landscape. The natural elements
may be integrated to constitute parts of playing, relaxation, or activity zones. Creating
cultivation areas, vegetable gardens, or locating pots to grow plants may also be other
ways of engaging children with nature to contribute their learning practices, as mentioned
both in the literature and by the teachers participated in the study. Especially primary
school children are enriched by gardening, growing food, and the behaviors acquired
through such work (Dillon, et al. 2006). There have been some projects conducted by
private schools to build truck farms at schools. These ideas may also be more widespread
and efficient among state-funded institutions. For school buildings that are planned to be
built in the future in dense urban areas, roof gardens with appropriate safety precautions
may also provide suitable spaces for gardening activities. Students may be provided extra

educational spaces for hands-on gardening activities at the rooftops.

Another critical issue regarding the planning for future schools may be the creation of
separate, vehicle-free courtyards, which are only accessible for children. This approach
can also facilitate freedom in design by eliminating safety factors, and reducing the
concerns for safety and controllability mentioned by many teachers.

6.3.2 Interior- Exterior Relations

Designing dynamic outdoor spaces at schools to extend the learning activities to outdoors,
and the construction of physically and visually linked, permeable inside-outside relations
are recognized as crucial attitudes regarding flexible design. During the field study, it was
observed that the outdoor environment is approached as a totally separate zone from the
remaining parts of the schools. One of the many consequences of this situation is that
children’s contact with the outside environment and nature becomes restricted. From a
flexible design perspective, fluidity in terms of both vision and movement also becomes

limited.

Setting up a relation between the natural ground and the indoor spaces usually becomes

more feasible in single-level building designs, which allow easy, direct access to the
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outside, even from each separate learning unit. It may be still applicable in multi-leveled
buildings through placing open or semi-closed courtyards to the plans, verandas and
providing transparency with larger openings. There are many examples in which
sheltered or semi-open extensions of the interior constitute transitional areas between the
inside and the outside, allowing children to spend time outside apart from the weather
conditions. The design of mediating spaces between inside and outside can help to enrich
the nature of activities. As a more inclusive idea for the design of future schools, the
building shell itself may be designed in a manner that includes natural elements integrated
into different layers and transitional areas with various openness levels. Movable facade
elements may be utilized to provide immediate access to outdoors in the ground floor
level learning spaces. The ideas to enhance flexibility in outdoor space use at schools are

summarized in Table 6.4.

Table 6.4: Suggestions to enhance flexible design in outdoor spaces at schools

FLEXIBILITY IN OUTDOOR SPACE USE

Ideas to Improve Current Guidelines From a Flexible Design Flexible
Perspective Design
Aspects

Main Concerns

e Providing a variety of playing zones with appropriate
equipment and furniture to support different types of play.
Providing a variety of well-defined sports/exercise areas

e Extending learning * . : .
through the use of appropriate materials and equipment.

activities to

outdoor e Providing a variety informal learning zones with appropriate

environment and equipment and furniture such as small activity and gathering

designing the arcas.

schoolyard e Design of semi-sheltered, semi-closed extensions of learning

accordingly spaces outside, outdoor classrooms with appropriate
equipment and furniture.

e Providing e Providing a variety of open and sheltered social areas with Versatility
accessible spaces seating units. Variance
for play and e Providing vehicle-free outdoor areas which are separated for Fluidity
physical exercise the access of students and the educating staff to encourage Permeability

freedom of play and exploration.

e Setting of e Providing greenery and natural elements integrated with
permeable social zones and play areas.

relations between e  Creating cultivation gardens, truck farms
inside-outside to e Utilizing rooftop school gardens where enough space could
achieve fluidity in not be obtained in dense urban areas.
visual and physical o Al areas should be arranged to allow multiple uses
terms e Play tools and sports equipment should be selected for
different age groups.
e Providing visual transparency to observe outside from inside
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6.4 FLEXIBLE DESIGN SUGGESTIONS FOR LONG-TERM CHANGES

In the case of educational institutions, due to the evolving nature of education, the long-
term future is often not easily predictable. It is possible that even the school facilities as
the way they are known today might become obsolete and not exist. However, the
continuing trends in Turkey for now and for the foreseeable future are the increasing
enrollments, the need for more educational facilities to accommodate these large numbers
of students, and periodic changes in the educational system which emerge different spatial
needs at schools. The study with teachers also showed that these two factors are regarded
as the prominent sources determining the need for spatial change at schools in the long-
term. Along with these concerns, the issues that may be approached through a flexible

design perspective may be listed as:

1. School facilities should have sufficient land size and growth flexibility to
respond to future expansions and changes,
ii. The building components should be planned and included to allow future
changes,
iii. The whole school should be designed to constitute a means for learning,
iv.  Opportunities should be provided to make the school buildings to be utilized

multi-functionally to contribute to community involvement.

Especially in crowded and dense cities, it becomes more challenging to find suitable
building plots. Regulations requiring the implementation of pre-determined, same
standard projects on every location stands as an obstacle in front of the development of
innovative design solutions for the schools which need to be built on narrow, irregular
shaped pilots. For the design of future schools, determination of the building location and
planning of the structure to allow future expansions and alterations seem to emerge as
primary steps regarding flexibility to maintain the spatial qualities of both the existing
parts and added spaces. The ease of adapting educational space for new uses along with
the changing systems can also be achieved by expanding the use of lightweight partitions
and modular building elements inside the buildings while taking the necessary
precautions to prevent noise. One of the main benefits of flexibility as an architectural
means is its ability to keep the built environment relevant and useful as time goes on.
Using building components to withstand changes brought by the technological advances

through time also emerges as a long-term concern regarding flexibility.
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Regarding the idea of extending learning activities to the whole school environment, the
school building can be recommended to be designed as a tool for learning itself. For
instance, it may be interesting to explore the expression of green building practice in
forms that are legible to children, and how environmental sustainability can be
incorporated in buildings in a way that has a positive impact on the primary school

students for future schools.

Another issue as reminded by Shabha (1993) is that there is a shift in the perception of
schools, where they can no longer be considered solely as formalized institutions within
the urban environment, but they need to be approached as resources of the community
and linked to the locality they are situated within. Community involvement is an
important way to make the school part of the community and maximize the use of
facilities. In a broader sense, the school may also act as a community learning center,
which can influence the planning approach. Some spaces at schools have been used for
weekend or evening courses, and the children utilize the school grounds after school
hours. These activities may be diversified, and the parts of the building and the school
ground to be opened for community use may be determined from the beginning. Thus,
the structure may be designed to facilitate community involvement to be multi-
functionally used. Table 6.5 summarizes the suggestions to respond to long-term sources
of change.

Table 6.5: Suggestions to enhance flexible design in response to requirements caused
by long-term sources

FLEXIBLE DESIGN SUGGESTIONS FOR LONG-TERM CHANGES

. Ideas to Improve Current Guidelines From a Fle’flble
Main Concerns . . . Design
Flexible Design Perspective
Aspects
¢ Need for adequate space
at schools dt 0 h e Selecting and planning the school site to allow for
accommo ate tbe ¢ future expansions Versatilit
INCTCasig NUMBELS Use of lightweight partitions and modular building ersatiiity
students . e . Variance
elements inside the buildings to provide the ease Fluidit
. . of adaptations Y
e Dealing with the . . Permeability
. o Designing the whole structure to constitute a tool Multi
functional changes for learnin ulti-
brought by the changes lanni }‘(f hool | . usability
in the educational P anning the school to serve as ana ternative
system facility for the community use
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6.5 CONCLUSION AND DIRECTIONS FOR FUTURE STUDIES

Change may be one of the most rapid and ubiquitous challenges in schooling practices.
Flexibility has been a recurring theme throughout the history of school design. However,
today it has started to gain more acceptance as an essential design feature of contemporary
schools to deal with change at different scales and timescales, to allow for alternatives in
use and development. Along with the shifts in the pedagogical approaches and advances
in technology, flexibility has become even a more critical issue for twenty-first-century
learners with its various dimensions. Based on the recognition of flexibility as a
significant parameter of school design practices that deserves attention, the thesis has
aimed to bring insights from the user opinions as well as an understanding of current use
patterns for the development of flexible design strategies for primary schools in Turkey.
The data both obtained from the review of the literature and two-phased field study
conducted in primary schools was assessed to develop design strategies that may be
included within the standards determined for existing schools and future schools that are
planned to be built. There have been other studies concerning the development and
improvement of school designs in Turkey. However, this inquiry, for the first time,
searched for the educators’ thoughts of learning spaces as a primary component together
with the observations at school settings to assess solutions for flexible design in Turkish
state governed primary schools, and the thesis is believed to contribute to the literature in

this respect.

A specific, final definition of flexibility has been avoided throughout the study. Instead,
different and similar aspects of the flexibility notions mentioned in the literature and
applied in school projects were examined and discussed within the context of educational
space design. The suggestions presented in the final part mainly revolve around some
interlocking ideas of extending learning processes to the whole school environment,
creation of spaces to comply with the needs of diverse subjects and methods, providing
alternatives for different ergonomic needs and abilities of users, and responding to long-
term requirements such as building expansions. In other words, the proposed design
strategies are related to all of the four facets of flexibility, responding to requirements that

occur in relation to time, space, use, and movement.

One of the key resolutions derived from the research had been the need for approaching

the whole school environment holistically as a venue for learning processes in primary
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schools. As also stated by Duthilleul, et al. (2018), there had been a change in the use of
language to describe the physical environment in terms of learning spaces rather than
classrooms, to capture the notion that all of the spaces within a school building can be
used for learning (Duthilleul, et al. 2018). Even this change may be accepted as a critical
indicator of the need for change in the traditional way of planning schools in which
education is expected to happen only in identical classrooms. For the determination of
new codes and standards manual, this viewpoint may be emphasized to remind the

designers or planners that each space at schools can contribute to learning processes.

There is a wide range of methods and strategies regarding the design of learning spaces
with a flexible design attitude. However, the importance of consistency between the
pedagogical approach and the design of the learning environment is mentioned both by
educators and design professionals as a fundamental factor to achieve the educational
aims (Lippman 2010, Moore and Lackney 1994, Neill and Etheridge 2008). At the other
end of the discussions, there is the power of spatial design to affect the ways how
educational practices are performed. As also stated by Oblinger and Lippincott (2006),
spaces themselves are the agents of change, and changed spaces may change the practice.
On the other hand, teachers constitute one of the main user groups with their legitimized
role to guide and control the educational activities. While interpreting the analysis of the
data gathered from their study with Finnish teachers, Duthilleul, et al. (2018) conclude
that teachers do not always have the required knowledge on the pedagogic potential of
utilizing physical educational environment since the subject is rarely covered in teacher
training programs. There might be a similar situation in Turkey, which appears to be an
interesting subject for further research. Beyond that, the teachers’ interpretations of the
sources of changing spatial requirements at schools were highly relevant to the
expectations of flexibility in learning spaces. Teachers may be informed about the role of
utilizing the opportunities provided by the qualified design of the physical environment
in learning processes through professional development activities. The educating staff
may be encouraged to search for economically and practically accessible solutions that
can make any positive contributions to the efficient use of space. A slow evolution
process may be performed through pilot studies at schools to apply efficient design
strategies and to increase an awareness in both teachers and students about the potential

of the designed physical environment to support education. The reforms in the
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educational system may also consider and recognize the utilization of spatial environment

for educational practices as an important parameter which deserves more attention.

The primary user groups of schools consist of students and educators. They are followed
by the tertiary groups of users, including the general public and community, parents,
family, and other student support systems. Further studies may search for appropriate
methods to involve future users, especially the students in the design processes at different
levels. Future research may also investigate students’ opinions and perceptions to

determine the spatial requirements.

It is believed that maintaining and controlling the spatial standards at schools may still be
possible through the development of different mechanisms rather than utilizing
prototypical school projects for all schools. Both designers and related official institutions
should share the responsibility of improving the quality and standards of design of future

learning environments.

The research on the physical environment’s influence on learning practices at schools has
been given less attention in comparison to the other pedagogical, psychological, and
social variables. This thesis is thought to contribute the literature as a new source for
research on school design and flexibility, presenting insights from the users’ perspective
to designers, researchers, and educators, as well as official and private practitioners. It is
also considered that the suggested ideas regarding flexibility can contribute to the
development of strategies for the planning processes of future schools or interventions to
the existing primary school buildings. The outcomes of the study are also believed to
contain factors that may be useful for the generation of data in the field of education-
research and be applicable in other educational settings for children in addition to primary

schools.
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Appendix A.1: Visited Schools and Distribution of the Respondents

Table 1: List of the visited schools and number of respondents participated in the
study

Project School Type Total Number Number of
Name of the School Year yp of Teachers Participants
Ahmet Hasim  Primary
1 2001 Type A 21 11
School
2 | Mustafa Itri Primary School 2001 Type A 26 15
3 | Nail Resit Primary School 2003 Type A 20 11
Sakire Sadi Obdan Primary | 1995/2013
4 Type A 36 13
School *
5 | Kocatepe Primary School 2000 Type A 27 7
- 1989/2011
6 | Osmangazi Primary School . Type A 20 9
. . 1994/2009
7 | Haci Ilbey Primary School . Type A 24 10
8 | Sair Sinasi Primary School 2005 Type B 30 11
9 | Bayrampasa Primary School 2006 Type B 15 8
10 | Ulugbey Primary School 2005 Type C 18 12
11 | Sair Baki Primary School 2017* Type C 36 8
Type D
) (Private
12 | Oguzhan Primary School 2015 36 8
company-
ISMEP)
. 1988/2005
13 | Tuna Primary School . Type E 20 6
Type F
] (Private
14 | Vatan Primary School 2013* 24 6
company-
ISMEP)
Type G
Special
Sehit Kamil Balkan Primary Project -
15 2013* 19 9
School (Private
company-
ISMEP)

(*) The year in which the building has been refurbished or rebuilt.
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Appendix A.2: Survey Questions

A. Participant’s Occupational Status and Experience
1. For how many years have you been working as a primary school teacher?
2. For how many years have you been working as a primary school teacher in this
school?
3. Which grade of students are you responsible of tutoring currently? (1-2-3-4)
4. How many students are there in your classroom?
B. Opinions Regarding the Sources of Change in Spatial Requirements
5. What do you think are the most important issues that are the source of the need for
spatial changes in the short or long term at school?
C. Assessments on the Spatial Features of Qualified Learning Spaces
6. Where was the most qualified learning space you’ve ever seen or experienced? In
terms of which spatial design features do you think this space is successful?
D. Information Regarding the Spatial Use Patterns During the Lessons
7. Through which methods are the lessons usually carried out?
Instructive/Practice Based-Hands on Activities/Group Work/Individual Work/Out of
Class/Other (please specify)
8. For which courses or activities do you think it may be beneficial to be conducted in
other spaces besides the classroom?
9. Which other spaces inside the school besides the classroom do you think may
contribute and support the educational activities?
Outdoor space-school garden/Informal Study Areas/Library/Conference Room
/Circulation Zones/Plastic Arts and Crafts Room/Music
Class/Laboratories/Computer-Robotics Lab/Cafeteria/Other (please specify)
10. What type of spatial changes are needed to support in class educational activities
during the day or week?
Conducting the course outside the classroom in another subject-related space/
Changes in the seating layout/The need for a larger space- additional room/Other
(please specify)
11. Do you think that the spatial features of your classroom support the educational
activities? (Scale: 1= Strongly Disagree, 7= Strongly Agree)
12. Which spatial features of your classroom would you prefer to be changed or

developed?

156



13. a. Are the children allowed to personalize the learning spaces with the work they have
produced? Y/N b. What kind of spatial opportunities are they provided to exhibit
their work or personalize their environment?

14. Which activities are performed in the outside/school garden in addition to the
ceremonies? How often?

Physical Exercise Courses/ Other Course Related Activities/Social Activities/Other
(please specify) (Scale: 1= Never, 7= Always)
E. Information Regarding the Use Patterns during the Recess Periods

15. Which activities do the student engage in during the recess periods?

16. a. Do the age differences lead to changes in the type of activities that children perform
during the recess periods? Yes/No b. How?

F. Opinions About the Impact of Spatial Design Quality on Academic Motivation

17. How do you evaluate the design quality of an educational space in terms of its impact
on students’ interest and academic motivation? (Scale: 1:Not Important 7: Very
Important)

18. How do you evaluate the design quality of an educational space in terms of its impact

on teachers’ interest and motivation? (Scale: 1:Not Important 7: Very Important)
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Appendix A.3: Opinions About The Sources of Change in Spatial Requirements
Table 1: The list of codes given to the written responses to the Question 5.

Response Codes

Al : Changes in the number of students (increases), B1 : Number of Classrooms, B2 : Inadequate Classroom
Size, B3 : Providing variety of spaces for educational activities, B4 : Allowing changes in classroom layout
and organization B5 : Providing comfort, B6 : Providing general accessibility, C1 : Improving the selection
of color choices in school spaces, C2 : Improving heating, cooling, ventilation, C3 : Improving acoustic
qualities and noise control, C4 : Improving lighting qualities, C5 : Improving the accessibility of
technological features and equipment, DI : Need for subject-specific, devoted spaces for lessons, D2 :
Need for being at the spaces outside the school during lessons according to the course subjects, D3 :
Providing space for music lessons, D4 : Providing space for plastic arts lessons, D5 : Providing space for
physical activities and sports, D6 : Need for science laboratories , D7 : Need of space for foreign language
lessons , D8 : Need of a computer laboratory, D9 : Improving the design of spaces to allow the use of
different educational methods, E1: Need for a multi-purpose space with a stage for drama activities E2 :
Providing space for the exhibition of student works, E3 : Providing space for social-cultural activities and
additional courses, E4 : Needs related to outdoor space use, E5 : Providing greenery in outdoor
environment, E6 : Providing space for reading and individual studies, E7 : Improving the social areas,
common informal spaces for break-out times, F1 : Providing space for children’s self-expression needs, F2
: Providing space for play and movement needs, F3 :Providing space for observation and experimentation,
F4 : Increasing children’s’ attention and motivation during the lessons, F5 : Improving the school design
according to age and classroom-level differences between students, F6: Improvement of the overall design
according to children’s needs G1 : Need of changes emerged due to the conversion of half-day education
to full-day education, G2 : Security Concerns

‘Written responses to the question “What do you think are the most important issues that are the Response

source of the need for spatial changes in the short or long term at school?” Encoding
Her zaman okulda ¢aligma olmamali farkli mekanlarda ders islenmeli. Siniflar biiyiidiikge siralar degismeli. g;’ gg’
1 Kigiik (yas¢a) smiflarda daha kiigiik siralar olmalidir. Okul i¢inde degisik sinif ortamlari olmalidir. Miizik > >
ST . o S - - D4, DS,
ortami, beden egitimi ortami, resim atdlyesi ortami gibi. Ogrenci sayisina gore daha ¢ok sinif olmalidir. F5
2 Sinif panolarindaki ¢alismalarin degisikligi, 6grenci islerinin sergilenmesi. Kapilarin, koridorlarm canli  Al, CI,
renklere boyanmasi, sinif sayisinin artmast. E2
3 Sosyal kuliipler igin ayr1 faaliyet alan1, derslikler gerekiyor. Ilkokul ve ortaokul dersliklerinin ayri binalarda A1, E3,
olmasi gerekir, 6grenci sayisinin artisi. Gl
4 Spor aktiviteleri, her tiirlii spor aktivitesi i¢in mekanlarin olmasi, varolan mekanlar1 egitim dgretime uygun D5. Gl
hale getirmek. i
Okullarda mekan degisikligi sosyal faaliyetlere, ders dis1 aktivitelere baglh olarak meydana geliyor. Ancak Bl. DI
okullardaki derslik yetersizligine bagli olarak gergeklestirilemiyor. Bence okullara fen laboratuar: kurulmali D3’ D 5’
5 ve Ogrenciler dersi bu ortamda islemeli. Beden egitimi i¢in kapali ve donanimli spor salonlar1 yapilmali. ’ ’
g ST N : . 7 . D6, El,
Miizik derslerine yine miizik aletiyle donatilmis derslikler tasarlanmali. Drama salonu olmali ve 6grenciler E3.Fl

icin sunum yapma ortami bulunmali.
Cocuklarin hareketleri her mevsim i¢ mekanla sinirli, bahgeye ¢ikma ihtiyaci oluyor. Mevsim gegislerini  E4,  F2,

bile gbzlemleyemiyoruz. F3
Oyun alani eksik. Ogrenci say1s1 ¢ok, derslik sayisi az. Sosyal ¢alismalar igin birim yetersiz. Plansizlik, tekli Al BI,
7 o . ¢ o N . E3, F2,
ogretime gegis. Eskiden iginde bulundugum okulda her olanak vardi, simdi yok. Gl
3 Siumflarin darligi, genis sinif ihtiyaci. Derslere gore 6zel smniflar olmali. Matematik dersi, fen bilgisi, B2, DI,
Ingilizce (kulaklikli) D6, D7
9 Derslikler kiigiik oldugu icin mekan degisikligi sorunlar1 ¢6zmiiyor. Bahge ve oyun alani yeterli degil. E4, F2
Ogrencileri alisik oldugu uyaricilardan uzaklastirmak, dikkatlerini toplamak (giiriiltii vs). Cocukarin dikkat
10 dagmikhfma kanal olusturmak adina degisiklik mantikli ama alistk olmadiklart mekanlardan uzak D7, F4
durulmali. Ingilizce dersi igin dil sinifi imkani saglanmali.
Oyun alanlari, kitap okuma alanlari, dinlenme alanlari, resim ve uygulama atdlyeleri, donanimli konferas-
11 - L . o E6, F2
tiyatro salonu. Fiziki sartlara gére donanimi artirilabilir.
Okulun tiim mekanlar kii¢iik oldugu i¢in dersleri farkli mekanlarda yapmak 6grenci sayisinin ¢ok olusu  Al, B2,
12 sorununu ¢ozmemektedir. Genis bir bahge, havalandirilabilen bir spor salonu, Isik ve hava girmesi icin C2, C4,

koridorlarda cam olmasi... D5, E4

158



Istedigimiz ders saatinde beden egitimi yapamiyoruz. Kiitiiphanemiz olmadigindan ¢ocuklar mahrum

13 kaliyor, istedikleri zaman istedikleri kitaplara ulagamiyorlar. Bahgemiz ¢ok kiigiik oldugu igin ¢ocuklar oyun gg’ E4,
oynayamiyor.

14 Laboratuar yok, spor salonuna ihtiyacimiz oldugunda diger siniflarla ortak kullanmak zorundayiz, rahat B1, DS,
kullanamiyoruz. D6
Ogrencilerin smif igindeki oturma diizenlerinde ve sosyal etkinlikleri farkli mekanlarda gergeklestirme gi’ gé’

15 ihtiyact oluyor. Cocuklarin oyun alanlarinda degisiklik yapilmasi ihtiyaci, daha biiyiik olabilir daha uygun K ’

o . O . E3, F2,
olabilir, oyuncaklar yumusak zemin olabilir. Kiitiiphane, laboratuar, spor salonu gerekiyor. F6
Ozellikle kiigiik yas gruplarinda mekan degisikligi cok énemli. Kendilerini 6zgiirce ifade edebilecekleri bir D1, D3,

16 resim atdlyesi olabilir, sarki sdyleyebilecegi bir oda olabilir, enerjisini atabilecegi bir beden egitimi salonu D4, D5,
olabilir. Siirekli sinifta ders yapmamak basarty: artirmak i¢in 6nemli bir konu, farkl aktivite odalarma E3, F1,
ihtiyag var. F5, F6

17 Panolar degisiyor. Okul ve siniflarin daha renkli olmas: ihtiyaci. Kapali spor salonu ve kiitiiphane ihtiyaci gzl’ E 6D5,

18 Okullarin ¢ocuklarm ilgisini ¢ekecek sekilde diizenlenmesi, renklendirilmesi, duvarlarin, yerlerin, panolarin gé’ g;’
bilgilendirme amaglh kullanilmas kiitiiphane, laboratuar ve spor salonu ihtiyact E 6’ F6 ’

19 Okul ve smiflar. Kiitiiphane, laboratuar ve spor salonu ihtiyaci. Genel olarak ¢ocuklara hitab eden bir ortam B4, DS,
olusturulmasi ihtiyaci F6

20 Bircok mekanda degisiklik yapmak gerekiyor. Ogrenci sayisi fazla. Kiitiiphane ve bilgisayar smiflarn = Al, DS,
ihtiyaci, 6gretmenler odasi E6

Al, B2,

21 Siniflarin kiigiikliigii, 6grenci sayisinin fazlaligi. Kiitiiphane, laboratuar, bilgisayar odasi, spor salonu D5, D6,

D8, E6
Sportif faaliyetler i¢in bahgenin diizenlenmesi, beceri dersleri i¢in siiflar, genis mekanlar, renkli mekanlar B2, CI,

22 - E : e D5, E4,
icin okulun boyanmasi, siniflarin genigletilmesi, kapali spor salonu, kiitiiphane E6

23 Sportif faaliyetler, teknoloji egitimi, daha biiyiik alanlarin ¢ok boliimlii olarak diizenlenmesi gg’ D5,

24 Mekan degisikligi yaparak ¢ocuklarin motivasyonunu artirmak. Brang dersliklerinin olmasi, okul gezileri FD41 .- D2,
Ogrenci ve dgretmenlerin ara sira degisik faaliyetlerde bulunabildigi farkli etkinlik alanlari olabilir. Oyun

25 alanlari, sosyallesme, sosyal faaliyetler ve dinlenme alani ihtiyaci. Giin gectikge artan strese ve soguk E3, E7,
havada kapali mekanda olma durumuna kars1 ogrenci ve Ogretmenlerin motivasyonunu artircr faaliyet F2, F4
alanlar1 ihtiyact.

26 Okullarin ¢ogunda spor salonu yok, fen derslerinde kullanilabilecek bir laboratuar yok. D3, D6
Resim, miizik gibi etkinliklerde farkli mekanlarin kullanilmasi bu derslerin daha verimli kilacagina DI, D3,

27 . e . . D4, D5,
inantyorum. Ayni ders ortamindan 6grenciler kurtarilmali. Bir spor salonu mutlaka olmali. F4

28 Cocuklara daha fazla hitab eden somut nesneler, daha fazla duyu organina hitab eden mekanlar F3, F6

Al, BI,
Okulun spor salonunun olmamasi en bilyiik eksikliktir. Ayrica destek egitimi (kurslar, kliipler) icin B2, B3,

29 derslikler yetersiz kalmaktadir.) Uzun vadede okulun yeniden yapilandirilmasi gerekiyor bence. Yikiip B4, Cl,
yeniden inga edilmeli. Ogrenci sayisina gore daha ¢ok ve daha genis siiflar olmali. Malzemesi, rengi ile D5, E3,
ortam ¢ocuklara hitab etmeli. Bahge oyun ve spor i¢in yeniden diizenlenmeli. E4, F2,

F6
T o .. B6, D5,
Laboratuvar ve salon (spor, sosyal etkinlik i¢in ¢ok amagl mekan) ihtiyaglar1 var. Bu mekanlar ulasilabilir D6 El

30 olmali. Cocuklarin Yesil alan ihtiyaci var, bahge buna gore diizenlenmeli, ¢ocuklarin doga ile iliskisi yok. E3 ’ E 4’
Disarda vakit gegiremiyorlar. E5. F2.F6

31 Sinif mevcutlarin kalabalik olmasi nedeniyle fiziksel ortam kiiglik geliyor. Oturma diizeni ya da farkli Al, B4,
yontemlerin kullanilmast i¢in higbir diizenleme yapilamiyor. D9

32 Ogrenci sayisinin fazlaligi. Bahge alaninin verimsiz kullanimi. Bahgeyi oyun ve spor saatlerinde déniisiimlii Al B4
olarak kullaniyoruz oysa daha nitelikli bir ortam yaratilabilir, subelere boliistiiriilebilir, paylasilabilir. i

D1, D4,
Gorsel sanatlar dersi i¢in atdlye, beden egitimi ve oyun i¢in spor salonu olmali ve bahge alani tiim ihtiyact D5, D9,
33 kargilayacak sekilde bilyiik olmali. Bahge derslerde gesitli aktivitelere izin vermeli. Cocuklarin dogayr E3, E4,
tantyabilmesi i¢in yesil alan olmali. E5, F2,
F3
34 Sinif mevcutlarina gore siiflar ¢ok kiiciik kaliyor. Al,B2
D1, D3,
35 Ders konularina gore farkli mekanlarda, farkli bigimlerde gergeklestirilebilir. Yer degistirme 6grencilerin D4, DS,
ilgisini, motivasyonunu arttirir. Spor salonu , kiitiiphane, resim, miizik odasi olabilir. D9, E6,
F4
Spor yapilabilecek bir mekanin olmamasi beden egitimi derslerini olumsuz etkiliyor. Kisin ¢ocuklar hig
. o . . PO A e D4, D5,

36 hareket edemiyor. Kiitiiphane, akil oyunlar1 simnifi, miizik ve resim atolyesi gibi ek simiflara ihtiyag E3.E6
duyuluyor. i
Sinif i¢i daha rahat, eglenceli ve renkli olmali. Ders materyalleri ulasilabilir ve bol olmali. Teknolojik egitim B2, B3,

. o < . S B4, BS,

37 materyalinde sorun yasanmamali. Mekanlar miimkiin oldugunca daha genis olmali, farkl etkinliklere, grup B6. Cl
calismalarina izin vermeli. D9’ ’

33 Spor salonu, laboratuvar, asansor ihtiyaglari. Tiim mekanlar her ¢ocuk i¢in erisilebilir olmali. Cocuklarin ~ B6, DS,
hareket edebilmesi i¢in spor salonuna ihtiyag var. D6
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Fiziksel hareketler ve oyun i¢in yeterli mekan olmali. Tam kiitiphane gibi degil ama okuma koseleri

39 olabilir. E6, F2
T o _— . - . . D1, D3,
40 Ders igeriginin, konusunun ihtiyact. Ihtiyag duyulan konulara gére oyun ve sanatsal etkinlik, miizik, resim, D4 E3
sosyal etkinlikler, drama) alanlari olusturulmali. 2 ’ ’
Ders igerigi, ders isleyisidir. Sinifta veya okulda konulara dair afisler olmali. Mekanlar giiniin veya haftanin
4 onemine gore degisiklige gidebilir. Uzun vadede yas farkliligidir bence. Ciinkii 6grenci her yil biraz daha DI1.F5
biyliyor ve algisal olarak farklilagiyor. Bu algi igerigi onemlidir, buna gore 160nlastig olarak bilgi algi ve ’
gorsel olarak degisiklige gidilebilir.
Spor salonu, kiitiiphane ve laboratuvar eksiklikleri en 6nemli konulardir. Simif i¢ine minik kitapliklar ve fen ~ Al, B2,
42 koseleri yapilabilir. Ancak siniflarda boyut, alan ¢ok kisitli. Okulda bahge yetersiz, spor faaliyetleri icin yer DS, D6,
yok. Uzun vadede 6grenci sayisinin azaltilarak dersliklerin bir kismimin sosyal aktivitelere ayrilmasi iyi El, E3,
olurdu. Tiyatro, drama caligmalari i¢in sahne gerekliligi oluyor. E4, E6
43 Kiitiiphane, spor salonu ihtiyaci. Kiitiiphane i¢in bos bir sinif bile diizenlenebilir. D5, E6
Su anda simif mevcudum yeterli (25) o yiizden higbir sorunum yok ama okul bahgesi okul igin ¢ok kiigiikk, ~Al, DS,
44 zemini uygun degil. Asfalt okul bahgesi mi olur? Okulda spor salonu, kiitiiphane , laboratuvar ve bilgisayar D6, D8,
sinifi olmali. E4, E6
45 Bir Ingilizce smifi olmasi gerekiyor ve okullar tam giin egitime gore diizenlenmeli, su anda ¢ok kalabahk. Al, D7,
Tam giinii gegirecek sekilde yemekhane, sosyal alanlar yok. E7, Gl
46 Cocuklarin dikkatini derse toplamak, ders (brang) siniflarinin olusmasi ile 6grenme siirecini hizlandirmak. gz’ gg’
Uzun vadede spor salonun, miizik, resim odalarmin ve fen ve teknoloji siniflarinin olusturulmas: ihtiyaci. DS’ F4 ’
Mevcutlari azaltip en azindan salon olmayan okullarda sinif igerisinde farkl etkinlik yapabilme imkani Al B2
yaratilabilir. Ozellikle ilkokul gocuklari oyuna ¢ok fazla gereksinim duyuyor. Ancak bahge ve salonlar K ’
47 ? e . . AP . B4, DS,
ilkokullarda diisiiniilmemis durumda. Kalabalik siniflarda durum ¢6ziimsiiz ama mevcut 20 kisiden azsa E4 F2
siif i¢i etkinlikler yapilabilir. i
Mekanin yiiriitiilen ¢alismalara olan katkist yadsinamaz. Ozellikle brans dersleri konusunda (resim, miizik, gél" gg’
48 fen, matematik, spor) farkli, tam donanimli mekanlar ¢ocugun ilgisine ¢ekecegi igin algisini da ayni oranda D 6’ D7,
artiracaktir. ’ ’
D8, F4
49 Sosyallesme, kendini ifade etmek i¢in sosyal-ortak mekanlarin olmasi ihtiyaci. Siniflarin ¢ok kalabalik 231 ’ 113;’
olmasi, siniflara diigen d6grenci sayisinin azalmasi igin daha fazla sinif olmasi. Fl ’ ’
50 Genelde 160nlastig degisiklik yapmiyoruz ama boyle uygulamalar ¢ok yararli olabilir, 6grencilerin ilgi ve F4
merakini artirmak i¢in gerekebilir.
Beden egitimi derslerinde kapali bir spor salonunun olmasi ihtiyaci, miizik ve gorsel sanatlar derslerinde de B4. DI
ders arag¢ gereclerinin oldugu 6zel siniflar olmasi 6grenme ve 6grencinin ilgisini toplama agisindan olumlu ’ ’
51 AW o o - . . D3, D4,
olacaktir. Smif iginde 6grencilerin oturduklart siralarin degistirilmesi, farkli 6grencilerle oturmalari ve uzun
. o 1 D5, F4
stire bir arada oturmalarindan kaynakli giiriiltii engellenebilir.
52 Cocuklar okuma saatinde kiitiiphane, spor vaktinde spor salonunda resim resim yapacagi zamanda atdlyeye g;’ I;g’
girseler daha keyifli ve verimli ders yapilabilecegini diigiiniiyorum. F4 K ’
Dort duvar arasinda 45 kisilik siniflarda insanlar dogal olarak daha sakin, dinlendirici ortamlar istiyor. Simf ~ Al, BS,
icinin, koridorlarin daha ferah ve havadar olmasi gerekiyor. Bahge ise kiigiik de olsa yesil alanlari icermeli. C2, DI,
53 Bu her is ortami i¢in gegerlidir, hep ayni ortamda ¢aligmak insanlari sikabilir. Disarda olan iglere yonelmek D2, D9,
isteyebilir. Yerinde gorerek dgrenmek icin geziler iyi bir firsattir. Okulda da farkli etkinlik alanlariyla bu  E3, E4,
sorun ¢oziilebilir. E5
C2, C3,
54 Miizik dersi simifi, spor salonu, resim atolyesi ve laboratuvar ihtiyacinin olmasi. Ikili egitim nedeniyle C4, D3,
siiflarin yerinin degismesi. Giiriiltii ve giines nedeniyle bahge tarafi tercih edilmiyor. D4, D5,
D6, G1
. . . .. U _ D3, D4,
55 Yetenek gerektiren dersler igin spor, resim, r“nu_21k, okul i¢inde degisikliklere 1h31y§(; Ya"rdlr. Cok amagl Ds. EL
salonlarin daha tanimli hale getirerek resim, miizik siniflarina ya da spor salonuna doniistiiriilmesi iyi olurdu. E3
Ogrencilerin simf diginda da  her alanda kendilerini ifade edebilmeleri icin mekanlar olusturulmast1 D1, E3,
56 gerekiyor. Cocuklarin okulu sevmeleri igin simiflarin ve ortak kullanim alanlarinin islevsel ve ilgi ¢ekici E7, Fl,
olmasi gerekiyor. F4, F6
57 Ders dis1 etkinlik alanlar eksik, degisiklik yapmak miimkiin olmuyor. Toren kutlama etkinliklerinde cok DI, El,
amacli salonla ilgili diizenlemeler yapiliyor. E3
58 Kapali spor salonu olmal, satrang odas1 olmali, ingilizce smniflar olmali, simf mevcutlan diisiiriilmeli bunun A1, B3,
icin okulda degisiklik degil, okul yapilmali. D7,E3
59 Sinifta oturma diizeni degisiklikleri, farkli konularda derslerin farkli ihtiyaclari B4,Dl1
60 Beden dersi igin kapali spor salonu, miizik dersi yapilabilecek ses gegirmeyen oda gibi dil simifi gibi D3, DS,
ihtiyaglar D7
61 Miizik, beden egitimi ve gorsel sanatlar derslerinin islenmesi i¢in mekan ihtiyacidir. Okulda miizik odasi, D3, D4,
resim atolyesi, ve yagisli havalarda kullanmak i¢in kapali spor salonu alanlar1 olmalidir. D5
62 Ingilizce smifina ihtiya¢ duyuluyor. Cocuklarin derse gelip ingilizce materyallerle dolu olan sinifta grenim D7
gormeleri her zaman faydali olacaktir.
63 Farkli ders konularina gore degisen mekanlar, her dersin mekani farkli olmali. Dl
64 Siniflar ve koridorlarda ders konusuna gore. Sergileme, 6grenci islerinin asilmasi E2
Siniflarin kalabalik olmasi yeni smiflarin gerekliligine neden oluyor. Fiziksel sartlarla iliskin degisiklik Al Bl
65 ihtiyact oluyor. Isinma, aydinlik olmasi ihtiyaci gibi. .. CZ’ c4 ’
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Derslerin daha verimli islenmesi ve 6grenilmesi i¢in 6grenme mekanlarmin g¢esitlendirilmesi gerekiyor.

B3, D3,

66 Laboratuar, kiitiiphane, atolyeler, resim, miizik odalari, spor salonlari, aktivite alanlari olmasi lazim. gg‘ » D5,
67 Okulun duvarlarinin fazlastyla renksiz olmas: hem 6grencileri hem bizleri olumsuz etkiliyor. Bu yiizden cl.G2
boya ihtiyact ¢ikti. Merdiven korkuluklarin daha giivenli ve saglam olmasi gerekiyor. ’
Cocuklar kogma istekleri ve enerjilerini atabilsinler diye hareket edebilecekleri, kosabilecekleri alan ihtiyact
68 - . P . E4, F2
doguyor. Bah¢enin daha biiyiik olmasi gerekiyor.
Siniflarin 6zellikle duvar yiizeylerinin 6grenme faaliyetleri i¢in ¢ocuklarin ¢aligmalariyla, 6gretici poster ve Al Bl
69 gorsellerle daha verimli kullanilmas: gerekiyor. Siniflarin biyiitiilmesi ve ek mekanlar olusturulmasi BZ’ B4 ’
ihtiyaci ¢ikiyor, mevcut siniflar 6grenci sayisini da diisiiniince diizenlemeye izin vermiyor. ’
Bahge genisligi, kesintisiz internet ihtiyaci ve derslerde de ¢ikilabilecek genis bir bahge alani ihtiyaci. Spor C5. D5
70 alan1 ihtiyaci ve ¢ocuklarin teneffiislerde vakit gegirdigi kantin ve tuvaletlerin daha iyi, ferah sekilde E 4’ E7 ’
tasarlanmasi. ’
" Okul iginde etkinlik smiflar1 olusturulmali. Fiziksel etkinlik, is teknik vs gibi.. Okul bahgesi de fiziksel DI, D4,
etkinliklere gore boliinebilir cocuklar anlamsizca kosuyor. E3,F2
Egitim faaliyetlerini desteklemek ders ya da faaliyet konularna gore giinii birlik veya haftalik mekénsal B4 Cl
72 degisiklikler yapilabilir. Ogrencilerin ilgilerini toplayip sikilmalarimi engellemeye yardimei olur. Bunun F 4’ ’
disinda mekanlarda renk degisimi, sinif icinde oturma diizeninin degismesi de baska ihtiyaclar
Ders konularma gére degisiklikler, siralarin yerlerinin degismesi, sergileme, drama sinifi, bahgede oyun g}" gé’
73 alan1 olmasi gerekir. Spor faaliyeti yapabilecekleri yer gerekir. Ogrenci sayisi ¢ok fazla, daha fazla derslik El’ E3,
gerekiyor. E 4’ ’
Ogrencilerin oyun alani ihtiyaglari. Bahgeye buna yonelik yaslarina uygun spor ve oyun alam geregleri
74 Lo ) RS o E4, F2
konulmasi daha iyi vakit gecirmelerini saglayabilir.
75 Siniflarin daha genis olmasi gerekir. Koridorlarda bosluklarin (galeri boslugundan bahsediliyor) olmamas1 B2, CI,
ve giivenli olmasi gerekir. Daha renkli okullar olmaly, fiziksel aktivite i¢in alanlar yaratilmali. F2, G2
76 Kitiiphane olmali, yemekhane olmali, siniflarin kullanim alanlart kii¢iik, sirayla dolu. Resim, beden, miizik gz’ 113451,
dersleri igin alan olmali. En 6nemlisi yesil alan olmali. E 6’ E7 ’
7 Daha fazla sinif gerekiyor, mevcutlar ¢ok fazla. Okulun hayat dolu olmasini saglayabilmek igin daha gesitli ~ Al, BI,
ortam gerekiyor. B3, Gl
73 Gerekli sayida sinifin bulunmamasi nedeniyle her mekan sinifa doniisiiyor. Okul yapisi sisteme gore, egitim- Al Bl
Ogretime gore insa edilmeli, degisiklige uyum saglayamiyor. ’
Derslerdeki konularin, miifredata gore 6zellikle serbest etkinlik ve beden egitimi ve oyun derslerinde bahge Al Bl
kullanimina, spor salonu kullanimina yonelik mekanlarin olmasi. Resim, miizik, fen siniflari olmalidir. Ders Dl’ D3,
79 kazanimmin miktarint mekanin kullanilabilirligi belirlemektedir. Mekanlar miifredatla uyumlu olarak K ’
. . P D4, D5,
planlanmali. Ancak okullarda genel olarak Ogrenci sayis1 ¢ok fazla oldugu i¢in her mekan smifa D6
doniistiiriilmektedir. Temel sorun okul sayisinin az dgrenci sayisinin fazla olmasidir.
Deney amagh laboratuvar, kitap okuma ders calisma igin kiitiiphane ve spor salonu ihtiyaci. Gezi gézlem D2, DS,
80 . .
amacli okul disinda ders yapilabilmesi... D6
Spor, deney yapma gibi ders konularina gore cesitlenen mekanlar olmasi ihtiyaci. Tiim bu ihtiyaglar i¢in D5. D6
81 ayni mekan i¢inde de ¢oziimler tiretilebilir. Yemekhane ihtiyaci, ¢ocuklarin yemek yiyebilecekleri bir yer E7’ ’
yok.
Fen bilimleri dersinde laboratuvar ihtiyaci oluyor. Sinif iginde bir okuma kosesi de Ogrencilerin
82 motivasyonu i¢in iyi olabilirdi. Tarih derslerinde geziler, miize gezileri ders konularinin gocuklarin aklinda D2, D6
kalmasini sagliyor.
83 Beden egitimi ve spor salonu ihtiyaci. Sosyal bilgiler ve fen bilimleri dersleri i¢in mekan ihtiyaglari doguyor. D5. D6
Etkilesimli tahta ile ¢ocuklara farkl gorseller sunarak bu ihtiyaci karsiliyoruz. ’
84 Ozellikle fen ve teknoloji konulari laboratuvarda islemek ¢ok 6nemlidir. Tiirkge okuma saatlerini D6, DS,
kiitiiphanede gergeklestirmek ¢ocuklarin motivasyonunu artirabilirdi. E6, F4
85 Gosteri ,tiyatro salonu , okuma alani, satrang akil oyunlart sinifi gibi kuliip etkinlikleri ve sosyal etkinlikler ~ D5, El,
icin mekan ihtiyact doguyor. Spor salonu ihtiyaci oluyor. E3
Siiflarin  kiigiik, mevcutlarin kalabalik olmasi nedeniyle ¢ikan ihtiyaclar. Sosyal etkinlik alanlari Al, B2,
86 olusturulmali, beden egitimi i¢in gerekli alan olmali, bunun disinda resim, miizik vs brans dersleri igin 6zel D3, D4,
ortamlar olmali. D5
87 Ogrencilere sosyal aktiviteler i¢in salon saglanmasi gerekiyor. Okul her yonden donanimli olmali. Al, BI,
Mevecutlar kalabalik oldugu i¢in daha ¢ok derslik ve okul olmali. E3,
38 Giizel igerige sahip bir kiitiiphane ve kapali spor salonu ihtiyaci. Ogrencilerin dikkati hep ayni yerde olunca D5, E6,
dagiliyor. F4
. . . . D3, D4,
39 B_lhm ve sanat uygulamalari igin r_ne_kanlar,‘ laboratuvar ve resim, _muz_lk 9dfﬂar1 gibi. Bedensel gelisim igin Ds. D6,
bir spor salonu ve ¢ocuklarin ilgisini ¢cekebilecek ¢cocuklara yonelik bir kiitiiphane-okuma alani. E6. F4
Ilkokul 6grencilerinin yaslar itibariyle ¢ok ¢abuk sikilmalari, ilgilerinin ok cabuk dagilmasi nedeniyle
derslerin konularina gére farkli mekanlarda yapilmas: dikkatlerini toplamalar1 agisindan yararh olabilir. Cl1, DI,
90 Uzun donem tekrar eden tiim aligkanliklarin mekan da dahil insanlarin iizerinde olusturdugu sikilma, D2, E2,
yorulma, bikma hissi iyi gelmiyor. Duvarlarin ve kapilarin renkleri, simif i¢in mobilyalarin yasa gore F4, FS,
degismesi ve panolarda 6grenci ¢aligmalarinin sergilenmesi yapilan, yapilabilecek bazi degisiklikler...
91 Ogrenci dolaplarinin temin edilmesi, askilik kitapliklarin yapilmasi gerekiyor. Her giin tiim kitaplarini B4.F6
esyalarini tagimasinlar, kaybolmasin diye béyle bir ihtiyag¢ var. Siiflarini da boylece daha ¢ok benimserler. ’
Koridor ve tuvaletlerin genis olmasi. Cok amagli ve salonlarin, en énemlisi okul bahgesinin genis olmasi.
Tuvaletler ¢ok az sayida ve teneffiiste grencilere yetmiyor. El, E3,
2 E4, E7
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Resim, miizik ve spor salonu gibi ¢alisma alanlar1 ve aktivite alanlari olusturulmali. Cocuklara okulu egitim-  C1, D3,

93 ogretimi sevdiren ¢alisma ve degisiklikler yapilmali. Mekanlar ¢ocuklara gore olmali, esyalar, D4, DS,
renkler...Devlet dairesi gibi olmamali. F6

04 Kitap okuma salonu ihtiyact oluyor. Ogrencilerin var olan yeteneklerini kullanmalarina, gelistirmelerine gz’ gg’
olanak saglayan arag-gereg, materyallerin oldugu salonlar olmali. (spor,miizik, gorsel,laboratuar) E 6’ ’

95 Islik (resim) ve miizik odas1 olmali, spor salonu olmali. gz’ D4,

96 Okulda bir spor salonu olmali.

97 Dersin konusunda gore ders-arag gereglerinin kullanilmasi ve uygulama alanlarinin kullanilmasi (fen, DI, D6,
teknoloji laboratuvari) D8
Gorsel panolarin kullanilmas: ve konuya gore ders arag-gereglerinin kullanilmasi. Panolarda &grenci

e . . . . Cs, DS,

98 calismalar sergileniyor. Teknolojik altyapinin yenilenmesi. Spor salonu, laboratuvar, derslik mekanlarinin D6 E2
yenilenmesi. i

99 Ders ortamlarinin daha havadar, ferah olmasi saglanmali. Cocuk psikolojisi diisiiniilerek mekanlar hayata
gegirilebilir.

100 Sinif mevcutlarmim kalabalikligi, mekansal darlik ve 6grenci mevcudunun ¢ok olmasi. Bu konuda yeterli Al B2
altyapinin olmamasi. i
Ogrenci seviyesine yasina gore yapilmast gereken degisiklik ihtiyaglari oluyor. Siralar, mekan, renkler... B4, ClI,

101 . .

Her sinifa gore farkl ihtiyaglar oluyor. F5
Farkli alanda bedensel faaliyet yapmak, kiitiiphane gibi ortamlarda okuma, arastirma yapmak, deney amagl
laboratuvar kullanmak. Kullanilabilecek sportif ekipmanlar gelistirilmesi, zengin, genis, ferah, okuma alan1 D2, D6,

102 diizenlenmesi, 6grenci diizey ve gelisimine uygun laboratuvar gelistirilmesi gerekir. Gezi gozlem amagh  E6, F2,
mekan degisikligi yapilabilir. Ogrenci yas ve gelisimlerine uygun mekanlarin segilip ogrenciler F5
bilgilendirme gezisine dahil edilebilir.

Fen bilimleri dersinde laboratuvar ortami, miizik dersinde bir miizik odasi, beden egitimi igin spor salonu,

103 Tiirk¢e kapsaminda yer alan kitap okuma ve arastirma konularinda kiitiiphane ortami, gezi gozlem DI, D3,
caligmalari ve akil oyunlart odasi ihtiyaci. Bahar doneminde de diizenlenmis bir bahge tercih edilebilir. Ders D6, E6
burada yapilabilir.

104 Sinif camlarinin agilabilir olmasi ve duvarlarin boyanmas: , renklendirilmesi ihtiyaclar Cl,C2
Yabanci dil 6gretiminde 6zellikle dil laboratuvarinin olmamasi yabanct dil 6gretmenleri igin biiyiik

105 handikap. Ayni smif iginde uzun vadede kalmak Ogrencileri sikiyor. Mekansal degisikliklere ihtiyag D7, F4
duyuluyor. Farkli ortamlar 6grenmeyi olumlu etkiliyor.

Alanin yetersizligi, oturma diizeni degisikligi. Derslere uygun 6grenme alanlari. Spor salonu, kiitiiphane, B2, D4,

106 " sy e D5, E6,
gorsel sanatlar salonu gibi ek mekan ihtiyaglar. F4

107 Siniflardaki oturma diizeni degistirilebilir. En arkadaki 6grenciyi gérmek, ona ulasmak ¢ok zor olmakta. B4
Sinif diizenlemeleri 6grencilerin daha iyi odaklanabilecegi sekilde diizenlenmeli.

108 Ogrenciye uygun olmali. Okula uygun olmali. flkokul 6grencilerine gore renkli, ulasilabilir olmali. Bahgede B6, Cl,
bir oyun alani olmali. E4, F6
Siniflarin daha genis, koridorlarin giivenlik agisindan daha uygun, (diiz, genis) olmas: gerekmektedir.

Lo . . . . B2, CI,

109 Okullarimiz gocuklarin ruhsal gelisimine uygun boyanmali, koridorlar gesitli olan gelisimlerine uygun F6
diizenlenmeli.

S Sl D6, El,

110 Laboratuvar eksikligi, ¢ok amacli salon eksikligi. E3
Siniflar aydinlik ama ortak alanlar ¢ok karanlik, kasvetli. Koridorun bi¢imi giivenlik agisindan uygun degil, C4, DI,

111 kuytu koseler var. Bahgemiz ¢ok kiigiik. Cocuklara biraz yesil alan, oyun alani saglanmasi teneffiiste daha E4, ES5,
verimli zaman gecirmeyi saglar. Derslerde de bahge kullanilabilir. Bitki yetistirilebilir vs. F2, G2
Ogrenci sayisi sinif igin fazla. Diizenleme yapmaya pek olanak olmuyor. Siifin daha biiyiik olmasi gerekir Al B,

e . -« g B2, B4,

112 ya da simuf sayis1 artacak. Derslerde bahgeye cikilamiyor ayrica dgrenci sayisina gore kiigiik. Bahgede DI F4
yapilacak bir sey yok, yesil alan yok. E5 ’ ’

113 Sinifim ¢ok kalabalik. En fazla 25 kisi olmali ki oturma diizeni degistirebileyim. Bazi arkadaslar yapabiliyor. ~Al, B4,
Dikkat, konsantrasyon agisindan iyi oluyor. Bah¢ede ekip bigilecek yesil alan olabilir. E5,F4
Cocuklarin kisin da vakit gecirmesi i¢in yer ihtiyaci. Kantin igerde olabilir, oyun alani olabilir. Mevcut

N . Al, E7,

114 yiiksek ve mekanlar dar. Bahgeye yesil alan yapilmasi, oyun alani olmasi. Cocuklar ne yapacaklarmi 2
bilmedikleri i¢in kosuyorlar.

Ogrenci sayisinda gore derslik sayisinin artmasi. Meveutlar ¢ok kalabalik. Derslerin konusunda gore farkli A1, BI,

115 yerlerde islenmesi. Brans 6gretmenleri olmasa bile resim, miizik, spor ve diger giinliik hayatla ilgili dersler D1, D3,
icin mekan degistirilmesi. Daha ¢ok okul, daha ¢ok smif ihtiyaci. Tekli sisteme gore ilkokul ¢ocuklarmin D4, DS,
ihtiyacina gore fonksiyonel okullar yapilmasi. Gl
Brans derslerine ayrilan alanlar bile smifa gevrildi. Siniflarda oturacak yer bulamiyoruz, ¢ok kiigiik.

116 Diizenleme(derse gore) yapilmasi ¢ok yararli, ilgiyi artirir ama mekan sikintisi nedeniyle yapamiyoruz. Bl, E4,
Dersliklerin sayica artirilmasi, bahgenin oyun alani ve oturma alaniyla zenginlestirilmesi, okul i¢inde vakit E7, F2
gecirecek mekan olmasi okuma, oyun kdseleri gibi. ..

Y1l iginde hazirlanan tnitelendirilmis yillik plan dogrultusunda belirli giinlerle ilgili mekanlara geziler

117 yapilmaktadir. Gerektiginde smif iginde ve disinda konulari igeren konferans salonu, miizik odasi, atdlyeler, D2, El
bilgisayar odalar1 vb. yapilir.

Konular dogrultusunda belirli giinlerle ilgili okul disinda miizelere, dogal alanlara geziler yapilmaktadir.

118 Gerektiginde smif i¢inde ve disinda konulari iceren konferans salonu, miizik odasi, atdlyeler, Ingilizce simfi, D2, E1
bilgisayar siniflart yapilir.

119 Miifredat dogrultusunda belirli giinlerle ilgili mekanlara geziler yapilmaktadir. Gerektiginde siif iginde B4, D2,
oturma diizeninde sinifta yapilan aktiviteye gore degisiklik yapilir. D9, El

120 NA F2, Gl
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121 NA

122 NA
Okullarda su anda 163nlastig degisiklik gerektiren ana konu dgrenci sayilarmim artmis olmasi. Daha ¢ok
derslik ve ortak alan gerekiyor. Cocuklarin oynamast igin igerde ve disarda alan ihtiyact var. Bahgede ne  Al, BI,

123 yapacaklarini bilemiyorlar, daha ¢ok oturma oyun alani gerekiyor, tanimli olmasi lazim. Derste ¢ikinca gok  C3, E4,
fazla giiriiltii oluyor. Degisen egitim sistemine gore (ikili-tekli, ilkokula doniisme) uygun mekanlar olmali. ~ ES, F2
Hem miifredat hem de dgrenci sayisina yanit verecek sekilde.

Okullarin ¢ok katli ve bahgelerin kiiglik olmas: 6grenciler i¢in dezavantaj. Bahgelerin zeminin sert ve
- o ; . T ; . D5, E4,
agacsiz olmasi, kiigiik olmasi bahgede oyunla ve yesil alan i¢inde nitelikli vakit gegirmelerine engel oluyor.

124 P . M > o7 E5, F2,
Okul bahgesinin daha genis olmas1 ve ¢gocuklarin yaslarina gére oyun alani ve yesil alan olusturulmasi egitim F5
faaliyetleri acisindan biiyiik yarar saglayabilir.

Sinif i¢inde sira diizenin degistirilerek U tipi ya da baska bi¢gimde olusturulmasi. Genelde ders esnasinda

125 S P - . B4, D9
farkli calismalar i¢in diizen degisikligine olanak saglanmasi gerekiyor.

126 Fiziksel aktivitenin artirtlmasi i¢in i¢erde ve disarda mekan ihtiyaci oluyor. Bunun diginda laboratuvar, brang D1, D6,
odalarinda ders yapilmasi gerekiyor. F2
Cocuklarin bu yaslarda 6grenmeye ilgisi daha yogun oluyor. Fiziksel 6zellikleriyle dikkat ¢eken mekanlarda
ders yapilmasi hem ilgilerini hem motivasyonlarini artirmada 6nem arz ediyor. Bunun i¢in konulara gore
N . o B3, E4,

127 6zel siniflar, alanlar olmasi derslerin farkli mekanlarda yapilmasi onlar igin yararl olacaktir. Mevcut F4.F6
kosullarda dersin bahgede yapilmasi bile zor oluyor. Daha farkli ve degisik 6grenme mekanlari ’
olusturulmali.

Sinif i¢inde oturma sira diizenini degistirme ihtiyaci, spor faaliyetleri i¢in mekan degisikligi kisa vadede B4, DS,

128 gereken degisiklikler. Bunun disinda oyun alani ve bahge, derslerde ve 163nlastigim vakit gegirmeleri igin ~ E4,  ES,
yesil alan ihtiyaci var. E7,F2
Oyun saatleri, drama ve satrang aktiviteleri i¢in farkli mekanlara gegme ihtiyaci oluyor. Okul iginde hep

129 ayni tip siiflar var ve spor faaliyetleri, sanatsal aktiviteler igin yer gerekse de bulunamiyor. Yani giin iginde D1, D5
mekan degisikligi ihtiyaci oluyor ama yer olmadigi i¢in sinirlaniyor.

130 Derslik sayis1 yetersiz. Oysa ki farkli dersler i¢in konulara gore farkli siniflar yapilabilir. B1, DI

131 Okulda bir binada bu kadar ¢ok derslik olunca baska aktiviteler i¢in yer kalmiyor. Derslik sayis1 yetersiz. B1. DI
Oysa ki farkl dersler i¢in konulara gore farkli siniflar yapilabilir. ’

Ayni katta ¢ok sinif var ve smiflada dgrenci sayisi fazla. Genel olarak derslik sayisi yetersiz. Bu nedenle

132 ik, - . . Al, Bl
stirekli bagka sinif ekleniyor, varolan her alan sinifa doniistiiriiliiyor.

133 Okulun genel yapisi degilen miifreadata ve sisteme, cagdas egitim yontemlerine cevap vermeli. Ogrenci AL Gl
sayisinin artmasi, miifredat-sistem degisiklikleri 163nlastig degisiklik ihtiyaci doguruyor ama yapilamiyor. ’

Brans dersleri iin ayr1 siniflar, mekanlar olmasi gerekiyor. Farkli, cesitli konularda dersler var hepsi aym

134 sinifta, ayni diizende gerceklesiyor. Ogrencilerin yas gruplarina gore, hem de derslerin konularina gore farkli D1, F5
mekanlar olmasi gerekiyor.

Genel olarak derslerde konulara gore 163nlastig degisiklik ihtiyaci oluyor. Hayat bilgisi ve beden egitimi B2 DI

135 dersleri farkli mekanlarda, bahcede gergeklestirilebilir. Bahgede buna uygun alanlar yaratilabilir. Smif ’ ’
biiyiikliigii de ara ara ortaya ¢ikan yeniden diizenleme ihtiyacini karsilamiyor.

Hem igerde hem disarda, 163nlastigim163n serbest zamanlari ve beden egitimi derslerini gegirebilecekleri

136 s E7,F2
oyun alani ihtiyaci ortaya ¢ikiyor.

137 Smif mevcutlar ¢ok fazla, azlatilmali. Simiflarda, okulda okuma koseleri olusturulabilmeli Okul gift
163nlastig1 ve siniflarda degisiklik yapmak zor. Sira diizenini ara ara degistirmek gerekiyor.

138 Ogrenciler bu yaslarda ¢ok hareketli ve siirekli ayni sinif iginde ders yapmaktan sikiliyorlar. Oysa konulara D1 F5
gore farkli bir ortama girdiklerinde derse odaklanip daha aktif oluyorlar. i

139 Mekana alismanin vermis oldugu rehavet degisiklige engel oluyor. Tebdili mekanda ferahlik vardir dedikleri DI
gibi, mekan dersleri sinif disinda bagka mekanlarda da gergeklestirmeyi denemeliyiz aslinda.

Spor salonu, fiziksel aktivite igin 163nlastig ihtiyaglar oluyor. Cocuklarin sanat, spor, zeka oyunlar1 gibi B3, D3,

140 T . PGP e D4, D5,
farkli alanlarda yeteneklerini gelistirmelerine yonelik cesitli mekanlar olusturulmasi. 2
Siniflar klasik oturma diizeninden kurtarilmali. Gegmiste kara tahta vardi simdi akilli tahta kullaniyoruz bir
stirii farkli aktivite yapilabiliyor ama oturma diizeni degistirmek zor oluyor. Brang derslerine gore sinif

141 o S . . . . B4, D9
degistirme ihtiyaci ¢ikiyor ama olanak az. Okul bahgesi genislemeli, oyun alani ve spor alani gerekli. Su
anda bahgeye cikiyoruz ama verimli kullanilamiyor.

Bahgede futbol sahasi, basketbol potalarinin diizenlenmesi ve ¢ocuk kullanimina uygun hale getirilmesi ¢ok

142 6nemli. Bahce kullanimi en 6nemli ihtiyag konusu. Sinif diizenini hi¢ degistiremiyoruz oturma diizeniniara B4, D5,
ara degistirebilmek gerekiyor. Siralar hantal ve uygun degil. Oysa bu da bir ihtiyag. Ozellikle kisin spor ~ F2
alani1 ihtiyaci oluyor. I¢erde bir salon yok ve disarist da soguk oluyor.

143 Cocuklarin enerjilerini atabilmeleri i¢in her giin bir dersin mutlaka spor salonunda ya da bahgede olmasi D5, E4,
gerekir. Bunun i¢in dncelikle spor ve oyun alanlarinin uygun hale getirilmesi gerekiyor. F2

D5, E4,

144 Cocuklara bahgede enerjilerini atabilecekleri oyun ve spor alanlari gerekiyor. F2

163




Appendix A.4: Assessments on Spatial Features of Qualified Learning Spaces

Table 1: The list of codes given to the written responses to the Question 6.

Response Codes

Al : Spatial variety and thematic learning spaces, A2 : Rearrangeable spaces and unconventional classroom
layout, A3 : Qualified design of outdoor spaces and including greenspaces/natural elements, A4 : Sufficient
spaces in size and fewer students, A5 : Other informal areas of learning & spaces for through experience,
A6: Designed according to children physical and cognitive needs, A7 : Spaciousness and well-lit spaces

Participant | Written responses to the question “Where was the most qualified learning space you’ve ever | Response

No seen or experienced? In terms of which spatial design features do you think this space is | Encoding
successful?”

1 Bundan 12-13 y1l dnce gordiigiim giizel, aydinlik bir resim at6lyesi olan okul. A7

2 Odunluktan bozma sinifta da egitim yaptigimiz oldu, giiniimiizdeki okullarda da egitim faaliyeti | A4
gergeklestirdik. Cok fark gérmedim. Onemli olan 6grencinin motivasyonu. Ogrenci sayisinin fazla
olmadig1 okullar daha nitelikli.

3 Farkli sosyal faaliyet siniflarinin, mekanlarin olusturuldugu (satrang, piyano-miizik, tiyatro gibi) | A5
ogrencilerin yeteneklerine gore yerlestirildigi bir 6zel okulu nitelikli buldum.

4 Aydinlik, genis, ferah, yapisal uygunlugu standartlari saglayan egitim mekanlarini begeniyorum. A4, A7

5 Simif bazl bir okuldu (her ders igin ayri mekan). Ingilizce dersligi vardi. Kiitiiphane vardi. Her dersi | Al, A5
ilgili salonda yapabiliyorduk.

6 Beyoglu Halig ilkokulu’nun yikilan eski binasi. Cok genis bir bahgesi ve bolca yesil alan1 vardi. Hem | A3
toren, kutlama etkinlikleri i¢in iyi bir yer sagliyordu hem de g¢ocuklar yesille dogayla ice ige
olabiliyordu, bir seyler ekiyorlardi. Kiigiik bir kiimes bile vardi.

7 Ornegin bu okulda daha 6nce bolca alan vardi, 6grenci sayisi nedeniyle hepsi smif oldu. Ogrenci | Al, A4
say1st ¢ok fazla olunca hig yer kalmiyor. Az 6grencili bol bol farkli, ¢esitli mekanlara sahip okullar
nitelikli. Ogrenciler hep ayn1 yerde oturmaktan gok sikiliyor.

8 Yeni bina ve genis siniflara sahip tiim okullari nitelikli buluyorum. A4

9 Nitelikli buldugum devlet okulu yok. Genelde o6zel okullar farkli tipte dersliklerle, genis bahge ve | Al, A3,
spor alanlariyla saglayarak daha basarili oluyor. A4

10 ingilizce dersleri i¢in dil sinifi, drama smifi gibi 6zel alanlara sahip ve gorsel olarak (renkler, | Al, A6
mobilyalar, oyun alanlari) ¢ocuklarin ruhuna hitap edecek sekilde yapilan okullar1 begeniyorum. Bir
defa igeri girince okulun ¢ocuklar i¢in yapilan bir bina oldugu hissedilmeli.

11 Egitimde iyi 6rnekleri konu alan yaymlardaki fotograflarda gordiigiim okullar var. Mekan egitim- | A4, A6
6gretim ve psiko-sosyal gelisim igin ¢ok 6nemli. Iyi okullar gocuk ihtiyaglarini karsiliyor, hem gérsel
olarak hem de boyutlar agisindan onlarin ihtiyaglarina, standartlarina gére yapilnus oluyor.

12 Eskisehir’de gordigiim bir ilkokulu ¢ok begendim. Genis bir bahgesi, yesil alanlari ve etkin | Al, A2,
kullanilan laboratuvar-deney alanlari vardi. Sinif mevcutlart ¢ok azdi, smiflar daha rahat | A3, A4
diizenlenebiliyordu.

13 Akasya Koleji. Havadar, ferah ve genis smiflar1 vardi. Ozellikle konferans salonu ¢ok nitelikliydi. | A4, AS,
Ses sistemi iyi bir havalandirmasi vardi. A7

14 Siniflarinda farkli diizenlemeler yapilabilen ve konulara gére farkli smiflari olan okullar nitelikli | A2
buluyorum. Ornegin u-diizeni, grup calismalarima gére yerlesim.

15 Isveg’te yer alan, bir belgeselde gordiigiim ilkokul yapisiydi. Tek kath binaydi ve yalmz belli | A3, A6
birimleri iki katliydi. Yesille, dogayla i¢ ice bir bahgesi vardi. Ahsap giizel bir oyun alani vardi.

Renkleri, malzemeleri, gorselligiyle 6grencilerin duygularina yonelik hazirlanan bir yapiydi.

16 Simdiye kadar hep devlet okullarindaydim, hi¢ 6zel okulda g¢alismadim. Galiba sadece parasi | Al, A3,
olanlarin gidebilecegi 6zel okullarda bunlara dikkat ediliyor. Begendigim okullar aydinlik, ferah, az | A4, AS,
ogrencisi olan okullar. Dans, drama salonu gibi 6zel alanlari oluyor. Bahgeleri, dis mekanlar1 | A6, A7
cocuklara yonelik oluyor.

17 Gordiigiim bir okulda yere kocaman bir diinya haritas: konulmustu. Merdivenlerden kapilara kadar | A5
her yere ogretici gorseller konulmustu bu agidan gordiigiim okulu ¢ok begendim. Ogrenciler
teneffuiste, okula girip ¢ikarken de gorerek Ogreniyorlar, akillarinda yer ediyor. Hatta teneffiiste
haritada yer bulmaca oynuyorlardi, cok hosuma gitti.

18 Portekiz’de teknik gezi icin gittigimiz bir okulda her simfta lavabo vardi. Ogrenciler sikigtkhk | A1, A2,
yasamadan kullaniyorlardi. Tabi o disiplini de kazanmislar, mesela elmasini yiyecekse orada | A6, A7
yikiyordu. Siniflarda az sayida Ogrenci vardi, ferahti. Ayri bir alanda toplanip miizik dersi
yapiyorlard: , resim siniflari vardi. Siralarin boyutlari, malzemeler onlarin kullanimina goére
ayarlanmisti.

19 Aydinlik, ferah ve donanim olarak farkli ders ihtiyaglarina gore kaynak ve diizenlenmeye olanak | Al, A7
saglayan mekanlar nitelikli oluyor.

20 Disaridan seslerin sinifa gelmedigi, teknolojik ve tasarimsal agidan eksiklerin olmadigi, materyallere | A6
ulagimin ve materyal kullaniminin uygun oldugu mekénlardir. Ogrencinin kendini giivende ve mutlu
hissettigi, 6grenim eksiklerini giderebildigi mekanlardir.

21 Kitaplik gibi dolap gibi 6gretmenin dgrencinin ¢ok kullandig esyalar sabitlenip kolay erisilebilir ve | Al, A2,
bir sekilde olmali ilging dizaynlari olmali mesela sosyal bilgiler dersi i¢in ayri bir sinifta diinya | AS
gezegenler yildizlar gibi karanlik bir sinifta projeksiyonlu bir sinif olmali belki minderlerde islenmeli
;bir yerde okumustum dgrenciler sinifta ayakkabilarini ¢ikararak ders yapiyor.
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22 Giiniimiizde en 6nemli konulardan biri teknoloji ve ¢ocuklarin deneyerek &grenmeleri. Bilgisayar | Al, AS
tasarim laboratuvarlari, robot atdlyesi, video yapim atdlyesi gibi ozelliklere sahip ¢ok iyi okullar
oldugunu etrafimizda goriiyoruz.

23 Nitelikli okullarda farkli tipte derslikler var sanat odasi, bilgisayar laboratuvari gibi. Hepsi ayn1 | Al
sekilde degil. Bizim durumumuzda ¢ogu kez yalniz akilli tahta ile sinifta ne aktivite yapabiliyorsak
onu yapiyoruz. Cocuklar saatlerce sinifta oturuyor.

24 Brang dersliklerinin oldugu, bahgenin ferah oldugu az 6grenci sayisina sahip okullar. Bilfen Koleji | Al, A3
ornek olabilir, genelde kolejler daha iyi oluyor.

25 Cok biiyiik olmayan, tek katli, ferah ve genis bir bahgesi ve oyun alanlari olan okullar. A3, A5

26 Boyle bir mekan deneyimlemedim.

27 Bahge icinde tek katli okular, oyun alani olan sehir giiriiltiisiinden uzak olan A3, A5

28 Sinirlayici olmayan, istedigim sekilde diizenleyebildim bir egitim mekanmin nitelikli oldugunu | A2
diigiiniirim.

29 Kaptan Ahmet Erdogan Imam Hatip Lisesi’ni begeniyorum. Spor salonu, konferans salonu ve okul | A4, A5
bahgesinin biiyiikliigii ideal, yeterli durumda. Genel olarak 6grenci sayisima gore genis ve yeterli
sayida alan yaratilmasi okulun mekéansal niteligini artiriyor.

30 Konuya gore 6zellesmis siniflar- mekanlar olusturulmasi, monotonlugun azalmasi. Al, A2

31 Boyle bir mekan deneyimlemedim.

32 Koy okullarin1 begeniyorum. Az sayida 6grenci ve bahgede, disarda, dogada ders yapabildiginiz | A4, A5
okullar.

33 Kendi okudugum ortaokulun binasi ¢ok giizeldi. Beceri derslerinin ayri salonlari vardi. Cok genis ve | Al, A3
giizel bir bahgede basketbol, futbol sahalari ayr1 ayri vardi bunun yaninda téren kismi ayriydi.

34 Okulda yemekhane bile ¢ocuklarin bir seyler Ogrenebilecegi bir alan olabilir. Buna gore dizayn | A5
edilmelidir. Ogretmenler, dgrencilerin vakit gegirdigi boyle daha rahat mekanlarin da oldugu okullar
basarili oluyor.

35 Her dersin dersliginin bulundugu okullar nitelikli oluyor. Malzeme-arag ve geregler kendi smifinda | Al, A5
oldugu igin daha verimli oluyor. Dekorasyon, mekan da ona gore oluyor. Ornegin amfi gibi bir
toplanma alani etrafinda dersi yapilmasi, resim ve miizik sanat dersleri, kurslari i¢in ayri siniflarin
oldugu okullar nitelikli oluyor.

36 Degisik temalarda dersliklerin oldugu, 6grenci sayist ve mekansal ve teknolojik altyapinin ortiistigi | Al, AS
mekanlart begeniyorum. Bir okulda Ornegin planetaryum gibi bir alan gormistim. Cocuklar
gezegenleri, uzay1 bu sinifta 6greniyorlardi.

37 Heniiz ¢ok donanimli bir 6gretim mekani gormedim. Nitelikli okulda sikisiklik olmamasi , 6grenci | A4
sayisina gore mekanlarin olmasi birinci dncelik.

38 Boyle bir mekan deneyimlemedim.

39 Laboratuvarlarda, smiflarda mekanin grup ¢alismasmna ve ders anlatilmasina gore diizenlemeye | A2, A3,
elverisli oldugu, arag gereglerin yeterli oldugu okullar nitelikli oluyor. Bunun yaninda gordiigim en | A5
begendigim okul genelde koy okullar1 gibi kiigiik okullar oluyor. Bahgede, disarda 6grenciler ders
yapilabiliyor, gérerek ve dokunarak &greniyorlar.

40 Acik hava siniflarinin oldugunu gordiigiim bir okul. Bah¢ede de ders yapilabiliyordu. A3, A5

41 Nitelikli okullar genelde giiniimiiz gerekliliklerine gore 6grencilere bilim teknoloji laboratuvarlar, | Al, A2,
ozel dil 6grenme siiflari, sanat smiflar gibi bir altyap: sunuyor. Baktiginizda i¢iniz agiliyor. Smiflar | AS, A7
aydinlik, genis ve siralar boliinebilir oluyor.

42 Boyle bir mekan deneyimlemedim.

43 Hobi bahgesi, z kiitiiphane gibi uygulamalari olan okullar. A5

44 Calistigim her yerde mutlaka eksiklik vardi. Ama iyi buldugum okullarda az 6grenci var, her dersin | Al, A4
kendi sinifi var.

45 Klasik simif gibi degil, Montessori egitimine gore diizenlenmis siniflar. O yasta 6grencilerin ev ortam1 | A2, A6
gibi rahatca ¢aligabildikleri bir ortam. Boyu, 6lgiileri, malzemeleri, renkleri onlara gore tasarlanmis
egitim ortamlari.

46 Maalesef boyle bir sansim olmadi.

47 Meslek liselerinde. Ilkokulda da 6grencilerin el isi simfi , giiniimiizde artan robotik smiflar1 olmali. | AS
Deneyerek gorerek §grenmeliler.

48 Kendi okudugum okullarin hepsi iyiydi. Devlet okullarinin ¢gogu problemli. Ozel okullarda gocuklarin | A5
her ilgi alanina goére mekanlari var. Hem sosyal hem de dersler icin mekanlar var.

49 Boyle bir mekan deneyimlemedim.

50 Gittigim 6zel okullardan birindeydi. Sinifin farkli sekilde grup diizenlenisi, renkler, gérsel araglarm | A2, A6
etkili kullanimi, siralarin esyalarin ¢ocuklara uygun olmasi gibi

51 Genelde 6zel okullar daha nitelikli oluyor. Siniflar daha ferah, genis. Bah¢ede sosyal alanlar, oyun | A3, A7
ve spor alanlar1 bulunuyor. Renk ve malzemeler ¢ocuklara uygun oluyor.

52 Yeni yapilar genelde daha nitelikli oluyor. Daha az §grenci olursa brans siniflarina yer verilebilir. A4

53 Gordiigim o6zel okullardan biriydi. Daha ¢ok bah¢e ve dogal alan, ogretmenlerin 6grenciler | A3
stkilmadan farkl etkinlikler yapabilecekleri alanlarin olmasi nitelikli olmasini saglamisti.

54 Genelde 6zel okullarda daha iyi olan temizlik, diizenlilik, 6grenci sayisinin az olmas: ve mekanin | A4, AS
Ogrenci sayisina gore yeterli olmasi, farkli konulara ve etkinliklere yonelik mekanlar olmasi egitim
mekaninin kalitesini artirir.

55 Cocuklarin kitaplarda okuduklarini, dogayla hayatla ilgili anlatilanlar: giin i¢inde biraz gorebildikleri, | A5
yasayarak 0grenebildikleri daha kiiciik 6l¢ekli okullar ya da koy okullart.

56 Boyle bir mekan deneyimlemedim.

57 Van’da gorev yaptigim Kayabogazi ilkokulu en dogru mekami sagliyordu. Ogrenci sayisi azdi, | A4, AS
¢ocuklarla istedigimiz gibi istedigimiz yerde ders yapabiliyorduk. Bahgesine ¢ikiyorduk. Mekanlar
genigti.

58 Ilkokul ¢ocuklari igin hareket ve oyun olanag en 6nemli konular. Bu nedenle buna olanak saglayan | A3, AS

bahgeleri, oyun ve spor alanlari olan okullari begeniyorum. Okul yalnizca siniftan baret olmamali.
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59 Ozel Akatlar Ac1 ilkokulu. Cok katli degil, dis mekaninda oyun ve spor alanlar ¢ok giizel. i¢i ferah | A3, AS
ve aydinlik renkleri ve malzemeleriyle ¢ocuklara ¢ok uygun. Hem i¢erde hem disarda bir siirii nitelikli
serbest vakit gecirme ve oyun alani var.

60 Cocuklarin derslere motive olmalari i¢in gereken konusuna gore mekanlar, dil siniflari, sanat odalart, | Al
teknoloji siniflarinin bulundugu okullar.

61 Edirne’de stajim esnasinda gittigim bir okulda her olanak vardi. Resim miizik odalar1 oldugu gibi | A3, A5
kendine ait bir seras1 bile vardi. Ogrenciler burada ufak tefek sebze yetisirken gériiyorlardi.

62 Boyle bir mekan deneyimlemedim.

63 Aralarda rahat, renkli ortak ¢aligma alanlarinin bulundugu okullar géziimde canlaniyor. Cocuklarin | A5, A6
ilgisini siirekli yiiksek tutmak zordur. Bu nedenle dort duvar sinif digina ¢ikip ara sira baska eglenceli,
rahat mekanlarda ders yapmak iyi olur.

64 Boyle bir mekan deneyimlemedim.

65 Nitelikli okullarda laboratuvarlar gibi, teknoloji ve robot siniflart gibi yeni ¢agdas konulara gore | Al, A5
olusturulan mekanlari ¢ocuklar i¢in yararl buluyorum.

66 Hissiyat olarak ¢ocuklari cezbedebilecek renklerde, ferahlikta, aydinlik okul yapilarini nitelikli | A6, A7
buluyorum.

67 Boyle bir mekan deneyimlemedim.

68 Koridorlari, siniflar1 karanlik ve dar olmayan, az 6grencili okullari nitelikli buluyorum. A7

69 Boyle bir mekan deneyimlemedim.

70 Boyle bir mekan deneyimlemedim.

71 Farkli teknoloji, bilim ya da hayat bilgisi temali mekanlar, robot atdlyeleri ve dil sinifi iceren okullar. | A5

72 Boyle bir mekan deneyimlemedim.

73 Bodrum’da gordiigiim bir 6zel okulu ¢ok nitelikli buldum. Japon evi gibi yapmalari, her siifin kendi | A2, A3,
oyun bahgesi 6zel alan1 olmasi, yesil alanla birlikte 6grencilerin dogayla i¢ ice olmalar1 agisindan iyi | A5
bir okuldu.

74 Adin1 hatirlayamadigim okul bahgesi genis ve diizenli olan, ¢ok amagli salonu giizel olan ve hemen | A3
kargisinda biiyiik bir cocuk parki olan bir okuldu.

75 Daha az 6grenci sayisinin oldugu, metrekare basina diisen 6grenci sayisinin az oldugu okullarda | A4
mekanlar daha ferah ve yeterli oluyor. Bunlarin da ¢ogu 6zel okullar tabi ki.

76 Fiziksel sartlari iyi bir okulda ¢alismadim.

77 Diizenledigim haliyle kendi sinifim! Sinifi boyadik, grup siralarini diizenledik, ¢ocuklar yorulmasin | AS, A6
diye minderler aldik koyduk, bir kiitiiphane olusturduk.

78 Su ana kadar boyle bir mekan gérmedim.

79 Ozel bir okuldaydi. Oyun alani, yesil alani ile birlikte bahge diizeni, ders ve konu bazli smiflar, | Al, A3,
laboratuvarlar 6zenle yapilmisti. Bunun diginda 6gretmenler odasi, kantin kafeterya gibi mekanlar da | A5
hem 6grenci hem de 6gretmen kullanimi agisindan kaliteliydi. Merdivenleri az dolasim kolaydi.

80 Su anda ¢alistigim okul. Nispeten daha genis yeterli siniflar var. Onun diginda siif disindaki sosyal | A4, AS
alanlarin renkli, canli oldugu okullarin ¢ocuklar agisindan daha yararli oldugunu diisiiniiyorum.

81 Londra Brighton’da gérdiigiim tamamen kiigiik bir ev gibi dizayn edilen, 6grencilerin yalniz siralarda | A2
degil baska tip diizenler icinde de egitsel aktivitelere katildiklari bir okuldu.

82 Ogrencilerin fiziksel ve psikolojik ihtiyaglarini 6n plana gikaran okullar. Birinci kosul giivenlik ve | A6
konfor olmali. Ogrenci kendini rahat ve giivende hissediyorsa derse konsantre olabilir. Béyle okul
yapilari niteliklidir.

83 Finlandiya’daki okullardan bahsediliyor mesela onlar1 takip ediyorum. Orada agik mekanlardan | A4, AS
bahsediliyor ama ¢ok az sayida 6grenci var. Tabi ki okullart ¢ok nitelikli. Az sayida 6grenci ve ortak
kullanima agik farkli konulara gore diizenlenmis mekanlari olan okullar daha basaril olur.

84 Kizimin devam ettigi Ataberk Koleji.Okul fiziksel olarak egitim &gretimi motive edici sekilde | A3, AS
diizenlenmis. Ifade ve beceri dersleri kendi atolyelerinde yapiliyor. Sebze ve meyve
yetistirebilecekleri hobi bahgeleri var, hayvan barinaklari var. Cok faydali oldugunu diisiiniiyorum.

85 Boyle bir mekan deneyimlemedim.

86 Atatiirk [lkogretim Okulu’nun 6nceki hali idi. Her etkinlik icin egitim alanlari olusturulmustu. | Al, A5
Yabanci dil sinifi, laboratuvar, resim siniflar aktif olarak kullaniliyordu.

87 Teknolojik olanaklarin en st seviyede yararlanildigi okullari nitelikli buluyorum. Smf disinda | A2, A5
atolyeler ve teknolojik olanaklarin entegre oldugu 6zel smiflar olmali. Smiflar bu olanaklara gore
diizenlenebilir olmali. Grup ¢alismalar: farkl aktivitelere uygun ve rahat olmali. Artik zaten 6zeller
genelde boyle.

88 Ilkokullar igin ok ilgili olmayabilir ama santral Istanbul-bilgi Universitesi. Agik, ferah, cesitli | Al
alanlar1 ve kendine 6zgii olmasini begendim.

89 Akran 6grencilerin bir araya geldigi koy okullar1 su anki okullardan daha iyidir. Tek katli, doganin | A3, A5
ortasinda ¢ocuklarin gorerek 6grendigi okullar. Sehir iginde hepsi hapishanede gibi yeni bir sey
gormiiyorlar, derste anlatilan derste kaliyor. Bir tohum nasil ¢ikar, giines nereden dogar nereden batar
onu bile algilayamiyorlar.

90 Mezunu oldugum Capa Erkek Lisesi gibi tarihi, 6zgiin yapilar ilgi uyandiriyor ve derse motivasyon | A6, A7
sagliyor. Eski bina ama ferah ve rahat.

91 Kalamis Ilkogretim Okulu'nda aydinlik ve ferah bir ortam var. Ogrencilerin esyalarmi | A7
koyabilecekleri dolaplari var.

92 Beslenme, etiit ve sosyallesme saatlerini verimli gegirmeye olanak saglayan okullar. Diizenli oyun ve | A3, A5
spor alant olan bahgeler... Yikilan Bayrampasa Atatiirk {lkogretim Okulu mekansal agidan iyiydi,
yikildi.

93 Dabha iyi okullarda bahge ve dig mekan kullanimi diizenli oluyor. Cocuklar ne yapacaklarini biliyorlar | A3

anlamsizca kosmuyorlar. Oyun alani, oturma alani, masa tenisi ya da spor alani gibi mekanlar var.
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94 Bir defa ferah ve aydinlik okullari nitelikli buluyorum. Baktiginiz zaman gocuklara gore olmali. | Al, A3,
Kapkaranlik koridorlarda ¢ocuklar durmak bile istemiyor. Okul bahgesinde yesil alanlar, oyun | AS, A7
alanlar1 olabilir. D1g mekanda siniflar yapilabilir. Boyle drnekleri diinyada goriiyoruz. Gorsel sanatlar
icin at6lyeler, spor alanlart olmali, bilgisayar ve dil siniflar1 olmali. Her ders ayni sinifta olmamali.

95 flkokul seviyesinde gocuklara uygun , ilgi ¢ekici mekanlari olan modern okullar. Ornegin gittigim bir | AS, A6
kolejde ¢ocuklarin yalmz laboratuvarda degil dersliklerde okul bahgesinde bitkilerle gorerek
6grendigini gordiim ve ¢ok begendim.

96 Boyle bir mekan deneyimlemedim.

97 Nitelikli okullarin en 6nemli 6zelligi kullanilabilen laboratuvarlar, derse 6zel siniflari olmasi. Al

98 Genelde 6zel okullarin bazilarmi basarili buluyorum. Tasarim agisindan ¢ocuklara uygun mobilyalar, | A3, AS,
renkler iceriyorlar. Ayrica bahgeleri daha diizenli. Derslerde bahgeyi de kullantyorlar. A6

99 Devlet okullarinda zaten problemler asagi yukari ayni. Nitelikli okul binalarini 6zel okullarda | Al, A3,
gorebiliyoruz. Siniflar disinda her dersin kendi simifi, mekani var. Bahgelerini etkin sekilde | A5
kullaniyorlar, hareket spor alanlar1 ve yesil alan var. Bunun disinda hobi atélyeleri mevcut, robot
atolyesi, satrang gibi. Sosyal alanlar1 daha keyifli ve giizel.

100 Boyle bir mekan deneyimlemedim.

101 Kagithane Ziyapasa Ilkokulu’nu iyi buldum. Yeterince biiyiik, ferah. Orta kisimda giizel bir toplanma | A4, A5,
alan1 (amfi var). A7

102 Alan agisindan genis, ferah ve ders konusuyla ilisikli malzeme ve ara¢ gerece sahip mekanlar. | A2, A7
Mobilyalarin sinif diizeninin gerektiginde kolektif ¢aligmaya, grup ¢aligmalarina uygun olmalari gok
onemli.

103 Montessori stniflarini basarili buluyorum. Ogrenciler daha iyi konsantre olabilir. Dikte edici bir | A3, AS,
diizen yok , 6gretmen herkesle ilgilenebiliyor. Derslerde bahgeyi baska mekanlari da kullaniyorlar. A6
Yerine gore yemekhane de bir 6grenme alanina doniisiiyor.

104 Boyle bir mekan deneyimlemedim.

105 Dil 6grenme konusu ¢ok 6nemli. Dil laboratuvarinda ¢ocuklar hem rahat konsantre oluyorlar hem de | Al, A5
iyi 6greniyorlar. Bunun disinda tek tip sinif degil bagka baska mekanlar kullanilarak ders yapilmali.

106 Boyle bir mekan deneyimlemedim.

107 Dairesel ya da u-bi¢imli oturma diizenine sahip siniflarin konsantrasyonu artirdigini diisiiniiyorum. A2

108 Boyle bir mekan deneyimlemedim.

109 Boyle bir mekan deneyimlemedim.

110 Devlet okullarinda olay smif ve siradan ibaret. Oysa okul i¢inde hem sosyallesme hem de farkli | Al, AS
konuda dersler i¢in ¢esitli tematik alanlar olmali. Boyle okullar1 nitelikli buluyorum.

111 Boyle bir mekan deneyimlemedim.

112 Bizim okula benzer yiiksek ama zemin katta giizel bahgesi iist katta da spor alani olan bir okul | A3, A5
dikkatimi ¢ekmisti. Yani ¢ok sayida ogrenciyi ayni anda kiigiik mekanda barindirmak igin boyle
yontemler diigiinmek gerekiyor. Teneffiisler de en az ders saatleri kadar 6nemli. Cocuklarin vakit
gecirmeleri i¢in oyun alanina oturma alanlarin ihtiyaclari oluyor. Bunu karsilayan giizel okullar var.

113 Boyle bir mekan deneyimlemedim.

114 Cocuklarin yaz-kis okulda sinif disinda ders yapabilecekleri ve vakit gegirebilecekleri aktiviteler | A3, A5
olmali. Genelde basarili buldugum 6zel okullarda béyle olanaklar mevcut. Bahgede oyun ve spor
alanlar1 var, sanat odalari, atolyeleri var. Bu olanaklar hem derslerin isleyisi hem de ¢ocuklarin
heveslenmesi agisindan ¢ok 6nemli.

115 TED Acarkent Kampiisii’nii basarili buluyorum. Genis mekan, agik kapali oyun alanlari, gelenek dis1 | A2, A4,
sinif diizenleri ¢ok bagarili. A5

116 Ogrencilerin ders dis1 etkinliklerini ve sosyal aktivitelerini, becerilerini de destekleyen mekanlara | A5
sahip okullar. Tiyatro salonu, oyun alanlari, spor aktiviteleri alanlari, dinlenme ve ¢aligma alanlari
gibi ara yerlere ihtiyac oluyor. Genelde begendigim okullarda bu olanaklar mevcut.

117 Calistigim okullardan birini nitelikli buluyordum. Sinema ve konferans salonu, miizik odast gibi | A5
mekanlar aktif kullaniliyordu. Simdi var ama bodrum katta ve kullanima uygun degil. Depo gibi.

118 En iyi okullardan biri daha 6nce calistigim Atatiik ilkokulu’ydu. Simdi kapandi. Mesela tam | AS
donanimlt bir konferans salonu vardi, ¢ocuklara filmler gosteriliyordu, disardan tiyatro gruplari
geliyordu.

119 Boyle bir mekan deneyimlemedim.

120 Ogrenim gordiigiim Ankara’daki Beytepe ilkokulu. Okul bir barakadan ibaretti ama disari gikar | A3, AS
¢tkmaz kendinizi genis bir bahgede buluyordunuz. Cok giizel bir yesil alan1 vardi, biz de agag
ekmistik. O zamanin kosullarina gére giizel bir laboratuvari vardi yagimiza gére deneyler yapiyorduk.

121 Bahgesi betondan ibaret olmayan, ¢ocuklara yonelik oldugunu hissettiren okullari nitelikli | A3, A6,
buluyorum. Genelde asfalt ve betondan ibaret yapilar gorityoruz. Cocuklarin kosmasina, oynamasma | A7
hi¢ uygun degil. Ayrica ferah ve aydinlik mekanlara ihtiyag var.

122 Klasik siniflarin diginda farkli konularda tasarlanmig alanlarin oldugu okullar. Al, A2

123 Su anda akilli tahtasi teknolojik olanagi iyi olan her sinif yeterli oluyor. Sinif diizeninin, olanaklarinin | A4
iyi oldugu, kalabalik olmayan okullar.

124 ilkokuldaki 4 sene en kritik donem tiim aliskanliklar1 o zaman kazantyor ¢ocuklar. Nitelikli okullarda | A5
ogrencilerin ilerde edinecekleri giinlikk aliskanliklar1 destekleyici boliimler olmali. Okuma alanlari,
beceri atolyeleri, seralar gibi. Bunlari yapan okullari takip ediyorum.

125 Yurtdisinda  Orneklerini  gordiigiimiiz  ¢ocuklarin el becerilerine gore farkli atdlyelerden | Al, A5
yararlandiklari okullar. Yalniz sirada oturmayip baska bigimlerde ¢alismalarina izin veren alanlar.

126 Boyle bir mekan deneyimlemedim.

127 Tek katli binasi ve bilyiik bahge alani olan okullar. A3

128 Londra’da bulunan bir ilkokulda renkli siniflarin ve g¢ocuklarin hareket edebilecegi alanlarin genis | A4, A6
oldugu bir okul gérmiistiim.

129 Boyle bir mekan deneyimlemedim.
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130 Klasik siniflarin disinda sanat ve el becerisi yeteneklerini gelistirebilecekleri mekanlari iceren, buna | A5
gore diizenlenen okullar.

131 Toki ve Emlakkent Okullari. Yeni olduklari i¢in en azindan biraz renkli ve ¢ocuklarin ilgisini | A3, A6
¢ekebilecek bigimde yapilmis. Bahgede biraz yesil ¢im alan oluyor ¢ocuklar yalniz beton bahge
disinda az da olsa oynayacak bir yer buluyorlar.

132 Boyle bir mekan deneyimlemedim.

133 Nitelikli okullar miifredat diginda faaliyetleri de kuliiplerle, baska sosyal ¢aligmalarla destekliyor. | Al, A4,
Mesela teknoloji siniflar1 var gocuklar kodlama, bilgisayara girig 6greniyorlar. Degisik atolyeleri var. | A5
Bizde mevcut atlyeler standart sinifa doniisiiyor. Okul basina diisen 6grenci sayisi fazla, yer az.

134 Cocuklar ilk olarak deneyerek 6grendikleri i¢in onlara hem g6ze hem kulaga hem de diger duyularima | A3, A5
hitap eden mekanlar yaratilmasi gerekiyor. Yasayarak 6grenmeye sadece sinifin degil, bahgesinden
yemekhanesine atdlyelerine kadar her alanin dahil oldugu okullar niteliklidir.

135 Ispanya’da gordiigiim bir ilkokulda 6grencilerin tiim esyalarini koyabildikleri {initeler vardi. Smif | A2, AS
disinda yerlere minderler koyup ders yapabildikleri alanlar da yaratilmisgti.

136 Koy okullarinim tiimii sehrin ortasindakilere gore daha iyi. Cocuklarin hayatla baglantis1 daha giiglii. | A4, A5
Okullar kiigiik, 6grenci sayisi az. Cocuklar derste 6grendiklerini hemen dis ortamda, bahgede
gozlemleyebiliyorlar.

137 Ozel okullar bu acidan daha sansh. Alanlari genelde daha fazla. Brans derslikleri, resim, miizik | Al, A4
siniflari, spor salonlari iyi diizenlenmis okullar1 goriiyoruz.

138 Ara sira reklamlarda gordiigim daha biyiik camli, daha aydinlik, ¢ocuklarin rahatca hareket | A3, A4,
edebildigi yiiksek olmayan dogayla i¢ i¢e yapilar. A7

139 Yaparak yasayarak 6grenildigine inantyorum. O nedenle buna olanak veren okullarin daha nitelikli | A2, A3,
oldugunu diisiiniiyorum. Yesille, dogayla bir miktar iliskiye olanak veren, bildigimiz sira ve tahtadan | A5
ibaret olmanin disinda tiim mekanlari isin i¢ine katan okullar nitelikli olur.

140 Bir ilkokulda gordiigiim ¢ocuklarin seviyesine gore arag-geregle donatilmis, mobilyas: gorselleri her | A6
ozelligiyle o yas grubu Ogrencilerine hitap eden fen laboratuvarini ¢ok begendim. Okullar boyle
mekanlar ile daha iyi hale getirilebilir.

141 Gelenek disina ¢ikan smiflarin oldugu, farkli gesitli 6grenme alanlarini igeren okullart nitelikli | Al, A2
buluyorum. Geleneksel sinif ezbercilige yonlendirir.

142 Kemerburgaz Ilkokulu. Bir spor salonuna sahipler ama koridorlarda da 6rnegin masa tenisi gibi | AS
satrang gibi ¢esitli oyun alanlari var. Cocuklar aralarda da iyi vakit gegiriyor.

143 Boyle bir mekan deneyimlemedim.

144 Devlet okullarinda gordiiklerimin tiimii neredeyse ayniydi. Ama bazi okullarin bahge kullanimi ¢ok | A3

iyi mesela en ¢ok bu dikkatimi ¢ekiyor. Oyun ve spor alanlar1 6zenle yapiliyor.
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Appendix A.5: Data Regarding the Use Patterns During the Lessons

Table 1: Multiple choice analyses of responses given to the Question 8.

The courses or activities preferred to be conducted in other spaces besides the
classroom

Cases
Valid Missing Total
N Percent N Percent N Percent
OutofCl
SutofClassroom 133 | 92.4% 11 7.6% 144 | 100.0%

a. Group

$OutofClassroomCourses Frequencies

Responses Percent of
N Percent Cases
OutofClassroomC  Playing and
ourses® Physical 91 | 20.7% 68.4%
Exercises
Uisual Arts and 85 | 19.4% 63.9%
Music Lessons 62 14.1% 46.6%
Drama and
Performance 28 6.4% 21.1%
Mathematics 14 3.2% 10.5%
Science 39 8.9% 29.3%
Science of Life 30 6.8% 22 6%
Lessons : :
Reading Sessions 32 7.3% 24.1%
[anguage 13 | 3.0% 9.8%
Social Sciences 13 3.0% 9.8%
Mind Games 13 | 3.0% 9.8%
computer 13 | 3.0% 9.8%
Official
Ceremonies 6 1.4% 4.5%
Total 439 100.0% 330.1%

a. Group
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Figure 1: Bar chart showing the distribution of responses
Courses or activities preferred to be conducted in other spaces besides the
classroom according to the responses to Question 8.

Playing and physical exercise

Visual arts and crafts _

Music lessons

Science | % 8,9

Reading sessions %73
Science of life % 6,8
Drama and performance % 6,4

Mathematics % 3,2

Mind games % 3,0

Language lessons % 3,0
Computer and robotics % 3,0
Social science % 3,0

Official ceremonies 94 1,4

Percentage of

responses 10 20 30 40 50 60 70 80 90
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Table 2: Multiple choice analyses of responses given to the Question 9 regarding
other spaces inside the school besides the classroom to contribute and support the
educational activities.

Case Summary

Cases
Valid Missing Total
N Percent N Percent N Percent
$Other_Spaces_L
egrnmg_Processe 137 95.1% 7 4.9% 144 100.0%
s
a. Group
$Other_Spaces_Learning_Processes Frequencies
Responses Percent of
N Percent Cases
Other_Spaces & CirculationZones 46 7.1% 33.6%
Learning , Garden 105 | 16.2% 76.6%
Library 97 15.0% 70.8%
'r’;f:’ma'wmk'"gA 74 | 11.4% 54.0%
ConferenceRoom 97 15.0% 70.8%
Cafeteria_Dining 26 4.0% 19.0%
SpaceforPlasticAr
tsandCrafts 87 13.4% 63.5%
MusicRoom 81 12.5% 59.1%
zlultlpurposeSpa 3 0.5% 2.2%
SportsHall 22 3.4% 16.1%
MindGamesRoom 2 0.3% 1.5%
LanguageRoom 3 0.5% 2.2%
TechnologylLab 4 0.6% 2.9%
Total 647 100.0% 472.3%
a. Group
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Table 3: Multiple choice analyses of responses given to the Question 10 regarding

type of spatial changes are needed to support in class educational activities during
the day or week.

Case Summary

Cases
Valid Missing Total
N Percent N Percent N Percent
Shorttermchan
$Shorttermchang 143 | 99.3% 1 0.7% 144 | 100.0%
a. Group

$Shorttermchanges_classroom Frequencies

Responses

Percent of
N Percent Cases
12 conducting the
course outside 91 45.5% 63.6%

the classroom

changes in the
furniture or 75 37.5% 52.4%
seating layout
conducting the
course in a larger 31 15.5% 21.7%
space

bringing other
materials and

equipment to the 3 1.5% 2.1%
classroom
Total 200 100.0% 139.9%
a. Group
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Figure 2: Graph showing percentages of responses given to the Question 11.

Slightly Agree
% 8,5

Do you think the spatial features Agree
of your classroom support the % 12,1
educational activities?

Undecided
% 17,7
Slightly
Disagree
% 18,4

Table 4: The percentages of responses given to the Question 11.

Do you think the spatial features of your classroom supports the educational activities?
N Valid 141
Missing 3

Do you think the spatial features of your classroom supports the educational

activities?
Cumulative
Frequency | Percent | Valid Percent Percent

Valid Strongly Disagree 14 9.7 9.9 9.9
Disagree 36 25.0 25.5 35.5
Slightly Disagree 26 18.1 18.4 53.9
Undecided 25 17.4 17.7 71.6
Slightly Agree 17 11.8 12.1 83.7
Agree 12 8.3 8.5 92.2
Strongly Agree 11 7.6 7.8 100.0
Total 141 97.9 100.0

Missing  System 3 2.1

Total 144 100.0
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Table S: The list of codes given to the written responses to the Question 12.

Al : Sufficient Classroom Size, A2 : Type of Furniture, A3 : Increasing the Ability of Responding
Children’s Physical and Cognitive Needs, A4 : Differentiated Zones for Learning, A5 : Improvement of
Physical Qualities Regarding Acoustics & Lighting & Ventilation, A6 : Visual Materials & Exhibiting
Children’s Work, A7 : Improvement of Technical & Technological Facilities

Participant | Written responses to the question “Which spatial features of your classroom would you prefer | Response
No to be changed or developed? ” Encoding
1 Su anda duvarlardaki astigimi 6grenci ¢aligmalarini, ders gorsellerini gocuklara daha uygun, ulasip |A3, A6
kendileri yapabilecekleri sekilde yerlestirebilecegimiz panolar olmasini isterdim.
2 Miizik ¢alismalar1 yaparken bos bir alan olmasi uygun olurdu. Sira ve mobilyalarin daha kolay A2, A4
kaldirilabilmesi siniflart daha kullanigh yapabilirdi.
3 Panolarin artmasi , 6grenci kitapligi ve okuma alani olusturulmasi, masa ve sandalyelerin |A2, A4, A6
degismesi. Cok hantal ve eski olduklari i¢in.
4 Genis ve biiyiik olmasi Al
5 Higbir sey
6 Dersligin daha biiyiik olmasi Al
7 Sinifimin genis olmasini isterim. Al
8 Renkleriyle, mobilyalariyla ¢ocuklarin ruhuna uygun hale getirilmesini isterdim. A2, A3
9 Siniftan baska yerde ders yapamadifimiz i¢in en azindan daha ¢ok alan olmasimi isterdim. |Al, A2
Mobilyalar daha kii¢iik olabilir.
10 Daha genis ve hareket acisindan 6zgiir siniflar Al, A3
11 Dabha renkli, ¢ocuklarn ilgisini ¢ekebilecek sekilde olabilir. Okuma, dinlenme ve etkinlik alanlar1 |A3, A4
olmali.
12 Sinif iginde farkli alanlar yaratmak, ¢ocuklar1 ara sira hareket etmelerine olanak saglamak. Ayakta |A4
bir seyler gosterebilecek olmak. Ya da dersleri agik alana ve derse uygun mekanlara tasimak. Okul
bahgesine hemen ¢ikabilmek.
13 Sinifimda ses yalitimi olsun isterdim. Gerek diger siniflardan, gerekse disardan gelen sesler dikkat |AS
dagitiyor.
14 Daha genis olmasini isterdim. Cocuklarin hareketleri kisitlanmasin isterdim. Standartlarin disinda |A1
olmasini isterdim.
15 Oturma diizenini kolay degistirebilme ve renkleri. A2, A3
16 Siralar ikili olmamali hicbir yere sigmiyor, hareket etmiyor. Cocuk kullanimma elverisli olsun |A2
isterdim.
17 Siralarin hem diizenleme hem de boyut acisindan ¢ocuklar i¢in daha uygun hale gelmesi. A2
18 Siralar degismeli bazilari yiiksek bazilar alcak uyumlu degiller. A2
19 Siralar tekli olmali. A2
20 Sinif dolap ve panolar1 degismeli ¢iinkii eskiler A2
21 Siralarin degistirilmesi, smifin genel olarak ¢ocuklara uygun daha renkli hale gelmesi. Siniflarda |A2
bir kasvet var...
22 Siralarin degismesi, sinifin daha biiyiik olmasi Al, A2
23 Daha genis bir sinif, daha ¢ok alan ve mobilyalarin ¢ocuklara uygun hale getirilmesi. Al, A3
24 Daha genis bir sinif olmaliydi. Al
25 Dabha biiyiik ve kullanisli olmasi. Al
26 Gorselleri asabilmek i¢in olanaklar olmasini isterdim. Cocuklar kendi yaptiklarini yalniz koridora |A6
asabiliyor, sinifta da boyle bir olanak iyi olurdu. Hepsi elimizde kaliyor.
27 Okul bahgesinde de ders yapabilmek isterdim. A4
28 Aklima bir sey gelmiyor.
29 Sinfin daha biiyiik ve ferah olmasini isterdim. Al
30 Siralarin diizenlenebilir olmasi ve farkli islik koseleri olmasini isterdim. A2, A4
31 Sinif yonii (asir1 giinesli) biiyiikliigiiniin artmasini ve teknolojik altyapisinin gelismesini isterdim. A1, A5, A7
32 Sinifta oturma yerlesim diizenini kolayca degistirebilecegim sekilde mobilyalar olmasini isterdim. |A2
Sadece biz kullanmryoruz o yiizden buna ihtiya¢ var ben olsam grup grup ayirirdim masalari.
33 null
34 Sinif yonii (asir1 giinesli ve sicak) biiylikliigiiniin artmasini ve eskiyen siralarin yenilenmesini, |Al, A2,
cocuk ihtiyaclarina uygun daha kullanish ve hafif mobilyalarin yerlestirilmesini isterdim. A3, AS
35 Siralarin tek kisilik olmasi, okuma ve oyun kdselerinin olmasi A2, A4
36 Sinif i¢inde oturma diizenini degistirebilmeyi isterdim. Dortlii gruplar halinde, hem — birbirlerini A1, A2
hem de tahtay1 da gorebilecekleri sekilde. Alanin darligi, mevcudun ¢ok olmasi ve siralarin tipi
nedeniyle ¢cok miimkiin olmuyor.
37 Daha genis, ¢ocuklara uygun renklerde, konforlu ortam olmasini isterdim. Al, A3
38 Siralarin tekli olmasi, yerde oynayabilmeleri i¢in minder ya da puflardan olusan bir boliim.
39 Sinift farkl boliimler i¢in yer olmasi, okuma kdsesi gibi. .. A4
40 Ogrenci basina diisen alanin artmasi, 6grencilerin az sayida olmasi Al
41 Oncelikle ders 174nlastigim alan biraz genis olmali. Smifta gocuklar ders kitaplarim koysunlar eve [A2, A4
getirmesinler diye dolaplar yapilmis bence fazlaliklar ve sadece alani daraltiyorlar. Diizenli ve
biytik kitapliklar olmali. Sadece bir duvarda biiyiik bir pano olmali. Miizik ve gorsel ¢aligmalar
icin ayr1 koseler olmali.
42 Dabha biiyiik olmali. Al
43 Dabha biiyiik ve hareket edilebilecek genislikte. Al

174



44 null

45 Sinifim ¢ok kalabalik, daha biiyiik olmas: gerektigini diisiiniiyorum.

46 Sinifimin biiyiik olmasi, mobilyalarin grup ¢alismalari i¢in diizenlenebilir olmasi Al, A2

47 Yerlerde hali olmasi, ses sisteminin iyi olmasi ve daha biiyiik olmasini isterdim. Al, AS

48 Gorselligin, genel tasarimin ¢gocuk ruhuna uygun olmasini isterdim. Birinci siniflar i¢in bu her sey |A3
demek.

49 null

50 null

51 Biraz daha biiyiik ve grup ¢alismalarina uygun olmasi gerekli Al

52 null

53 Ogrencilerin tiimiiniin tahtayi, beni gérebilecegi sekilde rahatca diizenleme yapabilmeyi isterdim A1, A2, A4
ve sinif i¢inde bile etkinlik alanlari olugturmak etkili olurdu.

54 Sinifim ¢ok sicak farkli yonde olmasini isterdim. Giiriiltii kontroliiniin saglanmasini ve 6gretmen
masasinin daha farkli bir noktada olabilmesini isterdim. Yani siralar1 kolayca daha farkli bigimlerde
diizenleyebilmeyi isterdim.

55 Aydinlik olmasi, daha genis olmasi, ¢ocuklara uygun renk ve malzemelerin olmasi. Al, A3, AS

56 Aslinda siif mevcudunun degismesi gerekiyor. Degismedigi durumda da biraz daha genis alan Al
olmaliydi.

57 Oturma birimlerinin kolayca diizenlenebilmesi, farkli ders materyallerin verimli sekilde |Al, A2
kullanilabilmesi i¢in daha fazla alan

58 Okuma kosesi gibi farkli ¢alisma alanlari Ogrencilerin ilgisini daha fazla g¢ekebilir. Sif A1, A4
mevcudunun az olmasi gerekiyor, alan yetersiz kaliyor.

59 Daha genis olmali. Al

60 Yerlerde haliflex olmasi, daha az Ogrenciye calisip sinifin farkli alanlarimi farkli isler igin |Al, A2
boliistiirebilme olanagi olsun isterdim.

61 Ek olarak bir lavabo olmal, yerlerde minderde oturabilecek farkl sekillerde ders yapilabilecek alan |A2, A4
olmali.

62 Cocuklarin daha ¢ok keyif alabilecekleri bir ortam olmali. Klasik diizende tiim giin ayni sekilde |A1, A2, A3
oturmaktan sikiliyorlar. Derslerin biraz oyunla karigmasi gerekiyor. Bunun i¢in de alan ve uygun
mobilyalar gerekli.

63 Daha genis olmasini isterdim. Al

64 Az sayida 6grenciyle klasik sora diizeninde degil daha farkli sekilde, 6grenmeyi destekleyecek |Al, A2
sekilde bir yerlesim yapabilmeyi isterdim. Alan ve siralar buna izin vermiyor.

65 Cocuklarin kendilerini ifade ettikleri gorseller ¢alismalar sergileyecek masalar, panolar olmasint |A6
isterdim.

66 Uygun mobilyalarla desteklenecek sekilde tematik alanlarin yer almasini isterdim. Ya da en azindan |A2, A4
farkli tiipte oturma diizenleri olsun.

67 null

68 Daha bol oksijen alan bir ortam olmasini isterdim. Cok havasiz. AS

69 ilkokul oldugumu icin ashnda duvarlarin renkli gorsellerle dolu olmasi gerekir. Ancak buna izin |Al, A2,
verilmiyor. Siralarin tek kisilik olmasini ve siifin daha genis olmasini isterdim. A3, A6

70 null

71 Daha genis ve rahat bir sinif olmasini isterdim. Al

72 Daha genis ve ferah bir smif olmasin isterdim. Siralar daha rahat ve gocuklara uygun sekilde |Al, A2, A3
olabilirdi.

73 Daha genis olabilirdi. Su haliyle sigamiyoruz. Al

74 Sinifin 6grenci sayisina gore daha biiyiik olmasi. Al

75 Dabha biiyiik bir sinifim olsun isterdim. Farkli dersler igin farkli alanlar olusturabilecegim birimlerin |A1, A2
ve alanin olmasini isterdim.

76 Daha ¢ok smif panosu olmali, her 6grenci kendi ¢aligmasini sergileyebilmeli. Zeka oyunlari alant |A2, A4
ve okuma kdosesi i¢in yer olmasin isterdim.

77 Farkli etkinlikler i¢in kdselere ihtiyacim var. A4

78 Alan olarak daha biiyiik bir sinif olmali. Al

79 Sifi farkli sekillerde diizenleyebilmek isterdim mesela U diizeninde. Siralar1 hareket ettirmek ¢ok |A2
zaman aliyor. Daha pratik olmalari iyi olurdu.

80 Oturma diizeni ve bol bol pano. A2

81 null

82 ilkokulda dersler az, o yiizden her ders icin siif i¢inde koseler yaratabilmek makul olabilirdi. A4

83 Cocuk kiitiiphanesi ve okuma kosesi olmasint isterdim. A4

84 Siniflarin daha biiyiik olmasi gerekir ¢iinkii say1 fazla. Sira ve dolaptan yiiriiyecek yer bulamiyoruz. |Al

85 Biiyiikliiglin artmasi, panolarin kullanisl olmasi, siralarin diizenlenebilir olmasi, sinif iginde farkli |A1, A2, A4
etkinlik alanlar1 yaratabilmek iyi olurdu.

86 Sinifimin daha genis olmasini isterdim. Al

87 Cok sira var ve alan yetersiz. Daha az kalabalik siniflar. Al

88 Daha biiyiik olmasini, siralarin tek kisi kullanimina uygun olmasini, daha ¢ok pano olmasini |Al, A2
isterdim.

89 Gereksiz ve fazla olan mobilyalarin ¢ikarilmasini ve alan agilmasini isterdim. Al

90 Dabha biiyiik olmali ¢iinkii cok kalabaligiz. Daha modern ve teknolojik araglarla donatilmali. A1,AS, A7

91 Okuma ve elisi sanat ¢alismalari i¢in daha farkli bir oturma diizeninin oldugu

92 Genis ve aydinlik olmasini isterdim. Al, AS

93 Sinif alaninin daha biiyiik olmasni isterdim. Al

94 Avrupadaki orneklerdeki gibi daha kiigiik ve ¢ocuklara goére siralar, ¢ocuklara hitab eden bir |A2, A3

gorsellik olmasini isterdim.
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95 Sira (6grenci) sayisinin daha az olmasim isterdim. Ciinkii alan dar ve diizenlemeye olanak |Al, A2
Vermiyor.

96 Cocuklarn ilgisini ¢ekecek mobilyalarin ve gorsellerin olmasini isterdim. Daha ¢ok sergileme |A2, A3
olanagi olsun isterdim.

97 Daha genis, derslere uygun uygulama ¢alisma alanlari olsun isterdim. Al, A4

98 Teknolojik olanaklarin elden gegmesi ve ders arag¢ gereglerinin yenilenmesini isterdim. AS, A7

99 Daha genis, dgrencilerin vakit gegirebilecegi daha ¢ok alani olmasi ve gorsellerin, ders araglarinin |A1, A6
daha ilging olmasi

100 null

101 Poster ve dgrencilerin yaptigi resimleri asabilecegimiz panolar olabilir. A6

102 Oturma diizeninin daha bilyiik bir alana yerlestigi, gorsellerle zenginlestirebilecegimiz biiyiik
panolarin oldugu bir sinif isterdim.

103 Dabha biiyiik ortam, daha kullanigh ve kolay hareket ettirilebilen oturma alanlar1 ve daha gesitli ders |A1, A2
materyalleri kullanabilmeyi isterdim.

104 Sinifin baktig1 cephenin farkli olmasini isterdim, daha aydinlik olmasini daha biiyiik camlarmimn
olmasini isterdim.

105 Aydinlik ve havadar olmasin isterdim. Konumu ona uygun sekilde olabilirdi. Mobilyalar, panolar |A2, A3, AS
cocuklarin ilgisini ¢ekebilecek sekilde olabilirdi. Lise sinifindan farkli olmali.

106

107 Siralarin degismesini hem daha yeni, tekli oturmaya ve yer degistirmeye uygun olmasini isterdim.

108 Genisg olmal1.

109 Sinifimin daha genis olmasini ve ¢ocuklarin bir seyler asabilmesi i¢in panolarin daha ¢ok olmasini |A6
isterdim.

110 Ders malzemelerini koyabilecegim yerlerin olmasimni isterim ¢ogu agikta kaliyor. Panolarin |A6
cocuklara hitab edecek sekilde dizayn edilmis ve biiyiik olmalarini isterdim.

111 null

112 Teknolojik olanaklarin daha verimli kullanilabilmesini isterdim. A7

113 null

114 Daha genis ve biiyiik bir sinif olsun isterdim.

115 Siralarin seklinin diizenlenebilir olmasini isterdim, daha kiigiik ve kare olabilir. Daha genis bir alan |A2, A6
tabi ki gerekirdi... Gorsellerin, panolarin artmasini isterdim.

116 Sinifim bilyiitiilmeli. Al

117 Aydinlik olmasi, ders ara¢ gereglerinin eksiksiz olmast. AS

118 Dabha biiyiik ve aydinlik olmasini isterdim. Cocuklari heyecanlandirmak igin bazi giinler az da olsa |A1, A2, A5
diizenleme yapabilmek isterdim. Siralar-masalar buna uygun degil, hem de alan az ve sigamiyoruz.

119 Giines goérmesi ve aydinlik olmasini isterdim. Daha genis olsa daha rahat hareket edebilirdik. Al, AS

120 null

121 Sinifin altyap: olarak daha gelismis olmasini isterdim. Kendi printerimiz olmasi gok rahatlatirdi. |A7
Klasik sira diizenin disina ¢ikmaya olanak saglayan mobilyalar olmasini isterdim.

122 null

123 Siralarin hareket alan1 birakmadiklari i¢in tekli ya da daha kiiciik olmalarini, smifin daha aydmlik |Al
ve genis olmasini isterdim.

124 null

125 Akilli tahtanin daha verimli kullanilmasi i¢in ses sistemi daha iyi olmaliydi ve internet sikintis1 |A5
¢cekmemeliyiz.

126 Sira diizeni... Mesela u diizeni yapabilmek isterdim.

127 null

128 Siralarin 6lgiilerinden duvar renklerine kadar genel olarak ¢ocuk ihtiyaglarina gore yeniden ele |A3
alinmasi gerektigini diigiiniiyorum.

129 Cocuklarin farkli oturma diizenlerinde oturabilmeleri i¢in daha genis mekan. Al

130 Kitaplik ve depolama alanlarmmn uygun olmasi. Okulda bir kiitiiphane yok heveslerini artirmak i¢in
bir okuma kosesi yapabilmeyi isterdim.

131 Daha biiyiik bir siif olmasini isterdim, giivenlik i¢in kiitiphanemin duvara montajli olmasini
isterdim.

132 null

133 Dabha biiyiik olmasini isterdim. Al

134 Diimdiiz duvarlar yerine daha ¢ok pano koyularak ¢ocuklarin yaptigi ¢aligmalari, farkl gorselleri |A2, A6
asabilmek isterdim. Siralarin daha kullanisli olmasini isterdim. Cok hantallar ve yerlerinden
kalkmuyorlar.

135 Oturma diizenini degistirebilmek ve en azindan bir kisimda farkl bir diizen yapip mesela resim A2, A4
dersinde ya da okuma yaparken ¢ocuklarin ilgisini ¢ekebilecek bir alan olmasini isterdim.

136 Sinifin daha genis olmasini isterdim. Yapilan ¢aligmalar1 daha rahat saklayacak, asacak yer olsun |Al, A2, A6
isterim. Konulara gore farkli kdseler olusturmak icin hem malzeme hem de yer olsun isterdim.

137 Okuma kosesi, zeka oyunlari kdsesi olusturabilmek isterdim.

138 Klasik siniftan farkli olmali. Giiniimiize uygun mobilyalar, farkl bir diizenleme olmali. A2

139 Icinde cocuklarm hareket ederek ogrenmelerini saglayacak bir genislik ve mobilyalar olmasim1 A1, A2
isterdim

140 Kalabalik bir sinif oldugu i¢in 6grencilere akilli tahtadan bir seyler gosterirken zorlaniyorum. Buna A1, A2, A7
gore bir diizenleme yapabilmek isterdim.

141 U diizeni oturabilecegimiz bir alan olsun isterdim. Al, A2

142 Oturma diizenini degistirebilmek isterdim. Alan nedeniyle miimkiin degil. Al

143 NA

144 Sira diizenini degistirebilmek isterdim. Tima tikis ve ¢ocuklar bile zor gegiyor. Al, A2
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Figure:2 Activities performed in outdoor spaces/ school garden
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Appendix A.6: Data Regarding the Use Patterns During Recess Periods

Table 1: Children’s recess period activities

Case Summary

Cases
Valid Missing Total
N Percent N Percent N Percent
R PeriodA
SRecegsperiodAc 134 | 93.1% 10 6.9% 144 | 100.0%
a. Group
$RecessPeriodActivities Frequencies
Responses Percent of
N Percent Cases

RecessPeriodActi  Running 31 15.3% 23.1%
vities it

Visiting the

restroom 9 4.5% 6.7%

Having a snack 10 5.0% 7.5%

Playing Chase

and Ball Games 110 54.5% 82.1%

Football 9 4.5% 6.7%

Reading 3 1.5% 2.2%

Resting 1 0.5% 0.7%

Playing inside the

classroom 18 8.9% 13.4%

Playing Chess

and Board 11 5.4% 8.2%

Games
Total 202 100.0% 150.7%
a. Group
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Table 2: The list of codes given to the written responses to the Question 16.

Al : Characteristics of Games, A2 : Interaction With Their Peers/ Socializing, A3 : Engaging in Other Activities Besides Playing
Games, A4 : Engagement in Sports Activities, AS : Differences in Preference of Spending Time Inside/Outside, A6 : Control and
Safety Concerns, NO : HAYIR

Participant | Written responses to the question “Do the age differences lead to changes in the type of | Response

No activities that children perform during the recess periods?” Encoding

1 Hayir NO

2 Oynadiklar1 oyunlarm 6zelligi degisiyor. Biiyiikler daha kuralli oyunlar oynayabiliyorlar, kiiciikler | Al
yalnizca kosturuyor.

3 Kiigiikler yalnizca oyun oynarke biiyiikler kitap okuyor, kendi aralrinda sohbet ediyorlar. Al, A2, A3

4 Hayir NO

5 Oynadiklar1 oyunlar farkli oluyor. Al

6 Evet. Biiyiikler spor aktivitelerinde ve kuralli oyunlarda daha aktifler. Al, A4

7 Hayir NO

8 Hayir NO

9 Genelde kiigiikler biiyiikler kadar farkli oyunlar oynayamiyor. Al

10 Yakin yaslardaki gocuklar birbirleriyle vakit gecirme egiliminde oluyor. Oyunlar1 daha farkli | Al, A2
oluyor.

11 Hayir NO

12 Hayir NO

13 Ayni yas grubunda 6grencilerle bir arada olmaktan hoslaniyorlar. Farkli oyunlar oynuyorlar. Biiyik | A2, A6
ogrenciler kiigiikleri eziyor.

14 Biiyiikler kiigiikleri rahatsiz ediyorlar kiigiikler de onlarin oyunlarini bozuyor. Oynadiklar: oyunlar | Al, A4, A6
daha farkli oluyor. Biiyiikler futbol, basketbol da oynuyor.

15 Hayir NO

16 Genelde kiigiikler ve biiyiikler bir araya gelemiyor. Kiigiikler biiyiiklere 6zenip davramig | A2
bozukluklari gosterebiliyorlar.

17 Hayir NO

18 Etkinliklere katilimlar1 daha farkli oluyor ¢iinkii algilayis bi¢imleri farkli. Oynadiklar1 oyunlar | Al
farkl.

19 Hayir NO

20 Hayir NO

21 Oynadiklari oyunlar farkli. Al

22 Biiyiikler daga genis mekana ihtiya¢ duyuyor c¢iinkii tenefiislerde genelde kuralli top oyunlart | Al, A4
oynuyorlar ya da spor faaliyetleriyle ugrasiyorlar futbol gibi. Kiigiikler onlar kadar bilingli olmuyor.

23 Biiyiiklerin oyunlari daha farkli, belirlenmis genis alanlar olmasini gerektiriyor. Al

24 Biiyiikler sinifta da vakit gegiriyorlar, kitap okuyorlar ya da baska ugraslar bulabiliyorlar. Oysa | Al, A3
kiiciikler ne yapacaklarini bilemiyorlar.

25 Hayir NO

26 Hayir NO

27 Hayir NO

28 Son siniflar ihtiyaglarini giderme ve sosyallesme agisindan daha olgun oluyorlar. Beslenme saatinde | Al, A2, A3

yemegini yiyebilir, arakadaslariyla vakit gegirebilir. Kiigiik gruplar her seyi bastan 6greniyorlar.
Kuralli oyunlar agecebilmeleri zaman aliyor.

29 Oyunlar agisindan farkliliklar oluyor. Al

30 Oyun farkliliklari Al

31 Biiyiikler in birbirleriyle iletisimi daha gii¢lii oluyor, bir arada oyun oynayabiliyorlar, | Al, A2
sosyallesebiliyorlar.

32 Biiyiikler daha kuralli oyunlar oynuyorlar. Al

33 Kiigiikler anlamsizca kosturuyorlar, biiyiikler daha bilingli. Top oyunlari, oynayabiliyorlar. Al, A4

34 Hayir NO

35 Hayir NO

36 N/A

37 Hayir NO

38 N/A

39 Sectikleri oyunlarda farkliliklar oluyor. Al

40 Yasca kiigiik olanlar digerlerinin oyun alanlarina giremiyorlar, ¢ekiniyorlar. Al, A2, A6

41 Elbette ki yas farkliliklar aktiviteleri etkiliyor. Biiyiikler daha olgun ve sakinken kiigiikler cok | A2, A3

enerjik, konsantrasyonlar1 daginik. Dolayistyla biiyiikle oyun dis1 aktiviteler de yaparken kiigiikler
sadece kosturmaya ¢alisiyorlar.

42 Hayir NO

43 Oyunlar farkl Al

44 1. ve 2. siniflar kiigiik gruplarla oyunlar oynayabiliyor, biiyiikler daha genis gruplarda daha sosyal | Al, A2
oyunlar oynuyorlar.

45 Ogrenme diizeyleri ve dolayisiyla eglenme anlayslari farkli oluyor. Biiyiikler daha sosyal kiigiikler | A2, A5
daha enerjik aktiviteler i¢inde oluyorlar.

46 Hayir NO

47 Biiyiikler kiigiiklere siirekli ¢arpip diisiiriiyor. Bedenleri, birbirleriyle iligkileri ve oyunlari farkli. Al, A2, A6

48 Biiyiik siniflar kii¢iik siniflara zarar veriyor. A6

49 Biiyiikler daha karmasik oyunlar oynayabiliyor. Al
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50 Biiyiik 6grenciler kosarken kiigiiklere zarar verebiliyorlar. Biiyiikler daha ¢ok top oyunu oynuyor. | Al, A4
Kurall: faaliyetlere daha megilliler.

51 Biiyiikler kiigiiklere zarar verebiliyor. A2

52 Hayir A6

53 Kigiik siniflardaki ¢ocuklar 6zellikle okulun ilk giinlerinde siirekli kosturduklari i¢in birbirleriyle | A6
carpisip zarar goriiyorlar.

54 Biiyiikler kiiciiklere zarar veriyor. Sira vermiyolar. A6

55 N/A

56 Kigiiklere nasil oynayacaklarini ne yapacaklarini siirekli olarak anlatmak gerekiyor. 3. ve 4. siniflar | Al, A2, AS
daha biligli lkendi kendilerine oyun kurup sosyallesebiliyorla. Biiyiikler birbirlriyle, kiigiikler
cevreleriyle daha ilgilililer.

57 Oyun oynama bigimleri farkli oluyor. Al

58 Hayir NO

59 Oyun kurma ahiskanliklari biiyiidiikge gelisiyor. lgileri farkli alanlara da kayiyor. Satrang | Al, A3
oynuyorlar, kitap okuyorlar.

60 Farkli yas gruplarinin farkli bedensel 6zellikleri ve kapasiteleri var. Cevrelerini algilayis bigimleri | Al, A2, AS
gelisiyor. Biiyiikler daha sosyal ve oyunlar i¢in genis alana ihtiya¢ duyuyorlar.

61 Hayir NO

62 Hayir NO

63 Biiyiikler daha ¢ok spor aktivitelerine ve kuralli oyunlara ilgi duyuyor. Daha bilingli oluyorlar. Al, A4

64 N/A

65 Hayir NO

66 Oynadiklar1 oyunlar agisindan farkliliklar oldugunu disiiniiyorum. Kiigiikler daha ¢ok kosu, | Al
yakalamaca, biiyiikler mag ip atlama ve grup oyunlari.

67 Biiyiikler daha sosyal ve dengeliler. Kiigiiklerin daha ¢ok kontrol edilmeye ihtiyaglari oluyor. A2, A6

68 Fiziksel yapilarindaki farkliliklardan dolayi bir arada oynayamiyorlar. Kiigiikler zarar gorebiliyor. | Al, A2, A6

69 Tenefiis olunca hepsi aynda disar1 kosuyorlar. Biiyiikler kiigiiklere dikkat etmeyip garpigip zarar | A6
verebiliyor.

70 Algilama seviyeleri farkli dolayisiyla kiigiik cocuklar biiyiikler kadar sosyal bigimde oyunlara dahil | Al, A2, A5
olamiyor.

71 Biiyiikler hem dilarda hem d igerde daha aktifler. Sinifta da oynuyorlar disarda mag da yapiyorlar. | Al
Kigiik siniflar ayni biling seviyesinde olmadiklari i¢in dah abasit oyunlarla ya da kosturarak vakit
gegiriyorlar.

72 Farkli tarzda oyunlar oynuyorlar.

73 Biiyiikler daha bilingli daha farkli oyunlar oynuyorlar. Kiigiikleri oyalamak gerekiyor. Bazen miizik | Al, AS
bile agtyoruz dans etmeyi ¢ok seviyorlar.

74 Kiigiikler tamamen oyun, biiyiikler derslerle ve baska ugraslarla, sporla daha ilgililer Al, A3, A4

75 Kigiikler ¢ok hareketli olduklart i¢in birbirleriyle ve biiyiiklerle carpisiyorlar.Takip etmek | A6
gerekiyor.

76 Kiigiikler zarar goriiyori rahat oynayamiyorlar. A6

77 Biiyiiklerin aktivitleri daha gesitli ve bilingli. Kiigiikler belli bir diizende bir araya gelemiyor, | A3, A6
Oylesine kosturuyorlar. Bu da kazalara neden oluyor.

78 Bahge alanina bakacak olusaniz aslinda zaten kiigiik yastaki gruplar i¢in uygun degil. Diistiyorlar, | Al, A3
heniiz tek baglarina oyun oynamakta giiglikk ¢ekiyorlar. Biiyiikler daha dikkatli hem ihtiyaglarin
rahatca gideriyolar hem de oyunlar1 daha cesitli.

79 Hayir NO

80 Hayir NO

81 N/A

82 Kiigiik 6grenciler yerlerinde duramiyor sikiliyorlar. Cok enerjikler ve kosup oynamaya ihtiyag | Al, AS
duyuyorlar. Biiyiikler daha sakin, kuralli yunlar oynuyorlar.

83

84 Bir arada olmalar1 ¢ok kolay olmuyor. Kiigiik 6grencilerin olumsuz etkilendigini disiiniiyorum. | A6
Ezilme tehlikesi, diisme, siddet gibi durumlar olusabiliyor.

85 Tenefusler kisacik zamanda da olsa her yas grubu i¢in oyun zamani1 demek. Biitiykler daha yaratict | Al, A6
oyunlar bulabiliyorlar, kiigiiklerin daha fazla yonlendirilmeye ihtiyaci oluyor. Biiyiiklerden
cekinebiliyolar.

86 Biiyiik 6grenciler farkli oyun gruplari olusturuyor.

87 Hayir NO

88 Kigiikler koridorlarda ya da sinifta bilyiikler daha ¢ok bahgede vakit gegiriyor. Biiyiiklerin top | Al, AS
oyunlari, kiz §grencilerin kendi aralarinda oyunlari, ip atlama vs daha genis alan gerektiriyor.

89 Biiyiiklerin yeni oyun yaratma ya da sosyalleserek farkli aktivitelere yonelebilme egilimi daha | Al, A2, A3
yiiksek.

90 Kiigiikler bilingsizce kosturuyorlar, biiyiikler daha kuralli oyunlar oynuyorlar. Al

91 Biiyiikler kiigiiklere istemeden de olsa zarar verebiliyor. Dolayisiyla iki grup birbirine fazla | A6
karigmiyor.

92 Hayir NO

93 Oyunlan farklh. Biiyiikler birbirleriyle daha sosyaller. Kiiciikleri yénlendirmek gerekiyor. Al, A2, A6

94 Oyun alan1 paylagiminda biiyiik 6grenciler daha avantajli. Ciinkii hem i¢erde hem disarda daha rahat | Al, AS
vakit gecirebiliyorlar. Kiigiiklerin oyunlar1 daha ¢ok kuralsiz yani kosturma, enerji atma odakli.

95 Biiyiikler kiiciikleri korkutabiliyor, kazalar olabiliyor. Kiiciiklere daha fazla goz kulak olmak | A6
gerekiyor.

96 Hayir NO

97 Hayir NO

98 Oynadiklari oyunlar farklilasiyor. Biiyiikler gruplar halinde , bir arada oynuyorlar. Al
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99 Hayir NO

100 Hayir NO

101 Kigiik 6grenciler kendilerini bilyiikler kadar rahat ifade edemiyorlar. Bu durum da oyunlara , | Al, A2, A3
aktivitelere yansiyor. Biiyiikler daha sosyal ve takim oyunlarina daha yatkin. Oyun dis1 aktiviteleri
de daha gesitli.

102 Hayir NO

103 Oyun degisiklikleri Al

104 Hayir NO

105 Aslinda kiigiik biiyiik bir arada kontrollii bigimde vakit gegirirlerse kiigiikler biiyiiklerden bir seyler | A2, A6
Ogrenebiliyorlar. Ama serbest zamanlarda bunu kontrol etmek kolay degil. Biiyiikler kendi
aralarinda kiigiikler kendi aralarinda oyun oynuyor. Genelde biiyiikler daha sosyal.

106 Hayir NO

107 Hayir NO

108 N/A

109 Siirekli yaralanmalar oluyor ve genelde etkilenen taraf kii¢iik gruplar oluyor. A6

110 Biiyiikler dersleri anlama, bireysel faaliyetler gerceklestirme agisindan daha yetkin. Liderlik | A2, A3
vasiflart da yas geregi daha geliskin durumda. Kiigiik 6grencilere gore, yani mesela dordiincii
smiflar birinci siniflara gore daha sosyal, daha gesitli aktiveteler gerceklesitirmeye yatkin.
Tenefiislerde de bu durumun etkisi goriilityor.

111 Oynadiklar1 oyunlarm tipi agisindan farkliliklar var. Al

112 Biiliykler daha sosyal oyunlar oynarken kiigiikler ¢ok da farkinda olmadan vakit gegiriyorlar. | Al, A2, A6
Aslinda okul bahgesi kiigiiklerin oyunlari i¢in ¢ok uygun degil. Tiimiiyle sert zemin ve kosarken
diislip yaralantyorlar.

113 N/A

114 N/A

115 Hayir NO

116 Tenefus zili ¢alidig1 anda hepsi disar1 kosuyor. Bahgede bir yer kapma yarili oluyor ve genesde | Al, A6
biiylik cocuklar kiigiiklerden oyunlarin1 bozduklari i¢in sikayetci oluyorlar. Aslinda oyuna katilma,
oynama becerileri farkli, oyunlari farkli.

117 Yas gruplarina gore oynadiklart alanlar ve oyun gesitleri farklidir. Biiyiikler spor alanini tercih | Al, A4
ediyor, kiiciikler oyun alanindalar. Biiyiikler daha sistemli oynuyor.

118 Yas gruplarina gore oyun alanlari farklilik gosteriyor. A5

119 Oynadiklar1 oyunlarin tipi ve igerde disarda vakit gecirmeler agisindan farklilik var. Kiigiikler dah | A1, AS
iirkek ve icerde olmaya yatkinlar.

120 Ufak smiflarin serbest zaman aktivitelerinde daha siki yetiskin kontroliine ihtiya¢ duyuluyor. | AS, A6
Biiliykler hem bah¢ede hem icerde daha aktifler ama kiiciikler daha ¢ok icerde olmayi tercih ediyor.

121 Hayir

122 Oyun oynama sekilleri farkli. Bir de siirekli olarak kontrol etmek gerekiyor. Tenefiislerde biiyiik- | Al, A6
kiiciik kavgasi ¢ok fazla oluyor.

123 Biiyiikler daha bilingli davraniyor, kuralli oyunlar oynuyorlar. Kiigiikler bityiikler kadar oyun | Al, A2
kurma ya da sosyallesme becerisine sahip degil.

124 Kiigiik 6grenciler sinif i¢inde oynarken biiyiikler koridor ve bah¢eyi daha ¢ok kullaniyor. A5

125 Kiigiik smiflar (1. siniflar) zaten yeni geldiklerinde bir alisma donemi gegiriyorlar. Oyun parkindan | Al, A4, A6
okul bahgesine gecis onlar i¢in ani bir degisiklik oluyor. Haliyle ne yapacaklarini bilemiyorlar.
Disiiyorlar, zorlanabiliyorlar. Biiyiikler daha farkli oyunlar bulabiliyorlar, spor sahasini daha aktif
kullanabiliyorlar.

126 Biiyiikler kiigiiklere zarar verebiliyor. Kiigiiklerin daha fazla kontrol edilmesi gerekiyor. A6

127 N/A

128 Biiyiik 6greciler hem zihinsel hem de fiziksel yonden daha gelismis olduklari igin birbirlieriyle | Al, A2
iligkileri ve oyun oynama tarzi agisindan farklilar.

129 Kiigiik 6grenciler sinif i¢inde oynamayi tercih ediyor, biiyiikler daha ¢ok bahgede vakit gegiriyor. A5

130 3. ve 4. sif 6grencileri sorumluluk alma ve oyun kurma yoniinden daha iyi durumda oluyorlar. | Al
Yeni gelen 1. siniflara 6zellikle aligma doneminde dikkat etmek gerekiyor.

131 Biiyiiklerin kiigiiklere zarar vermesi endisesi oluyor. A6

132 Oyun ve arkadaslik, bir arada vakit gegirme bigimleri arasinda farklilar var. Biiyiikler daha sosyal | Al, A2
oluyor.

133 Yas olarak biiylidiik¢e oyunlar farklilagiyor. Daha rekabetci oluyorlar, kovalama ve kosma disinda | Al, A4
bagka tip oyunlar bukuyorlar. Mag yapiyorlar.

134 Hayir NO

135 Hayir NO

136 iletisim konsunda farkhiliklar var bu da aktiviteleri etkiliyor. Kiiciiklerin iletisim becerileri tam | A2, A5
gelismemis oluyor. Daha g¢ekingen oluyorlar, smnifta ya da simnifa yakin alanlarda vakit gegirmeye
egilimli oluyorlar.

137 Hayir NO

138 Hayir NO

139 Hayir NO

140 L.siif ve 4. sinif arasinda mekan kullanimi agisindan problemler olabiliyor. 4. smiflar ortak | AS, A6
mekanlarin tiimiine yayilmak istiyor, kii¢iikler de onlarin oyunlarini bélityor ve kavga ediyorlar.

141 Hayir NO

142 Hayir NO

143 Biiyiik siiflar hem oynadiklari oyunlar agisindan daha farklilar hem de oyun disinda sosyallesme, | Al, A3,
daha sporttif faaliyetler mesela mag¢ yapma yakan top vb gibi daha bilingliler. Kiiciiklere anlatmak | A4, A6

ve baslarinda durarak 6gretmek yonlendirmek gerekiyor.
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144

Zevk aldiklar1 oyunlar farkli. Verdikleri tepkiler ve kas giigleri birbirlerinden farkli. Biyiik yastaki
cocuklar kiigiiklere zarar verebiliyor, daha hizlilar. Bu nedenle mekan kullanimi agisindan
kendiliginden bir boliinme oluyor.

Al, AS, A6
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Appendix A.7: The Impact of Spatial Design Quality on Academic Motivation

Table 1: The Impact of Spatial Design Quality On Academic Motivation

T-Test
Paired Samples Statistics
Std. Std. Error
Mean N Deviation Mean
Pair1  STUMOTIVATION 6.43 144 .866 .072
LEACMOTNATIO 6.13 144 1.164 .097
Paired Samples Correlations
N Correlation Sig.
= | Pair1  STUMOTIVATION
&
TEACMOTIVATIO 144 -661 -000
N
Paired Samples Test
Paired Differences
95% Confidence Interval of
std. std. Error the Difference Sig. (2-
Mean Deviation Mean Lower Upper t df tailed)
Pair 1  STUMOTIVATION
}EACMOTNA‘“O .306 .879 .073 .161 .450 4.170 143 .000
N
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Appendix A.8 Functional Changes and spatial Alterations Marked on Plan Drawings

Figure 1: Schematic plan drawings of Ahmet Hasim and Mustafa Itri Primary Schools

Converted to a standard classroom

Converted to a subject-specific or informal learning space
[ Converted to an administrative zone with limited student access

Converted to a social area, adining hall, a cafeteria or a gathering space
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Figure 2: Schematic plan drawings of Nail Resit and Sakire Sadi Obdan Primary Schools

Converted to a standard classroom
. Converted to a subject-specific or informal learning space
I Converted to an administrative zone with limited student access
Converted to a social area, adining hall, a cafeteria or a gathering space
Pre-school section
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Figure 3: Schematic plan drawings of Kocatepe and Osmangazi Primary Schools

Converted to a standard classroom
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I Converted to an administrative zone with limited student access
Converted to a social area, adining hall, a cafeteria or a gathering space
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Figure 4: Schematic plan drawings of Haci ilbey and Sair Sinasi Primary Schools

Converted to a standard classroom
Converted to a subject-specific or informal learning space

I Converted to an administrative zone with limited student access
Converted to a social area, adining hall, a cafeteria or a gathering space
Pre-school section
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Figure 5: Schematic plan drawings of Bayrampasa and Ulugbey Primary Schools
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Figure 6: Schematic plan drawings of Sair Baki Primary School

Converted to a standard classroom
Converted to a subject-specific or informal learning space

I Converted to an administrative zone with limited student access
Converted to a social area, adining hall, a cafeteria or a gathering space
Pre-school section
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Figure 7: Schematic plan drawings of Oguzhan and Tuna Primary Schools
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Figure 8: Schematic plan drawings of Vatan and Sehit Kamil Balkan Primary Schools
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Appendix A.9 Accessible School Garden Zones
Table 1: Accessible school garden zones for students indicated in color on school plans
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3 ‘ Bayrampasa P.S. area per st.: 0.8 m?

area perst.: 1.1 m?

area per st.: 0.9 m?
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area perst.: 1.4 m?

area per st.: 1.1 m?

8 ‘ Haci ilbey P.S..

area perst.: 1.2 m?

9 | Mustafa Itri P.S..

7| Ahmet Hasim P.s.
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10| Kocatepe P.SS. area perst.: 1.5 m? 12| Tuna P.S. area per st.: 1.6 m?
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15‘ Sakire Sadi Obdan P.S.  area perst.: 2.1 m?

14| Ulugbey P.S.. area per st.: 1.8 m?

13| Sair Baki P.S. area per st.: 1.6 m?

Accessible area per student < 1m?
Accessible area per student < 1,5m?
Accessible area per student 2 1,5m?
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Appendix A.10: Accessible Outdoor Area at Schools

Table 1: Amounts of Accessible Outdoor Area at Schools

y - Garden Area )
Name of the School Project Year Number of Total Site Bulldm.g Foot Total Outdoor Available for Accessible Outdoor
Students Area Print Area Children's Use Area per Student
Sehit Kamil Balkan Primary School 2013* 870 1164 641 523 340 0.4
Vatan Primary School 2013* 861 1720 651 1069 546 0.6
Bayrampaga Primary School 2006 992 1805 821 984 817 0.8
Sair Sinasi Primary School 2005 1050 1864 718 1146 900 0.9
Osmangazi Primary School 2011* 845 1996 794 1202 848 1.0
Nail Resit Primary School 2003 1167 2389 778 1611 1235 11
Ahmet Hasim Primary School 2001 790 2027 825 1202 878 11
Haci ilbey Primary School 2009 * 1117 2495 807 1688 1368 12
Mustafa Itri Primary School 2001 1176 3103 825 2278 1632 14
Kocatepe Primary School 2000 970 2891 803 2088 1468 15
Oguzhan Primary School 2015 1550 4362 1164 3198 2361 15
Sair Baki Primary School 2017* 1358 3608 1158 2450 2142 16
Tuna Primary School 2005* 875 2615 767 1848 1420 16
Ulugbey Primary School 2005 845 2850 870 1980 1516 18
Sakire Sadi Obdan Primary School 2013* 715 2650 798 1852 1525 2132867133

* Rebuilt or totally renovated. mean: 124
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Appendix A.11: A Conceptual Diagrammatic Representation of Suggestions to
Enhance Flexibility in the Existing Primary Schools

1. OUTDOOR
SPACE USE

School ground can be divided into
sub-spaces defined and customized
according to the particular needs of
students who belong to different
age groups.

Spatial variety can be enhanced to
extend learning activities to the
outside and natural environment.

2. ARTICULATION
OF LEARNING UNITS

Visual permeability can be support-
ed by the use of transparent surfaces
between the circulation and core
learning units to make children feel
that the whole school belongs to
their learning domain.

Multi-purpose informal study and
playing alcoves can be integrated to
main circulation routes. Thematic
learning areas such as arts and
crafts rooms can be carried from
basement floors to make them more
accessible and efficiently use and
these spaces can be supported by
providing students opportunities to
exhibit their work.

3. ALTERNATIVE
SCENARIOS TO
UTILIZE LEARNING
SPACES

The spaces can be divided into
smaller  thematic  areas or
combined to adapt according to the
needs of educational activities
performed by larger groups by the
use of modifiable boundaries.

- Outdoor classrooms
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