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FORMATIEF EN BOUNDARY CROSSING
PROGRAMMATISCH

=

CHALLENGE BASED ONTWERPPRINCIPES
LEARNING TRANSDISCIPLINAIR LEREN
(NRO GROTE VRAGEN)

Links onder icoontjes


https://formatievecyclus.nl/
https://www.wur.nl/en/education-programmes/boundary-crossing.htm
https://www.4tu.nl/cee/news/Blog/blog-challenge-based-learning-at-wageningen-university/
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Schematic representation of transdisciplinary research. Adapted from Morton et al. (2015),
originally from Tress et al. (2005). Retrieved from UU website


https://www.uu.nl/en/research/transdisciplinary-field-guide/get-started/what-is-transdisciplinary-research
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COLLECTIEVE REFLECTIVE PRACTICE FEEDBACK
VERANTWOORDELIJKHEID GELETTERDHEID

Philipp & Schmahl, 2023




Verandering

Geen gedurende
standaardisatie process

mogelijk

Geen duidelijke
vraag en

_ Ook docenten
oplossing

weten niet het
antwoord

Uitdagingen voor toetsing

Verschillende Mensen met Kennis,
disciplines verschillend vaardigheden en

nodig startpunt, attitude
verschillende noodzakelijk

inbreng




Waartoe?

Welk leerproces willen we stimuleren?

Assessment is belangrijkste factor die
leren/leerproces stuurt

(Schellekens et al. 2021)




Teacher

is responsible,
is decision-maker

N

v
Student

is responsible,
is decision-maker

SUMMATIVE

EXAMPLES: EXAMPLES:

Students sell-assess

‘High stakes’ graded end
or mid semester exam,
project, essay.

and receive a grade for

this judgement

Students and staff L ‘-‘ GPA w“.lh’f..
both grade the work . OF classification,
summative \

co-assessment) AN L.Ol’l'liﬂ!

Low stak«

To demonstate g ’
achievement 3 in-class participatior

Students sell-review MCQs online primarily
and/or peer review ) for feedback purposes
o make a jJudgment

lcritical evaluation)

of their work

Assessment Assessment Written/oral feedback to
students; Staff-student
Students judge their AS FO R dialogue; Feed-forward
work based on holistic Learning Learning [actions to improvel;
or analytic critoria, Early feedback to staff

or by comparing
exemplars.

To seif-reguiate and To give feedback on to improve teaching

critically evaluate learning and teaching

Students collaborate
to develop thelr own Bl Students request
shared assessmenl feedback based on thek
criteria, sell-monitoring

High Stakes
A

v
Low Stakes

The National Forum for the Enhancement of

FO R MAT lVE Teaching and Learning in Higher Education in
Ireland (2017)



De verschillende doelen
balanceren om “goed
leren” te ondersteunen

Scoping review of
Schellekens et al.,(2021)

The following assessment OF/FOR/AS learning table is a compilation of from a wide variety of
iesources that goes a bit further than simple definitions (Chappuis et al , 2012; Fenwick & Parsons,
2009; McNamee & Chen, 2005; Rowe, 2012; Schraw, 2001; Sparks, 1999):

Assessment
Type

What

Who

How

When

Why

Emphasis

Of Learning
Summative

Teachers determine the
progress or application
of knowledge or skills
against a standard.

Teacher

Formal assessments
used to collect evidence
of student progress and
may be used for
achievement grading on
grades.

Periodic report

Ranking and reporting

Scoring, grades, and
competition

For Learning
Formative

Teachers and peers
check progress and
learning to help
learners to determine
how to improve.

Teacher & Peers

Involves formal and
informal assessment
activities as part of
learning and to inform
the planning of future
learning.

Ongoing feedback

Improve learning

Feedback, support,
and collaboration

As Learning
Formative

Learner takes responsibility
for their own learning and
asks questions about their
learning and the learning
process and explores how
fo improve.

Learner & Peers

Learners use formal and
informal feedback and self-
assessment to help
understand the next steps
in learning.

Continual reflection

Deeper learning and
learning how to learn

Collaboration, reflection,
and self-evaluation

Harapnuik, 2020.



Waartoe? Leren van wie?

Consulting transdisciplinarity
Vs

Participatory transdisciplinarity
(Mobjork, 2010)

Wie zijn de lerende partij(en) en wat betekent dat voor
onderwijs, leren en beoordelen? (Ajjawi et al., 2022)




Waartoe?

Moet en kan iedereen hetzelfde niveau, op dezelfde
manier, zelfde moment bereiken?

e Sustainable assessment (soud & soler, 2016)

* Assessment for distinctiveness (st. jorre & Oliver, 2018)

* Assessment for inclusion (maietal, 2021)






WAT?

Holistisch beeld van de bekwaamheid van de student als
professional

Competenties
 Sustainability competenties (Redmen et al., 2021)

* Interdisciplinaire / transdisciplinaire competenties (Cox, 2021; Fam et
2016)

» ‘adaptive expertise’ / ‘adaptive performance’ (Pelgrim et al., 2022)

* Feedback literacy (phillips & Schmohl, 2023)




WAT?

Processen die er altijd zijn
* Boundary Crossing (Gulikers & Oonk, 2019)
e System Thinking (Grohs et al., 2018)

* Entrepreneurial process (Baggen et al., 2021)

Professionele identiteit(sontwikkeling) (ajjawi et al., 2020; Nieminen
& Yang, 2023)

Persoonlijke leerdoelen en leerverrassingen (Baggen et al., 2021;
Scardamalia et al., 2012)

"Over the years, | got a bit lost in what |
wanted in life. The Shaping Responsible
Futures programme helped me to get a
deep insight into my own personality in
relation to others. | now have a clear idea
of what | personally want to develop and
what kind of role [ like to fulfil in
teamwork."
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Met studenten generieke leeruitkomsten 4

contextualiseren en hierbij input van professionals
gebruiken. Betekenisvol maken voor hun leven na de
opleiding (St Jorre & Oliver, 2018)

Met studenten (en andere stakeholders) een neus voor
kwaliteit ontwikkelen (Sadler, 1989)



HOE?

 Redman (2021): veelal gebruik van self-reports
Recente variant: TROPOS (Cox, 2021)

* St Jorre & Oliver (2018): veelal (oneigenlijk?)
gebruik van reflecties

* Mijn eigen praktijk (WUR): kan het anders dan
met reflectieverslagen?

* Van Ravenswaaij et al (2020): the generic skills
systematic




HOE? Anders kijken naar
toets(kwaliteit)

* Alignment: WAARTOE + WAT - HOE
* Cijfer nodig?

* Leren van “programmatisch toetsen” = Rijkheid

aan datapunten (Baartman, van Schilt-Mol, & Van der
Vleuten, 2020)

* Variatie in bewijslast

* Studenten actieve rol in WAT en HOE



HOE: een voorbeeld

Boundary crossing@WUR
Comenius Leadership Project 2018-2022 ev.

“Bringing boundary crossing in the veins of Wageningen
university”



https://wur.yuja.com/V/Video?v=100044&node=&a=870164545&autoPlay=1

Boundary Crossing Competence

* The ability to learn and work together across practices

* The ability to recognize, seek, appreciate, and utilize
tensions to create opportunities

* to co-create new ideas and practices and to grow
as professional

Types of boundaries
 Disciplinary
e Cultural

 Academic - societ
Y Dit zet je altijd in in

transdisciplinair leren!
(Vereijken, et al., 2022)



https://wur.yuja.com/V/Video?v=100044&node=&a=870164545&autoPlay=1

Boundary crossing theorie

en leermechanismen
(Akkerman & Bakker, 2011)

Dit zet je altijd in in

transdisciplinair leren!

BOX 1. VISUALISATIE EN INTERPRETATIEVAN DEVIER BOUNDARY CROSSING LEERMECHAMISMEN IN DE CONTECT VAN
SAMENWERKEN MET EXTERNE PARTUEN (5TAKEHOLDERS)

Visualisatie van leermechanisme

Dol wain leermechanilsme

‘Welk soort vragen stel je hier?

Identificatie
wiarkrjigen van Inzcht Inde maniar waznp ver-
schillende praktijken zich van elkaar ondarsched-
dier of elkaar anvuler.

- Wik mnpertisa heb 67
= Wik mpertisa mis I In die conteet van het

vragstuk?

= Wz relevante stakeholders?

= Wt Is bun kannts, betang en perspectiel?
- Hoeverhouden A sich tat elkaar?

Codrdinatie

samemwerking bi] het colossen van het probleem,
maarganchit ap efficism en rasst elkaar functio-
nefen [faken veadelen).

- Dpywelks manier kan lk da verschillenda staka-

Faiers bemadenen en betrakken kiijgan?

= Hre kurmen we affectisf met alkaar communi-

CEE] BN Same e ken?

- Wielke afspraken maken we met elkaa?
= Wha kan lkwaarwoar Ineetten?

Reflectis

Lenen doae de cgen van de ander naar desigen
praki ta Kjkery Er vindt zowel een definiéing als
an Litwisseling van perspectieven plaats gendhit
op wedardjdse hedskantever ening an het werbin-
den vanverschiliende kennis.

= Wit kunnenwe: lesen van eliaa?
» Hoe zoig Ik dat anckese stakehalders mijn per-

spectief bagrijpan?

- Wt kan Ik keren van het perspactiefyvan

anderen?

o
=
o>

Tramsformatie

Trarafoematie treadt op als nisgwe prakijikan wor-
dien gevarmid. Het einchesultast had niet had lun-
nen ontstaan ronder daadwerkele samerwer-
king en imegratie van verschillande parspectie-
VETUAWENSEN,

= Wt Is mijn visle op de nieuwe prakiii?
~ Hoe kurinan we anam kannis, Irgchten an par-

sper thaver verbinden in een {innovatieve, maar
realistischa) oplossing?

- Hie maak ik anderen enthoustast woor die nieu-
e prakt]k?

» Hoe zoig Ik ervoor dat de riieuwe prak]cwmedt
opgepakt en er wervolgacties ap komen (duur-
zame nisuwe prakik)?

Gulikers & Oonk, 2016




Boundary crossing rubric

4;?? sustainability

k.

Article

Towards a Rubric for Stimulating and Evaluating

Sustainable Learning

Judith Gulikers *'* and Carla Oonk

Education and Learning Sciences, Wageningen University and Research, PO. Box 8130, 6700 EW W
The Netherlands; Carla.conk@wur.nl
* Correspondence: Judith.gulikers@wur.nl; Tel.: +31-(0)-317-484332

Table 2. Boundary crossing rubric: a tool to support inter- and transdisciplinary learning in sustainability education.

D
The Student..

C
The Student..

B
The Student...

A
The Student..

ldentification 1:
Identify one’s own expertise
and one's own limitations

does not explicate which expertise
(slhe possesses and which expertise
might be missing to execute the
project successfully

explicates his,/her own expertise in
terms of knowledge, skills and
network that can contribute to the

project

previous cell

¥
identifies his/her own limitations
regarding ex pertise needed to execute the
project.

mlates his/ her own expertise to that
of the other members of the project
team and maps what kind of
expertise is missing to execute the
project successfully

Identification 2:
Identify other perspectives
relevant for the project and

problem at hand

does not actively explore other
perspectives

shows awareness of various
perspectives, but does not explicitly
address these different perspectives
in the light of the project

identifies people, including their interests,
perspectives, expertise and mutual
relations, relevant for executing the

project

previous cell
+
the student explicates for which
aspects of the project he/ she needs
other people and plans actions to
contact these other people

Coordination 1:
Contact other people

takes no action to contact other
people
or
takes action, but only
because it is a requirement of the
course

contacts a few other people close to
the problem and easy to address (e.g.,
given by the teachers).
prefers to contact external people in a
digital way

develops active and face to face contact
with relevant other people

initiates and organises collaborative

meetings with relevant other people

with the intention to collaboratively

share ideas, develop new ideas and
tune own ideas

=

Coordination 2:
Collaborate purposefully with
other people

does not actively and purposefully
collaborate with other people
or
is merely frustrated by the challenges
thatemerge in this collaboration

carries out activities to discuss a few
other perspectives, closely related to
his/ her own background

aims at purposeful collaborations with
wvarious relevant people to the project.
Dliscovers and /or contributes to
developing a boundary object (BO)
relevant for people involved to facilitate
collaboration for executing the project

previous cell
+
uses the BO actively to accommodate
multi-, inter- or transdisciplinary
collaboration, and checks whether
everybody contributes to the project.
If not, (s)he takes action

Perspective-making and
learning from each other 1:
(Rejconsider perspectives

considers the project purely from
his /her own perspective and interest

shows limited openness to other
perspectives relevant for the project
and/ or, considers the input from
other perspectives mainly for his/her
own benefit (ie., what can [ use from
you?)

actively explicates and/or discusses
wvarious perspectives relevant for the
project and searches for ways to combine
perspectives (Le, how can the different
perspectives contribute to and strengthen
the project)

previous cell
+
explicates how other perspectives
influenced his/her own perspective
on the project

Perspective-making and
learning from each other 2:
Learn from other people

merely aims to complete the project,
not to learn from other people
(ie., shows no leamning attitude at all)

reflects on own learning process and
development specifically and can
explicate these

explicitly shows the willingness to learn
from other people during the project

actively searches for ways to kearn
from others and purposefully
develop him/ herself

Perspective-making and
learning from each other 3:
Stimulate others to learn

(general)

shows no action in stimulating other
people to learn from each other

meflects with team members on each
other’s robe, contribution and
development during the project, but
does not actively transfer the results
into improved performance of other
people during the projects

initiates reflective actions between people
involved in the project aimed at learning
from the project (both process and

content-wise)

previous cell

+
actively encourages other people’s
learning in light of the project



https://wur.yuja.com/V/Video?v=100044&node=&a=870164545&autoPlay=1
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