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ABSTRACT
Choosing the optimal teaching method appropriate to the purpose and field of the subject is one of the issues 
that have been discussed by many researchers of various fields over the past few decades. Critical pedagogy is 
one of the most learner-centered teaching method, according to which the relationship between the professor and 
students is not made based on the one-sided transfer of information, but also on changes in the power-sharing 
and the mutual exchange of information. Consistency of this problem-based teaching method with the essence 
of learning environments of architectural workshops made it possible to apply this teaching method in master’s 
architectural design course (1). Accordingly, the present study aims to evaluate students’ intrinsic motivation under 
the circumstances of the critical education method. To this end, 24 graduate students of Islamic Azad University 
of Gorgan attending the architectural design course (1) are chosen as samples. The research hypothesis is that the 
critical pedagogy significantly affects the internal motivation of architectural students attending the design courses. 
This study is descriptive research carried out using inferential statistics. To compare the effectiveness of the two 
conventional teaching method and critical pedagogy on students’ intrinsic motivation, Deci & Ryan’s learning 
climate questionnaire is used. This questionnaire is based on Deci and Ryan’s “Self-Determination Theory”, which 
knows the three criteria of “autonomy”, “competence” and “relatedness” necessary in the development of intrinsic 
motivation. Moreover, the research conceptual model is designed and developed based on these criteria. Then, the 
data are analyzed using independent sample t-test and SPSS software. The results showed that the critical pedagogy 
produced a higher level of intrinsic motivation in students than the conventional teacher-centered educational 
method.

Keywords: Critical Pedagogy, Intrinsic Motivation, Autonomy, Architectural Design Course.    
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1. INTRODUCTION
Architecture is inherently different from many other 
common academic fields and thus requires different 
and special teaching methods. The close relationship of 
architecture to art and philosophy as well as technical 
disciplines on the one hand, and the need to engender 
motivation and creativity in architecture students, 
alongside the official curriculum, on the other hand, 
have created more challenges for this academic field. 
Teaching architecture is one of the most important 
aspects of modern architecture in Iran. The reason 
lies in the fact that we are in an era in which a great 
variety of issues and facilities have been introduced in 
this field and we deal with them in practice without any 
thoughtful or even conscious goal or plan about them 
(Mozaffar, 2009). The significance and sensitivity of 
teaching architecture, as compared to other specialties, 
is that the transfer of one’s knowledge and professional 
experience to other people cannot be as simple as 
that in natural sciences or engineering and technical 
disciplines, because that there is no single correct 
solution in this field (architecture) and an individual’s 
opinion can complement the ideas proposed by others 
in a project (Mozaffar, 2009).
In Iranian universities, the dominant teaching method 
of architectural design is still the workshop approach: 
the student does the exercise and the instructor 
comments on it to correct it. In fact, architectural 
design is developed through cooperation between the 
student and the teacher. Throughout this cooperation, 
the student might use the ideas of his/her classmates, 
but their ideas are often applied sporadically and based 
on personal preferences (Karimi Moshaver, 2008).
Benefiting from other students’ ideas and opinions, 
as latent human capital, has long been considered 
by researchers. In a joint study on the role of peer 
conversation and interaction in the feedback process 
and the value attached to this factors in the learning 
process by students, which was carried out by Robert 
Gordon University, University of Aberdeen and Queen 
University’s Belfast, it was found that informal social 
interactions –which characterize the interactional 
atmosphere of architecture studios– complement the 
learning which occurs through the teacher (Mc Clean 
& Hourigan, 2013).
Recent phenomenological and anthropological studies 
have indicated that direct transfer of knowledge is not a 
proper method for learning (Prosser & Trigwell, 1999). 
As a result, new theories focusing on the student’s 
performance rather than the teacher’s one have 
become more popular (Biggs, 2003; Ramsden, 2003). 
These theories propose new roles such as “facilitator”, 
“critical friend” and “liminal servant” for the teacher 
(Webster, 2004). Although the design studio has 
long been considered an exemplar environment of 
learning in general (Boyer & Mitang, 1996), especially 
for vocational learnings (Schon, 1985), it could be 
an unpredictable educational environment due to 

including complex interactions between teachers and 
students. However, there are few academic discussions 
or works on the exact nature of such interactions 
and how the presence of the teacher affects students’ 
learning (Quinlan, 2007).
One of the interactive teaching methods, which 
seems compaible with the diversity of modern life, 
the different nature of architecture and the workshop 
teaching system, is critical pedagogy developed 
by Brazilian philosopher “Paulo Freire”. Against 
conventional teacher-centered methods, in critical 
pedagogy, education is accompanied by the analysis 
of realities because education is an essential step for 
decision-making and power distribution in the society 
(Freire, 1972).
Freire’s critical pedagogy model mostly involves 
critical dialogue in which students (the whole 
classroom) present their viewpoints and examine 
evaluations and critiques. Students participate in 
evaluating one another’s ideas, and through combining 
viewpoints and analyzing arguments, they look at 
the subject more precisely and comprehensively to 
discover effective solutions (Bryzzheva, 2002). From 
Freire’s point of view, the requirement for this type of 
education is those classrooms that are free from teacher 
domination but replete with the dialogues that students 
hold with one another and the teacher in their attempts 
to cooperatively build knowledge (Freire, 2009). 
Through this dialogue, the teacher learns from students 
as much as they learn from him (Fritze, 2004).
On the other hand, according to “Self-determination 
theory”1, teachers who favor independence and 
autonomy (as opposed to controllers) increase 
students’ inclination toward challenges and enhance 
their curiosity and intrinsic motivation (Deci & 
Sheinman, 1981; Grolnick & Ryan, 1986). Therefore, 
considering its specific features such as the distribution 
of power in the classroom which leads to students’ 
more independence and autonomy as compared to 
traditional methods, it is deduced that critical pedagogy 
seems to have a great potential for increasing intrinsic 
motivation in architecture students. In attempting 
to find out whether it is possible to apply critical 
pedagogy in architecture learning or not and what the 
results might be, the present research was conducted 
by analyzing a sample consisted of the students who 
took the architectural design course (1) offered at the 
Islamic Azad University, Gorgan Branch, and were 
instructed and evaluated by two different education 
methods (traditional and critical). The “Learning 
climate” questionnaire2 was given to the students at 
two different stages so that the effectiveness of critical 
pedagogy in increasing their intrinsic motivation 
could be evaluated. In addition to the questionnaire, 
all students were interviewed. The results of the 
interviews and evaluations based on critical pedagogy 
will be presented in other papers. 
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2. ARCHITECTURAL DESIGN STUDIO
Today’s architecture studio model is derived from both 
Beaux-Arts and Bauhaus styles (Broadfoot & Bennett, 
2003). Beaux-Arts studios (1914-1919), known as 
the “Atelier”, established an education method that is 
still the focus of architecture education. Broadfoot & 
Bennett (2003) describe how students were guided by 
teachers or senior students in a learning process during 
practice.
The physical structure of the studio has remained 
unchanged for decades, in spite of the increasing 
diversity of student groups, students’ unpreparedness 
for studying architecture when entering university, 
the arrival of computers and technology, and many 
changes in the architectural profession (Kuhn, 2001). 
Today’s architecture studio, which characterized by 
being problem-centered, working on complex and 
endless problems, rapid iterations of design solutions, 
formal and informal critiques, consideration of a 
heterogeneous range of issues, the use of samples and 
holism, a creative approach to the limitations, and 
importance of design media (Kuhn, 2001), doesn’t 
significantly differ from its historical models (Morkel, 
2011).
The special structure of the design studio provides 
numerous opportunities for education, many of which 
require more attention. Creating a learning environment 
rich in social relationships, where peer interactions and 
collective learning can be developed, forms the core 
of the studio-based teaching of architectural design 
education (Cuff, 1991; Nicol & Pilling, 2000). The 
social dimensions of the studio and the opportunities 
it provides for collaboration and sharing, serve as 
a stimulus for learning (Parnell, 2001), and it is the 
culture of the studio that means durability for students 
(Koch, Schwennsen, Dutton, & Smith, 2002).
It is strange, however, that architecture education 
through the workshop system was not theorized until 
the 1970s, when Donald Schon derived the concept 
of “learning in design studio through the simulation 
of real professional practice” from his studies on 
design studios. He immediately presented the model 
of architecture education as a model for teaching all 
professions (Schon, 1987).
Schon’s definition of teaching, i.e. teaching and 
learning by direct knowledge transfer, is arguably 
close to teacher-centered methods (Ramsden, 2003). 
Those who teach architecture know that teaching a 
student to become an architect involves more than 
just the induction of knowledge, skills, and abilities 
expressed in the course description. Although less 
talked about, architecture education undoubtedly has a 
powerful “hidden curriculum” that makes students pay 
attention to social (aesthetics, motivation, and ethical 
values) and cultural (including language, clothing, etc.) 
values (Dutton, 1991). While Schon’s theory does not 
see the existence of this effective body (also not its 
importance) in architecture education.

Bourdieu states that people have a “habitus” that is 
defined as follows:
“A sequence of tendencies, permanent ways of 
observing, practicing and thinking, or a sequence 
of schemata or long-lasting structure (rather than 
permanent) perception, understanding and practice” 
(Bourdieu, 2005).
Bourdieu’s concept of “habitus” is very interesting 
because it shows how a combination of an individual’s 
epistemology, ontology, and physical qualities 
determine his actions in real life. This theory is of 
importance from another point of view, it replaces 
concepts such as nature or inherited genetics with the 
notion that “people continually expand their habitus 
in their experiences (including education) during their 
lives”. Slow. This concept is notable in the description 
of the process during which students bring their habitus 
to an architecture school, and their habitus slowly 
aligns with their discipline infrastructure by engaging 
in formal and informal learning programs. Bourdieu’s 
concept of habitus provides a comprehensive definition 
of the individual that is not in Schon’s theory. 
Consequently, a new challenge for professors will be 
to redefine students (as a person with a unique habitus) 
and consider how formal education affects all aspects 
of a student’s habitus (Webster, 2008).
Following the changes in the late twentieth century, 
i.e. the age of Enlightenment onward, the concepts 
of “truth” and “knowledge” have been revised and 
analyzed. Today, we adopt a kind of relativism in which 
“truth” is made by cultural groups, and moreover, these 
groups are in permanent conflict with other groups 
over power to prove the superiority of a particular 
truth. This conflict over power also occurs in the field 
of architecture, and especially in the field of aesthetics 
(definition of the quality in architecture).
Contemporary studies on the role of power in teaching 
and learning suggest that education can be designed 
with maximum or minimum freedom for students. 
To achieve maximum freedom, educational designers 
must first perform preliminary studies to identify what 
is going on and then apply those educational models 
promoting students’ freedom so that they can critically 
develop their own habitus, while simultaneously 
expanding the dynamic infrastructure of their 
discipline. Therefore, power management through the 
education process is critical to optimizing the impact of 
critical dialogue (McClean & Hourigan, 2013). 

3. ARCHITECTURAL DESIGN STUDIO 
IN IRAN
In Iran, up to now, the way of presenting an 
architectural design course has not changed much 
since the establishment of the College of Fine Arts and 
the Beaux-Arts style atelier (studio) teaching system 
has been used. In our architectural studios, the usual 
practice is to determine the design topic at the beginning 
of the semester and provide students with information 



30

Ar
m

an
sh

ah
r A

rc
hi

te
ct

ur
e 

&
 U

rb
an

 D
ev

el
op

m
en

t

Vo
lu

m
e 

12
, I

ss
ue

 2
9,

 W
in

te
r 

20
20

Sardashti, S. et al.
about it. In the next step, after examining similar 
examples and analyzing the design site, the students 
begin designing and reach their designs through a 
part-to-whole or whole-to-part process according to 
the professor’s interest. After sequential corrections 
and converting the initial concept to a design favorable 
from the professor’s point of view (a good design is 
defined according to the professor’s taste), students 
prepare the architectural documents required for the 
end-of-semester presentation. In the final delivery, a 
professor or group of professors will judge the tasks 
and determine the student’s score (which usually 
reflects the quality of his/her design compared to other 
students’ designs).
At most Iranian universities, design education is 
done by a workshop system, in which students 
present their designs and professors correct them. In 
fact, architectural design is formed through student-
professor collaboration. Students may also use their 
classmates’ opinions, but these opinions are applied 
tastefully and sporadically, which finally may not help 
improve a project in the right direction and it is a student 
who makes the final decision. As such, it becomes 
clear that in the production of design knowledge, the 
design workshop and the people involved- including 
professors and students- are of great importance, and if 
not considered, the foundation of architectural design- 
which is the same design knowledge- gets into trouble 
(Karimi Moshaver, 2008). 

4.IMPLEMENTATION OF CRITICAL 
PEDAGOGY IN MASTER’S 
ARCHITECTURAL DESIGN COURSE 
(1)
The first step is to determine the number of participants. 
There is a direct relationship between the number 
of students and the number of opinions, but the 
relationship between the number of students and the 
amount of participation in class discussions is inverse. 
As the number of students increases, the number of 
opinions and ideas increase, while the participation 
of each student in class discussions will decrease. 
Usually, shy students or those with low self-confidence 
are left out of discussions more than other students. If 
the number of students decreases in a classroom, each 
student would have more time and consequently more 
participation, but the overall number of opinions and 
critiques presented on a subject decreases. Therefore, 
the number of students for a class should be selected 
carefully so that students participate in discussion 
optimally. Considering the high number of students 
in the course (24 students), they divided into two 
12-member groups.
In the first session, students became familiar with the 
new role of the teacher as “Facilitator”, not the one 
who make all the decisions, and also their new role as 
an active part of a class and a critic. Then, the physical 
arrangement of the classroom was changed (big square 

tables were formed by attaching four studio tables 
to each other so that the instructor and the students 
could sit around the square table in equal positions). 
The instructor did not have any specific or fixed place 
and regularly changed his position in each session to 
emphasize the idea that he was one of the learners.
In critical pedagogy, the subject should be chosen by 
students in a democratic procedure so as to be derived 
from the context of the community. In this specific case, 
to properly compare the first and the second sections of 
the semester, the chosen subject was the following part 
of the subject selected in the first section (designing a 
theme park around a cultural center). At the beginning 
of the class, the students were informed that they were 
not required to implement the group’s ideas or even 
the instructor’s ideas in their designs. Each student 
individually developed his/her design throughout the 
week and each design got assessed and criticized by 
students. Critic sessions were held in the round table 
manner.
As it was mentioned, the role of the teacher in critical 
pedagogy is to lead discussions in the class which 
happened in the following manner: 
(1) The instructor asks a student to present his/her 
design to the class.
(2) The instructor wants the group to assess the 
presenter’s design.
(3) The instructor interferes in a case where the 
assessment derails toward destructive criticism or 
inappropriate reaction to prevent hostilities and return 
the session to its proper process.
(4) The instructor personally asks shy students or those 
with low self-confidence for their ideas and opinions.
(5) The instructor stimulates students mentioned in 
(4) to be active by encouraging them at proper times 
(preserving class balance).
(6) The instructor wraps up the discussion of the design 
by summarizing the assessments and criticisms and 
moves on to the next student.
Although it is the instructor who should interfere 
and return the critic session to its proper process, 
but the amount of this interference should be kept at 
least possible and only when there is no other choice. 
Students will gradually learn to keep their class on track 
and away from unnecessary debates and discussions, 
so the teacher should be patient and give them time to 
find it on their own.

5. SELF-DETERMINATION THEORY
Self-determination theory was initially developed by 
Edward L. Deci and Richard M. Ryan (1985) and has 
been elaborated and refined by scholars from many 
countries. The results have led to the formation of the 
hypothesis that if the three basic psychological needs, 
namely competence, autonomy, and relatedness, were 
satisfactorily met, they would lead to an increase of 
self-determination and mental health; however, if 
they are impeded, motivation or sense of well-being 



The Efficacy of Using Critical Pedagogy
 as a Teaching Method
Page Numbers: 27-38 31

Ar
m

an
sh

ah
r A

rc
hi

te
ct

ur
e 

&
 U

rb
an

 D
ev

el
op

m
en

t

Vo
lu

m
e 

12
, I

ss
ue

 2
9,

 W
in

te
r 

20
20

may decline.
Individuals may do an action because of its intrinsic 
value, external coercion or necessity, allurement, 
personal interests, sense of personal obligation 
or fear of evaluation. This interaction between 
intrinsic motivation and external forces is tangible 
for any person. Comparison of those people whose 
motivation is genuine and emanates from intrinsic 
inclinations with those act under the force of 
external factors has indicated that the former have 
more interest, excitement and self-confidence which 
appear as increased endurance and creativity (Deci & 
Ryan,1991; Sheldon, 1997), vitality (Nix, 1999) and 
self-esteem (Grolnick, 1995). The concept of intrinsic 
motivation conforms to White’s (1959) theory 
implying that people often take part in activities 
to prove their competence. Behaviors originating 
from intrinsic motivation are those in which people 
take part willingly and without being forced by the 
necessity of possible consequences. It can be said 
that no phenomenon reveals the positive potential 
of mankind’s nature, i.e. inclination toward seeking 
new things, challenge seeking tendency, development 
of individual capabilities as well as exploration and 
learning, as much as the intrinsic motivation.
Events such as threats (Deci, 1972), control and 
supervision (Lepper & Greene, 1975), evaluation 
(Harackiewicz, 1984) and deadlines (Amabile, 1976) 
are also able to decrease intrinsic motivation. The 
reason is believed to be the change of perceived 
internal locus of causality to external perceived 
locus. On the contrary, having the ability to choose 
(Zuckerman, 1984) enhances the perceived internal 
locus of causality and increases people’s intrinsic 
motivation and confidence in their performance 
(Tafarodi, 1999).
Field studies have doubly indicated that those teachers 
supporting students’ independence and autonomy 
(as opposed to controllers) facilitate the increase of 
challenge seeking tendencies, curiosity and intrinsic 
motivation in their students (Deci & Sheinman, 
1981; Grolnick & Ryan, 1986). On the other hand, 

those students taught by controlling methods lose 
their creativity and their ability to learn might be less 
effective especially when conceptual and creative 
processes are involved (Amabile, 1987).
Intrinsic motivation flourishes in conditions 
characterized by feelings of secure and comforting 
connections and links (Ryan & LaGuardia, 2000). 
For example, Ryan and Grolnick (1986) and Ryan, 
Stiller, and Lynch (1994) have reported that those 
students, who evaluated their teacher as warm and 
caring, enjoyed more intrinsic motivation. In other 
words, positive feedbacks have direct effects on 
intrinsic motivation. At the same time, many studies 
on the relationship between performance and positive 
feedback have revealed that positive feedback 
increases intrinsic motivation only when individuals 
feel responsible for having good practice (Fisher, 
1978) or when they somehow gain and maintain a 
sense of autonomy. The effects of positive feedbacks 
are not noticeable when students feel no independence 
in learning. Therefore, among the three mentioned 
needs, “sense of autonomy” or “independence” in 
learning is the most basic and fundamental one. The 
positive effects of the other two needs, namely sense 
of competence and sense of relatedness, depend on 
the presence of autonomy. 

6. CONCEPTUAL MODEL OF THE 
EFFECTS OF CRITICAL PEDAGOGY 
ON ACADEMIC MOTIVATION
Considering what discussed in the previous section 
about the nature of “critical pedagogy” and “self-
determination theory”, the conceptual model of 
the study can be formed as Figure 1. According to 
this model, a hypothesis can be proposed based on 
which critical pedagogy has a direct significant effect 
on autonomy and an indirect effect on the intrinsic 
motivation of the students attending the architectural 
design course (1) class via affecting the indices which 
result from autonomy, namely sense of competence 
and sense of relatedness.

        Fig. 1. The Mechanism by which Critical Pedagogy Affects Intrinsic Motivation
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In fact, the theory of autonomy does not deal with 
the signs of intrinsic motivation; rather, it analyzes 
the conditions which give rise to and maintain this 
inclination. Critical pedagogy is one of the teaching 
methods which can create the required supportive 
conditions to this end.

7. STUDYING THE CONCEPTUAL 
MODEL IN THE SAMPLE
To test the research hypothesis, a sample was 
considered and the research model was applied on it. 
In following, first, the research sample is introduced 
and the findings are discussed..

7.1. Research Sample 
Considering that the statistical population of this study 
includes all architectural students who are taking the 
applied or designing courses, 24 graduate students of 
Islamic Azad University of Gorgan, who were attending 
the architectural design course in the academic year 

2015-2016, were selected as the sample. Studying 
demographic variables of students showed that there 
was no significant difference between them in terms 
of and education level. The discipline of all students 
was architecture at the undergraduate level. Statistical 
analysis of the academic scores of the sample members 
at the undergraduate level indicated that the categories 
have a normal range. About the gender factor, 16 and 
8 students were male and female, respectively. Figures 
1 and 2 are pictures taken from the class under study. 
In order to implement critical pedagogy, they were 
divided into two 12-member groups. 
In order to eliminate confounding variables as much 
as possible, a bipartite subject was selected (designing 
a cultural center in a theme park) so that the students 
could perform the first part, namely designing the 
cultural center, in the first section of the semester 
through the traditional workshop approach and the 
second part, namely designing the theme park, in 
the second section of the semester through critical 
pedagogy. At the end of each part, students were tested 
using the “learning climate” questionnaire.

        Figs. 2 & 3. Photos of Studied Design Studios 

8. FINDINGS
As mentioned before, the theoretical foundation of 
this study on academic motivation is based on the 
“self-determination” theory. In this regard, a detailed 
review of the theory indicated that it is possible to 
analyze the indices of autonomy, sense of relatedness 

and sense of competence in architecture learning using 
15 questions. It should be noted that the reliability of 
these questions has been proved and they have been 
standardized. In fact, these 15 questions are applied 
to measure the indices studied. Therefore, the same 
15 questions were chosen to form the questionnaire 
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for this research (Appendix 1). It was attempted to 
translate the questions into the Persian language 
precisely as much as possible to avoid any data 
inaccuracy.
Considering the author’s approach and the main 
research hypothesis, i.e. “analysis of the effect of 
critical pedagogy on architecture students’ academic 
motivation in design courses”, 24 students were 
selected as the research sample over two timespans 
of a semester with different conditions. During the 
first two-month period, the traditional teacher-based 
education method was used for designing a cultural 
center. At the end of this period, the students were 
asked to fill out the learning climate questionnaire. 
During the second two-month period, the education 
method was changed to critical pedagogy for 
designing a park around the previously designed 
cultural center. At the end of the second period, the 
students were asked to answer the questionnaire again. 
As the present study aimed to analyze the difference 
between the two periods during which two different 

education methods were utilized, the independent 
sample t-test was used to analyze the significance of 
the difference between the two timespans. 
This test compares the mean values of the two groups 
of respondents. It is used to calculate the confidence 
interval or to assess the hypothesis of significant 
difference between the mean values of two populations. 
In other words, the mean values obtained from random 
samples are evaluated. From two populations with 
different conditions, various samples are randomly 
selected regardless of whether the number of samples 
are equal or not. Then, the mean values of the two 
populations are compared (Mansourfar, 2005). The 
assumptions of the independent sample t-test were 
found to be consistent with the variables of this 
research because the “question score” variable was 
a quantitative dependent variable at the ordinal level 
and the “education method” variable was a qualitative 
dependent variable at the nominal level. Furthermore, 
the values of the two variables were independent and 
belonged to two populations.

Table 1. Statistical Groups 

Period Number of Members Mean Score Standard Deviation

1st (Traditional Method) 24 4.34 0.882
2nd (Critical Pedagogy) 24 5.52 0.791

As observed in Table 1, in the first and the second 
periods, the mean score was obtained 4.34 and 5.52, 

respectively and the standard deviation was estimated 
0.882 and 0.791, respectively.

Table 2. Results of Independent Sample T-Test 

Levene’s Statistic T-statistic

F Value Significance 
Level T Value Degree of 

Freedom

Significance 
Level 
(Two-tailed)

Mean 
Difference

Difference in Means 
at 95% Confidence 
Interval
Lower 
Limit

Upper 
Limit

Acceptance 
of “Equality 
of Variances” 
Assumption

0.650 0.425 -4.621 46 0.000 -1.178 -1.692 -0.663

Rejection of 
“Equality of 
Variances 
Assumption”

- - -4.668 46.475 0.000 -1.178 -1.687 -0.668

To interpret the results of the independent sample t-test, 
the first step is to check the equality or inequality of 
variances between the two groups studied. As seen in 
Table 2, in Levene’s test, the significance level was 
obtained higher that 0.05, so the “equality of variances” 
assumption was confirmed.
In the interpretation of the independent sample t-test’s 
results, the second step deals with the difference 
between the respondents’ scores regarding academic 

motivation in two different periods. The results of the 
t-test (sig=0.000, t=-4.621) indicate that the means of 
academic motivation in the two education methods are 
significantly different and the groups have different 
academic motivation levels at the 95% confidence 
level (H0 (which suggests that the difference between 
the scores is not significant) is proven). Furthermore, 
as seen in the last few columns of the table, at the 95% 
confidence interval, the difference in means is placed 
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on the one side of zero and this proves the claim that 
the difference between the two education methods has 
led to a significant difference between the students’ 
scores of academic motivation. 

9. CONCLUSION
Architecture is inherently different from many other 
common academic fields and thus requires different 
and special teaching methods. The close relationship of 
architecture to art and philosophy as well as technical 
disciplines on the one hand, and the need to engender 
motivation and creativity in architecture students 
alongside the official curriculum, on the other hand, 
have created more challenges for this academic field. 
One of the important aspects in this regard is using 
“critical pedagogy” introduced by “Paulo Freire” as a 
method based on Power-sharing and mutual exchange 
of information between teacher and students rather 
than the one-sided mere transfer of information. 
According to Freire, education must break the old-
age patriarchal teacher-student relationship and raise 
humans who look at the world critically in their 
dialogues with others. On the other hand, via “Self-
Determination Theory” we know that three needs of 
competence, autonomy, and relatedness, if satisfied 
properly in a learning environment, could cause 
intrinsic motivation. Among them, “autonomy” plays 
a basic role and the other two need are effective only 
in the presence of autonomy. The conceptual model 
of this study assumes that critical pedagogy, because 
of its Learner-centered nature, has the ability to 
increase autonomy and thereby intrinsic motivation. 
In this regard, the present research aimed to compare 
the traditional education method (teacher-centered) 
and critical pedagogy regarding their effectiveness 
in engendering intrinsic motivation in architecture 
students in the architectural design course. For this 

purpose, a number of graduate students of Islamic 
Azad University of Gorgan attending the architectural 
design course (1) were chosen as the sample. In 
order to eliminate confounding variables as much as 
possible, a bipartite subject was defined (designing a 
cultural center in a theme park) so that the students 
could perform the first part, namely designing the 
cultural center, in the first section of the semester by 
the traditional workshop approach and the second 
part, namely designing the theme park, in the second 
section of the semester by critical pedagogy. At 
the end of each part, students were tested using the 
learning climate questionnaire. After entering the 
quantified data into the SPSS software, which were 
collected by Likert-type scale, and considering the 
nature of the study, which dealt with the comparison 
of two groups with a different trait, the independent 
sample t-test was selected as the appropriate test for 
the study. The results of data analysis indicated that 
critical pedagogy had significantly engendered more 
academic motivation in the students attending the 
architectural design course (1) as compared to the 
traditional approach. It can be proposed that critical 
pedagogy has a notable effect on the three influential 
factors of academic motivation, namely autonomy, 
competence, and relatedness, through its internal 
mechanisms, the most important of which is the 
alteration of the power structure in the classroom and 
placing the teacher at the level same as the students’ 
one. Overall, it seems that critical pedagogy grants 
more authority to students and involves them in the 
process of student-to-student criticism and correction 
and, at the next level, in choosing session topics and 
running the classroom. Therefore, it strengthens the 
sense of autonomy and independence in students in a 
manner that gradually leads to the increase in intrinsic 
motivation.

END NOTE
1. Developed by Edward L. Deci and Richard M. Ryan.
2. Accessible on http://selfdeterminationtheory.org/.
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APPENDIX

 Learning Climate Questionnaire 

This questionnaire contains items that are related 
to your experience with your instructor in this class. 
Instructors have different styles in dealing with 
students, and we would like to know more about 

how you have felt about your encounters with your 
instructor. Your responses are confidential. Please be 
honest and candid.

T

NO Question

1 I feel that my instructor provides me choices and options
2 I feel understood by my instructor.
3 I am able to be open with my instructor during class.
4 My instructor conveyed confidence in my ability to do well in the course.
5 I feel that my instructor accepts me.
6 My instructor made sure I really understood the goals of the course and what I need to do.
7 My instructor encouraged me to ask questions.
8 I feel a lot of trust in my instructor.
9 My instructor answers my questions fully and carefully.
10 My instructor listens to how I would like to do things.
11 My instructor handles people’s emotions very well.
12 I feel that my instructor cares about me as a person.
13 I don’t feel very good about the way my instructor talks to me.
14 My instructor tries to understand how I see things before suggesting a new way to do things.
15 I feel able to share my feelings with my instructor.


