10 Urban Co-Creation

Martin Severin Frandsen and Lene Pfeiffer Petersen

What. Urban Co-creation is a participatory design method for use in urban pedagogy
developed by the organization Supertanker. The method consists of a set of guidelines,
tools, and techniques through which school pupils can develop and realize an urban
design in a collaborative process with inhabitants and organizations in their neighbor-
hood. The use of the method is exemplified in a case study where youths from a disad-
vantaged neighborhood in the suburbs of Copenhagen designed and co-constructed
colorful and imaginative dustbins to handle problems with local littering.

Why. Becoming an urban citizen and a full participant in urban life requires the develop-
ment of particular skills and capabilities. The most effective way to develop these skills
is through experiential and situated learning where learners participate in real-world
activities in the urban environment. Through Urban Co-creation, school pupils learn
about the urban environment by being involved in a collaborative process of urban design
and construction. The process educates not only the pupils but also their communities,
who learn how children and youths can contribute to local problem solving and
development.

Where. The method is intended for use in schools and educational institutions in urban
neighborhoods. The most effective learning takes place in situations where the educational
activities are linked to real-world practices in the neighborhood, such as community
development, local environmental work, or local urban development.

How. Drawing on an exploration and mapping of local issues, the pupils develop ideas
and problem solutions, which are presented and publicized at a local exhibition. The best
ideas are further developed into small-scale prototypes, and one or more prototypes are
realized in 1:1. The realized designs are celebrated at an inauguration followed by an
evaluation of their use and functionality when put into practice.
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1 Introduction

This chapter illustrates how participatory design methods can be used to educate and
empower urban inhabitants. In recent years on an international level we have seen a
growing interest in the power of design and art as tools to improve participation and
civic engagement of children, youths, and adults alike. Renewed practices and theories
of urban pedagogy are taking form through collaborations between designers, archi-
tects, artists, community activists, and academic researchers working across traditional
disciplinary boundaries. Uniting the different practitioners of urban pedagogy is a
commitment to empowering others through educational programs focused on equip-
ping people with the tools and awareness to allow them to take on urban issues
themselves. Participatory design as a form of urban pedagogy is thus concerned with
developing the skills and capabilities required in participating in the design and pro-
duction of the urban environment.

In section 2, we introduce the field of urban pedagogy by tracing its historical roots
and highlighting some contemporary examples. We pay particular attention to how
a new generation of urban educators is using design methods as pedagogical tools and
to how urban pedagogy is practiced as a form of experiential education and situated
learning. Section 3 exemplifies the use of Urban Co-creation, the design method we
present in this chapter. Through a case study from a disadvantaged neighborhood in
the suburbs of Copenhagen, we explore in more detail the potentials of using design
methods in urban pedagogy. The case study tells the story of a design process led by
the group Supertanker, where youths from a local school designed and constructed
colorful and imaginative dustbins to handle problems with local littering. The project
succeeded in creating an increased local awareness of waste management and reducing
the amount of litter in the neighborhood. The most important but less tangible
product of the design process was, however, the skills and capabilities acquired by the
youths, and the mutual learning produced between all the involved participants in
the local community.

In section 4, we present the Urban Co-creation method in general terms and intro-
duce the overall guidelines, the specific phases in the design process, and the tools
and techniques that can be used. To conclude, we show a figure that in visual form
captures the main ingredients of the presented design method, and we sum up the
main potentials of using design methods in urban pedagogy exemplified in the
chapter.

2 Urban Pedagogy

Urban pedagogy can be defined as the educational practice concerned with equipping
people for life in an urban environment. Echoing a long heritage in urban sociology,
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Stephen Dobson argues that to live in an urban environment requires the develop-
ment of particular intellectual, social, and bodily skills (Dobson 2006, 100). One must
learn to live in the midst of strangers, to adapt to quickly shifting situations and new
environments, and to work together with unfamiliar others to solve problems and
create change.

Practitioners of urban pedagogy often start from the premise that these things
are best learned from experience and through practical involvement in the social
activities that shape the urban environment. In contrast to more traditional forms of
education, a key characteristic in urban pedagogy is that the educational efforts move
from the institutional setting of the school to the public life of the street and the
community.

Pedagogy is moved from the formal, institutionalized space of the classroom with fixed and stable
teacher-pupil roles to the street and the community expressed in the life of the street, where
many other shifting significant others can be figures of identification and the source of mimetic
inspiration. (Dobson 2006, 103)

Educational activities that take place in the urban environment can take many differ-
ent forms. Typically urban pedagogy combines explorations and field trips into the
urban environment with practical involvement and participation in local urban design
and community planning projects.

2.1 Historical Roots

Although the concept may be new, the practice of an early form of urban pedagogy
can be traced back to the educational experiments in the Hull House settlement in
Chicago that was founded in 1889 by Jane Addams and Ellen Gates Starr. Located in
an immigrant neighborhood in the Near West Side, Hull House was a center for civic
and community life. The residents in the social settlement, mostly women with a
middle-class background who chose to live among the urban poor, engaged in a wide
range of philanthropic and educational activities and worked to investigate and
improve the conditions in the industrial districts of Chicago. An important part of
the educational activities of Hull House was helping the recently arrived immigrants—
Bohemians, Italians, Poles, Russians, Greeks, and Arabs, mostly with a peasant back-
ground—to adjust to the unfamiliar surroundings and life of a large city (Addams
2002).

In her recollections of her first twenty years in Hull House, Jane Addams recalls
how the residents of the settlement were overwhelmed by how isolated many of the
immigrants were. She recalls how an Italian woman was surprised when she saw red
roses at one of the receptions at Hull House. The woman, who had lived in Chicago
for six years, would not for an instant believe that the roses had been grown in
America, and believed that they must have been brought fresh all the way from Italy.
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During all that time, of course, the woman had lived within ten blocks of a florist’s window;
she had not been more than a five-cent car ride away from the public parks; but she had never
dreamed of faring forth for herself, and no one had taken her. Her conception of America had
been the untidy street in which she lived and had made her long struggle to adapt herself to
American ways. (Addams 1911, 110-111)

A key issue for urban pedagogy, the isolation of urban inhabitants in segregated
enclaves of the city and the need to develop their knowledge and capabilities as users
of the larger urban area surrounding them, was thus already being addressed in the
early settlement work at Hull House.

Another important element in urban pedagogy that can be traced back to the social
settlements was, in Dobson’s words, the ability “to identify, understand and interpret
urban experiences” (Dobson 2006, 100). An important part of the educational efforts
undertaken by the residents at Hull House was the cultivation of what the sociologist
C. W. Mills has termed the “sociological imagination” (Mills 1959/2000). Cultivating
a sociological imagination meant developing the ability to perceive how the personal
and local troubles that the newfound urban inhabitants experienced in their neighbor-
hood in the Near West Side of Chicago related to the larger public issues of the city
of Chicago as a whole. As an example, Addams mentions how the inhabitants learned
that a local problem with unpaved streets was related to the larger politics of the city,
and the issue had to be addressed at that level.

A settlement constantly endeavors to make its neighborhood realize that it belongs to the city
as a whole, and can only improve as the city improves. We, at Hull House, have undertaken to
pave the streets of our ward only to find that we must agitate for an ordinance, that repaving shall
be done from a general fund before we can hope to have our streets properly paved. (Addams,
1899, 52)

Some of the first efforts at developing, through educational activities, a kind of urban
citizenship similar to what the French urban philosopher Henri Lefebvre would later
advocate for as “the right to the city” were thus already undertaken in the early days
of the American settlement movement.

The right to the city ... should modity, concretize and make more practical the rights of the
citizen as an urban dweller (citadin) and user of multiple services. It would affirm, on the one
hand, the right of the users to make known their ideas on the space and time of their activities in
the urban area; it would also cover the right to the use of the centre, a privileged place, instead of
being stuck and dispersed into ghettos (for workers, immigrants, the “marginal” and even for the
“privileged”). (Lefebvre, cited in Kofman and Lebas 1996, 34)

2.2 Design Methods in Urban Pedagogy
Moving forward to present times, in recent decades we have seen a revitalization of
urban pedagogy on an international level as a new generation of educators and activists
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have taken urban pedagogy to new places and in new directions. A characteristic feature
of the renewed urban pedagogy is that it is practiced in transdisciplinary collaborations
between artists, architects, designers, community organizers, and academic researchers,
often based in independent civil society organizations outside formal educational
institutions. Many of these contemporary practitioners of urban pedagogy use partici-
patory design methods as part of their pedagogical methodology and integrate them
in creative ways with practices developed in other disciplines. Design methods can, for
example, be combined with the psychogeography invented by the situationist art
movement, relational or social art practices, ethnographic methods from the social
sciences, or organizing methods from community development (Bourriaud 2002;
DiSalvo et al. 2008; Pinder 2008; Awan, Schneider, and Till 2011).

A prominent example is the Center for Urban Pedagogy (CUP), a nonprofit orga-
nization based in Brooklyn, New York. Their work consists of using design methods
and artistic practices to create awareness and engagement in the city. They believe
that greater understanding of “how the city works” plays a vital role in engaging citi-
zens in issues in their community. CUP’s projects are always based on the lived experi-
ences of the people of the city. CUP works with local students and community groups
in investigating the city through simple and somewhat naive questions that arise
when using the city, for example: Where does the electricity come from? Why are
there no supermarkets in inner New York? Where is the federal government? The
results of the research are then conveyed via design and art methods into understand-
able, illustrative, and fun materials such as maps, newspapers, videos, and so on, that
can be used to educate other members of the community. The following two examples
illustrate CUP’s methodology and use of design.

Bodegas Down Bronx: In trying to understand the system of grocery sales in their
local community, young people from a high school in the Bronx investigate the wide-
spread phenomena of local grocery shops called bodegas. The bodegas are small busi-
nesses selling mainly snacks, alcohol, cigarettes, and a limited grocery selection. The
shops are vital to the supply of groceries in the Bronx and are an integral part of the
everyday life of the area and of the students involved. CUP and the students head out
to explore why their area holds so many bodegas and no supermarkets. They interview
their local bodega owners, market analysts, and experts and learn about supply chains
and market strategies. They examine the bodegas’ product range and consumer habits
and the consequences of the grocery structure of the Bronx on public health. After-
ward CUP and the students use design methods to create a fun and educational folder
that conveys the knowledge and understanding the students have acquired about their
local urban area (CUP 2013a).

The Internet Is Serious Business: The Internet Is Serious Business is a project that
strives to understand how the Internet works and is distributed in New York City.
Young people from a local high school and CUP set out to the city to investigate the
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issue, asking questions such as: How does the Internet work? Why is the Internet so
slow? Who owns the Internet? These questions come from the students themselves
based on their own experience of using the Internet. They interview experts and large
and small suppliers and have a firsthand look at the large wire network under the city.
The whole process is documented and afterward presented in an educational video
that tells the story of the Internet though the eyes of an alien from outer space. The
straightforward narration of the video and the simple illustrations help create aware-
ness of complex issues of ownership, politics, and regulation in a legible and fun way
(CUP 2013Db).

Other contemporary examples of urban pedagogy from around the world are Asiye
eTafuleni in South Africa, Arif Hassan in Pakistan, Ankur in India, and Supertanker in
Copenhagen, Denmark, to which we will return in the case study. Uniting all these
cases is the decision “to invest agency in empowering others through various educa-
tional programs focused on equipping people with the tools and awareness to allow
them to take on spatial issues themselves” (Awan, Schneider, and Till 2011, 48).

2.3 Experiential Education and Situated Learning

Practitioners of urban pedagogy draw mainly on the two pedagogical traditions and
methodologies of experiential education and critical pedagogy (Dobson 2006, 102-
103; Awan, Schneider, and Till 2011, 45-48). Common to both methodologies is a
concern with “the preparation of individuals to participate in a democratic society”
and the development of “critical thinking, self-motivated, problem-solving individuals
who participate actively in their communities” (Itin 1999, 94).

Proponents of experiential education mostly refer to the pragmatist philosopher
John Dewey as the founder of this tradition (Itin 1999; Illeris 2010). Dewey conceived
of experience as a transaction between an individual or a group of individuals and
their physical and social environment. Experience is the process where we act on our
surroundings and undergo the consequences of our actions.

On the active hand, experience is trying—a meaning which is made explicit in the connected term
experiment. On the passive, it is undergoing. When we experience something we act upon it, we do
something with it; then we suffer or undergo the consequences. (Dewey 1966, 139)

Practitioners of experiential education thus start from the premise that the most effec-
tive way, and possibly the only way, to learn about something is by trying to change
it. We learn when we discover the relation between what we do and what happens in
consequence.

To “learn from experience” is to make a backward and forward connection between what we
do to things and what we enjoy or suffer from things in consequence. Under such conditions,
doing becomes a trying; an experiment with the world to find out what it is like; the undergoing
becomes instruction—discovery of the connection of things. (Dewey 1966, 140)
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Urban pedagogy as experiential education is thus a learning process that takes place
through interactions and transactions with the urban environment. Pupils learn about
the urban environment by trying to change it. Hence when pupils are involved in
real-world design projects in the urban environment, it becomes an experiment with
the city to find out what it is like—or, to use the phrase of CUP, to find out “how the
city works.”

As Itin points out, however, the transactions taking place in experiential education
are not only those between the pupils and, in this case, the urban environment but
also those between teacher and student. Not only the students but also the teacher
learns something from the process.

In a transactive model, the teacher brings information to the process, but so does the student.
Teachers and students not only interact, but they exchange knowledge. Students learn from
teachers, and teachers learn from students. (Itin 1999, 95)

Moreover, a characteristic feature of urban pedagogy is that it is not always entirely
clear who are the educators and who are the students. As Dobson remarks, the answers
to the questions “who does the educating in an urban pedagogy?” and “who are the
pupils in such a pedagogy?” are not necessarily obvious (Dobson 2006, 110). When
pedagogy is moved from the classroom with fixed and stable teacher-pupil roles to
the street and the community, many others can assume the role of educators: local
residents who convey their experiences from their life in the community, practitioners
in local community development organizations, people in local businesses and local
institutions, and so forth.

In such cases, the learning that takes places in urban pedagogy becomes situated
in a double sense. It is not only situated in the urban environment but also situated
in what Jean Lave and Etienne Wenger would term local communities of practice. Like
proponents of experiential education, Lave and Wenger question the belief that effec-
tive learning can occur in institutions such as many schools that are separated from
real-world social practice. In their theory of situated learning, they instead argue that
successful learning takes place through what they term legitimate peripheral participa-
tion in communities of practice. As a legitimate peripheral participant, the learner
performs parts of the real-world activities of the community of practice and moves
from initially simple to more complex tasks through observing and learning from the
more skilled participants. For Lave and Wenger, legitimate peripheral participation is
thus akin to apprenticeship (Lave and Wenger 1991).

As we have mentioned, in urban pedagogy it is not entirely obvious who are the
educators or who are the pupils—or, in the terms of Lave and Wenger, who are the
apprentices and who are the skilled participants. In some cases, the pupils themselves
can become teachers or local experts as they convey their experiences and the results
of their investigations to other members of the community, as illustrated in the CUP
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examples. Furthermore, when children and youths are involved in collaborative and
real-world design processes in their communities, the outcome of the process is some-
times not only the situated learning of the pupils. It can also be an educative process
for the community, whose members can learn how children and youths can contribute
to local problem solving and development.

To explore in more detail the learning potentials in involving children and youths
in collaborative local urban design processes, the next section presents a case study
from a disadvantaged neighborhood in the suburbs of Copenhagen.

3  From “Troublemakers” to Problem Solvers

We now turn to a case study of urban pedagogy to more fully illustrate how design
methods can be used in an educational urban context. The case tells a story of how
youths from a local school designed and constructed colorful and imaginative dustbins
to handle problems with local littering. The project succeeded in creating an increased
local awareness of waste management and reducing the amount of litter in the neigh-
borhood. An equally important but less tangible by-product of the design process was
the skills and capabilities acquired by the participating youths and the social learning
and change in social relations it produced in the neighborhood. By giving young
people the opportunity to work as designers, the process contributed to a shift from
the image of the youths as “troublemakers” to a positive image of collaborative
problem solvers. The case study is based on interviews with the designer Anders Hage-
dorn, ethnographic field observations, and documentation from the community
development project.

3.1 A Disadvantaged Neighborhood

The neighborhood of Charlotteager is located in the former industrial town of Hede-
husene, today mostly a residential suburb to Copenhagen. Charlotteager consists of
three nonprofit housing associations that were built in three successive stages from
the early 1970s to the mid-1980s. In 2007 a new five-year experimental community
development project was undertaken in the neighborhood. Having recently had only
modest success in engaging a broader spectrum of local residents, and here in particu-
lar local youths, in the development of the community, the lead partners behind the
new project wanted to try out a more asset-based and participatory approach. The
project was initially a partnership between the three housing associations and the
municipality of Hgje-Taastrup. To introduce and test new participatory methods,
Supertanker, an interdisciplinary group of urbanists based in Copenhagen (Brandt,
Frandsen, and Larsen 2008), was subsequently brought in. For Supertanker, the new
community development project was an opportunity to test ideas of using design
processes as catalysts for social interaction and change.

Downloaded from http://direct.mit.edu/books/book/chapter-pdf/238500/9780262321006_cam.pdf by The New School user on 01 August 2021



Urban Co-Creation 189

From the interdisciplinary Supertanker group, the designer Anders Hagedorn,
together with the artist Martin Rosenkreutz Madsen, were put in charge of the effort
to engage the local youths in the development of the neighborhood. Through his
daily work in Charlotteager, Hagedorn learned that many local youths were viewed
as “troublemakers” who did not contribute positively to the community. This view
included a broad group of young people, most of whom were not guilty of anything
but minor incivilities and occasionally noisy behavior. For Hagedorn, it was thus
crucial that the effort to engage the local youths would address and work with some
of the perceptions in the neighborhood that cast many of the adolescents in a bad
light. As he had already learned, and as would become more obvious as the collabora-
tion with the local youths progressed, the youths were often just as worried about the
issues of the community as were the other older residents.

3.2 Designing Dustbins

The educational design project was organized in close collaboration with the local
public school, as well as the local youth club. The design process started in February
2009 and ran for approximately three months. It was organized as an integrated part
of the curriculum of a class of eighth-grade pupils.

The first stage consisted in mapping and identifying the issues and development
potentials in the neighborhood as seen from the perspective of the pupils (fig. 10.1).
After the mapping, the pupils brainstormed and developed a range of ideas and sug-
gestions for solutions to the identified problems, which were visualized and further
elaborated in sketches (fig. 10.1).

The results of the mapping and development of ideas were presented at the school
in an exhibition open to all residents in Charlotteager (fig. 10.1). On the basis of the
feedback and response to the exhibited ideas, two projects were chosen for realization.
One of the ideas was to design and produce new dustbins to handle a problem with
littering in the neighborhood. This idea was chosen because it both was feasible and
could help solve a problem that concerned the entire neighborhood and not just the
youths themselves.

To create as much possible ownership and at the same time the highest learning
outcome, it was essential for Hagedorn that the pupils were involved in all the stages
of the design process from idea to construction. After the exhibition, the different
design ideas were further elaborated, first in sketches and later in small-scale proto-
types in the form of cardboard models (fig. 10.1). A fundamental design idea was to
create some spectacular and creative designs that could bring a playful element to the
use of dustbins.

With the small-scale prototypes, the basic designs of the dustbins were ready, and
the production stage could begin. This meant that the design process was now taken
outside the school and neighborhood setting. To begin with, Hagedorn took the
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Figure 10.1
Mapping, developing ideas, exhibiting, and prototyping. Photos: Anders Hagedorn and Farokh
Berenjgani. Collage: Henrique Figueira.
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students to a junkyard, where they found old barrels and other metal waste that could
be reused as material for dustbins (fig. 10.2). Then the process continued at a produc-
tion school in the nearby town of Roskilde, where the pupils learned to forge dustbins
out of the found recycled objects (fig. 10.2). Back at the school and in the neighbor-
hood, the dustbins were then painted and decorated with stencils.

During the production stage, the group of individuals and organizations involved
in the participatory process gradually expanded. To help the pupils forge the bins, the
group enlisted the services of a local blacksmith, who would become a permanent
collaborator in the community development project. The same thing happened with
a teacher from the production school who later became involved in several other
activities in the neighborhood.

In addition to the eighth-grade class, other youths from the neighborhood also
became involved. The sketches and small models of the bins were exhibited at the
local youth club, and members of the club contributed by spray painting and making
stencils to decorate the bins (fig. 10.2). Furthermore, in a more random manner and
outside the auspices of school and club, several other children and youths who hap-
pened to pass by while the bins were being decorated and installed in the neighbor-
hood were invited to participate. For Hagedorn, an important element in the process
was the methodological rule that everyone who showed an interest and wanted to
participate could become part of the process. With this openness, the design and
production process was able to include and give many groups from the neighborhood
a share in the project.

In addition to the neighborhood children and youths, the design process also
involved the caretakers and tenant boards of the housing associations. Collaboration
with the caretakers was important because they were the ones responsible for empty-
ing the dustbins once they were put into service. The caretakers’ feedback about the
functionality and the location of the dustbins was therefore needed. The question of
the maintenance and location of the dustbins was also discussed at a meeting between
the pupils and the tenant boards, who had the formal role of approving and support-
ing the project financially. The design process thus provided an occasion for the
youths to become acquainted with and learn about the tenant democracy in the
housing associations where they lived, and for the board to see the youths acting in
a new and unaccustomed situation.

Furthermore, the broad local ownership of the dustbin project was promoted
because the whole process was continually documented and communicated by the
local newspaper and on the housing associations’ own TV channel, where residents
could view short films on the process and continuously keep themselves informed
about the ongoing work. Residents who did not participate directly in the project
could thus have the story of the dustbin design process conveyed, and get a positive
image of the youths as people who were concerned with waste problems and contrib-
uted positively to resolving them.
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Figure 10.2
Co-constructing, inaugurating, and testing. Photos: Anders Hagedorn and Farokh Berenjgani. Col-
lage: Henrique Figueira.
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Finally, an additional element that contributed to community ownership was the
inauguration of the dustbins. In addition to a large group of pupils from different
classes and age groups in the school, teachers, parents, residents, youth club workers,
representatives from the tenant boards, caretakers, children and nursery nurses from
local day care institutions, active citizens in Hedehusene, and the local press partici-
pated (fig. 10.2). The inauguration thus also helped convey a positive image of the
local youths and at the same time an image of a community cooperating in solving
problems.

3.3 Products of the Design Process

Looking back and reflecting on the design process, Supertanker learned an important
lesson that the essential thing was not so much the specific product the design process
created but the changes the process triggered in the neighborhood. One of the by-
products of the process was the creation of a range of new and collaborative social
relations in the local area that were to endure for the remaining three years of the
community development project. Another by-product was the knowledge on design
processes and democratic collaboration the project created among the youths. In this
process, both the youths’ own sense of self and the surrounding community’s image
of them changed. Part of the learning process consisted in the pupils being allowed
to try out new and unfamiliar situations that might challenge their perception of their
abilities and skills. The project was an opportunity for students to experience them-
selves in new situations and challenge their own, but also their teachers’, perceptions
of their abilities and talents.

To sum up, the overall picture of the design process shows that it created, besides
the concrete rubbish bins, a range of new and enduring social relations of collabora-
tion in the neighborhood and extending to the surrounding towns. In addition, the
project produced new experiences and changed self-perceptions among the participat-
ing youths, fostering a more positive outward image. The process also generally
spawned an increased awareness of waste management in the area, and the caretakers
reported less littering in a subsequent period. Finally, the project created and com-
municated a story of the local neighborhood as a collaborative community.

4 Urban Co-Creation

Now we present the Urban Co-creation method exemplified in the case study in more
general terms. The method has been developed by Supertanker (including Frandsen,
one of the coauthors of this chapter) on the basis of a number of experimentations
and collaborations with schools in the Copenhagen region. In short, Urban Co-cre-
ation is a participatory design method where local school pupils develop and realize
an urban design together with inhabitants and organizations in their neighborhood.
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University students who are interested in learning how to create participatory urban
design projects with children and youths can use the method to find inspiration on
how to conduct their own experiments with urban pedagogy. As going through all
the phases of the design process in the case study took about three months, we recom-
mend that university students consider focusing on two or three of the phases in the
design process, depending on the situation at hand. In the following, we present the
overall guidelines for the method, the specific phases in the design process, and some
of the tools and techniques that can be used in the different phases.

Following Dewey, we understand methods as working hypotheses, guiding ideas,
or plans of action that “are formed in one situation and are then transferred as
‘programmes of behavior’ to other situations as tools of reflection, analysis and
anticipation” (Miettinen 2000, 69). As Bratteteig et al. (2012) point out, a method
must always be tailored and adapted to the unique problematic situation one is con-
fronting. Also following Bratteteig et al., we distinguish between methods as general
guidelines for how to carry out the design process and tools and techniques as the
more specific instruments and “ways of doing” that can be applied in the design
process (118-119).

Another important feature of methods in participatory design is, as Simonsen and
Robertson points out, that “what is being designed is both the technological product
or artifact and the process that enables different participants to engage in designing
this product” (Simonsen and Robertson 2012, 8-9). Participatory design thus has “a
strong focus on the ‘how’ of designing, i.e., a focus on the process of designing and
the particular participatory practices that different processes can enable.” Conse-
quently participatory design includes tools and techniques “that enable the partici-
pants in the design process to propose, represent, interrogate and reflect on different
aspects of the developing design continually throughout that process” (9).

4.1 Overall Guidelines

The overall purpose of using the Urban Co-creation method is to create and facilitate
an experiential and situated learning process for schoolchildren and youths where
they develop new skills and learn about the urban environment through trying to
change it. The most effective learning takes place when the pupils work to solve real-
life problems in their neighborhoods and cities in collaboration with local residents
and organizations.

To motivate and engage the interest of the pupils, the starting point for the design
process should be the experiences and problematic situations that the pupils are famil-
iar with from their own everyday life in the neighborhood, as in the cases discussed
earlier: problems with maintaining and cleaning streets and public space, difficulties
with finding and accessing shops and stores, a slow Internet connection in the neigh-
borhood, and so forth. Furthermore, an important initial task is to identify the local
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residents, organizations, businesses, and institutions that are affected by, and have an
interest in, the chosen problem or possess knowledge, skills, or resources that can be
useful in the design process.

4.2 Phases, Tools, and Techniques

After an initial phase of preparation, the method takes the pupils through six phases
or steps. Drawing on an exploration and mapping of local issues and opportunities,
the pupils develop ideas and problem solutions, which are presented and publicized
at a local exhibition. The best ideas are further developed into small-scale prototypes,
and one or more prototypes are realized in 1:1 in collaboration with local residents
and organizations. The realized designs are celebrated at an inauguration followed by
an evaluation of their use and functionality when put into practice. A variety of tools
and techniques, such as mapping, sketching, development of ideas, prototyping, and
so on, can be applied in the different stages and steps of the design process.

Exploring and mapping. In the first phase of the design process, the pupils set out to
explore and investigate the problem and area at hand, using techniques such as
observing, taking notes, photographing, and interviewing. The information gathered
through these explorations is used to create maps that give an overview of the situa-
tion of an area as it is seen from different perspectives. Mapping is thus used to gather
information about both pupils’ own experiences of living in an area and the experi-
ences of others. At the same time, mapping an area is also a way of pointing out the
challenges or problems of a place and therefore the starting point for identifying pos-
sible ways of improvement and generating ideas and problem solutions. In that way,
mapping is a tool that can help foster relevant ideas for development that are based
on the actual context of an area and not detached from the genuine circumstances
(Wates 2000, 76-77).

Developing ideas. The purpose of the second phase is to develop ideas based on the
knowledge and understanding of the problem or area in question produced through
the first phase. In this phase, techniques like brainstorming and sketching are used to
stimulate imagination, to explore ideas and visions, and to communicate them in an
accessible and nontechnical language. Sketching is used as a way of concretizing ideas
and thoughts by turning them into visualizations. In this way, thoughts get tangible
form and expression and make it possible for people involved in the process to visual-
ize possible end results. Sketching, however, mostly functions as a means to open up
and create ideas rather than a way to develop exact solutions (Brandt, Binder, and
Sanders 2012, 164-170; Bratteteig et al. 2012, 128-131).

Exhibiting and selecting ideas. In the third phase, the developed ideas and sketches
are put on public display at an exhibition. The exhibition serves as a tool to create
awareness about the project or design process. The exhibition also functions as a form
of evaluation and thereby helps develop the ideas further by involving other parties
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and listening to their views. Letting people vote about which ideas they prefer is used
as a tool for choosing which ideas to realize and to create local legitimacy and owner-
ship. Exhibiting ideas also requires the ideas to be presented in an educational and
illustrative way, forcing participants and designers to concretize and focus the infor-
mation (Wates 2000, 70-73).

Prototyping and co-constructing. In the fourth phase, the ideas and problem solutions
are given physical shape and materialized into first prototypes before being realized
through co-construction. Prototyping serves different means. First, it can be seen as a
way of testing a product in small scale and giving room for adjustments before con-
structing the final product. Prototyping is a way of considering different proposals for
design solution in relation to their consequences and other proposed solutions. Second,
with a prototype it becomes easier for the parties involved to understand and consider
the consequences of one or more design proposals and problem solutions. Prototypes
are therefore a way of concretizing and embodying nonfigurative ideas and discussions.
Furthermore, having a tangible artifact makes collective exploration possible and assists
further in creating a common language for different parties in the process.

Next, the construction of the final product is a good opportunity to involve new
local residents and organizations and to explore the local area anew. Finding materials
and facilities for construction can be a vehicle for learning about the physical infra-
structure of the city and for exploring the city as a space of production. Having pupils
and local residents construct actual objects in collaboration is at the same time a way
of creating a space for building new relations and creating mutual learning through
sharing a concrete experience of corealization (Brandt, Binder, and Sanders 2012, 155;
Bratteteig et al. 2012, 133).

Inaugurating and publicizing. The fifth phase is the celebration of the finished
product in the form of a public ritual. An inauguration functions as a social ritual
that, through a mutual celebration of human achievement, enforces and strengthens
the social relations that have been created in the collaborative process. The public
inauguration, combined with publicity in local newspapers and other media, at the
same time creates further awareness of the issue or problem in question, thereby more
or less temporarily bringing a public into being (Marres 2005).

Testing and evaluating. The sixth and final phase in the design and learning process
is the testing and evaluation of the functionality of the finished urban design and the
problem solution once put into practice. As urban design products and artifacts are
intended for use in a public space as public goods, the testing and evaluation of an
urban design thus involves the involvement and the engagement of a larger public of
users to decide whether a problem or an issue has been dealt with successfully. The
most important part of the evaluation, however, concerns the learning outcome pro-
duced by the process. This can be explored through collective and retrospective reflec-
tion among the pupils and through interviews with other participants in the design
process.
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5 Conclusion

In this chapter, we have explored the potentials of using participatory design methods
in urban pedagogy through illustrative examples and a more detailed case study. We
have presented a method intended for use in schools and educational institutions in
urban neighborhoods where school pupils learn about the urban environment by
being involved in a collaborative process of urban design and co-construction together
with local residents and organizations. The primary purpose of the method is to
empower and educate children and youths through an experiential and situated learn-
ing process. However, when used effectively, the method educates not only the pupils
but also their communities, who learn how children and youths can contribute to
local problem solving and development.

The six phases in the Urban Co-creation method are illustrated in figure 10.3.
Although the design process follows a logical progression and succession of steps,
note that the phases cannot be absolutely distinguished from each other and overlap
in many ways. Spontaneous ideas and suggestions for problem solutions often arise

Testing and evaluating

Exploring and mapping

Inaugurating and publicizing Developing ideas

Prototyping and co-constructing Exhibiting and selecting ideas

Figure 10.3
The six phases of the Urban Co-creation method. Illustrations: Henrique Figueira.
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during the phase of exploring and mapping, but they are not explored systematically
in this phase. Early prototypes are sometimes already made in the phase of idea
development, but again they are not systematically developed before the prototyping
phase. Furthermore, the phases in the design process are to a different degree situated
in the urban environment and in local communities of practice. Idea development
may, for example, take place entirely inside the classroom. Meanwhile the phases
of exploring and mapping and of prototyping and co-construction will typically
alternate between workshop sessions in the classroom and situated activities such
as explorations of the urban environment and on-site collaborations with local resi-
dents and organizations. The purpose of the classroom workshop sessions is to allow
the pupils to reflect on their urban experiences, to develop new ideas and problem
solutions, and to prepare for new explorations and activities outside the school
premises.
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