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EXECUTIVE SUMMARY

1. INTRODUCTION

This document presents the Q Project’s conceptual framework to define and
elaborate what ‘quality use of research evidence’ might mean in education. It
is intended as a resource for anyone who is interested in improving the use of
research evidence within and across all levels of schools and school
systems. It is based on analysis and synthesis of 112 relevant research
publications from the health, social care, policy, and education sectors,
coupled with regular feedback from project partners and stakeholders.

There are growing expectations internationally that schools and school
systems will use research evidence to underpin and inform their improvement
efforts (e.g., British Educational Research Association [BERA], 2014; Nelson
& Campbell, 2019; Cain, 2019). Within Australia, there have been similar calls
for the development of an evidence-based approach and a research-rich
teaching profession (Australian Productivity Commission, 2016, White et al.,
2018).
These kinds of developments raise important questions about what it means
to use research evidence well in education. Improved evidence use in
education requires clarity about not only what counts as quality evidence, but
also what counts as quality use. To date, there has been wide-ranging debate
about the former (see, for example, Nutley et al. 2013), but very little dialogue
about the latter.
Against this backdrop, this document outlines a Quality Use of Research
Evidence Framework for education. It seeks to help define and elaborate
what ‘quality use of research evidence’ might mean in relation to education.
The framework is intended as a resource for anyone who is interested in
improving the use of research evidence within and across all levels of schools
and school systems. This could include teachers, school and system leaders,
teacher educators, policy-makers, researchers and research brokers.

INTRODUCTION
• There is growing emphasis on the use of research evidence in education,
but discussions have tended to focus on the quality of the evidence
rather than the quality of the use.
• This document outlines a Quality Use of Research Evidence Framework
that seeks to define and elaborate what ‘quality use of research
evidence’ might mean in relation to education.

The ideas presented here are based on findings from the first phase of the
Monash Q Project 2, a five-year study seeking to understand and improve the
use of research evidence in Australian schools. The Q Project is a partnership
between Monash University and the Paul Ramsay Foundation, and involves
close collaboration with school leaders, teachers, policy-makers, evidence
brokers, researchers and other key stakeholders across Australia.

• The framework is based on findings from the first phase of the Monash Q
Project1, a five-year study seeking to understand and improve the use of
research evidence in Australian schools.

QUALITY USE OF RESEARCH EVIDENCE FRAMEWORK

What is outlined here is a conceptual framework, based on analysis and
synthesis of relevant international research from the health, social care, policy,
and education sectors. This process involved a systematic review of the
literature to develop an understanding of quality evidence use in each of the
sectors, followed by thematic analysis to identify similarities and differences
between the four sectors as the basis for the development of a quality use
framework for education (see Appendix). The framework development
process also involved regular sharing of successive versions of the framework
with project partners and stakeholders.

• Quality use of research evidence in education is defined as ‘the
thoughtful engagement with and implementation of appropriate research
evidence, supported by a blend of individual and organisational enabling
components within a complex system’.
• At the centre of the framework are two core components that highlight the
need for research evidence to be appropriate and for the engagement and
implementation to be thoughtful.
• Quality use of research evidence, though, also depends on three
individual-level enabling components (skillsets, mindsets and
relationships), three organisational-level enabling components (leadership,
culture and infrastructure); and broader system-level influences.

Following this short introduction, this document starts with an overview of
quality evidence use as whole (Section 2). It then provides information about
its different components – first the core components (Section 3), and then
the individual-level enabling components (Section 4), the organisational-level
enabling components (Section 5), and finally the system-level influences
(Section 6). The concluding section outlines next steps in relation to the
further development and refinement of the framework through school-based
empirical research to better understand what using research evidence well
looks like and involves in different school contexts.

NEXT STEPS
• The ideas presented here can be seen as an invitation to reflect on our
current approaches to using research evidence and our capacity to
improve the use of evidence at the individual, organisational and system
levels.

Alongside this Quality Use of Research Evidence Framework, there is a
Q Project Discussion Paper 3 that explores further the process of working
towards high-quality use of research evidence in Australian education.

• The development of the framework will continue through schoolbased investigations across four states in Australia, the integration of
illustrations of practice, and the development of professional learning
resources to build educators’ capacity to use research evidence well.
• Readers are encouraged to connect with the Q Project and be part of
strategic dialogue and system-level change around research evidence
use in Australian education.
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Thoughtful engagement and
implementation of appropriate
research evidence,
supported by a blend of
individual and organisational
enabling components within a
complex system.
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THIS DEFINITION SEES QUALITY RESEARCH EVIDENCE USE AS:
• comprising two core components (appropriate research evidence and thoughtful engagement
and implementation);
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Quality use of
research evidence
in education can be
characterised as:

Quality use of research evidence in education is defined as...
the thoughtful engagement with and implementation of appropriate research evidence,
supported by a blend of individual and organisational enabling components within a complex system.
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2. QUALITY USE OF RESEARCH EVIDENCE IN EDUCATION

QUALITY USE OF RESEARCH EVIDENCE FRAMEWORK
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• being supported by three individual-level enabling components (skillsets, mindsets, relationships), and three
organisational-level enabling components (leadership, culture, infrastructure); and
• being influenced by the wider complex education system.

What we outline here is a conceptual framework, in the sense that it has not yet been empirically
tested or validated. As described later (Section 7), the next step for this work will be school-based empirical
investigations to better understand what using research evidence well looks like and involves in different
school contexts, and how the components interact. This process will enable further refinement and
elaboration of the framework.
The ideas presented here are concerned with the use of a particular type of evidence, namely
research evidence.
By research evidence, we mean evidence generated through systematic studies undertaken by universities
or research organisations and reported in books, reports, articles, research summaries, training courses or
events (Nelson et al., 2017).
By ‘use’, we mean the process of actively engaging with and drawing on research evidence to inform,
change, and improve decision making and practice (Coldwell et al., 2017).

5

CORE COMPONENTS

ENABLING COMPONENTS INDIVIDUAL LEVEL

ENABLING COMPONENTS ORGANISATIONAL LEVEL

SYSTEM-LEVEL
INFLUENCES

APPROPRIATE RESEARCH
EVIDENCE
The need for research
evidence to be not only
methodologically rigorous,
but also appropriate for
the educational issue, the
context and intended use.

SKILLSETS
The knowledge and
capabilities that are
required to thoughtfully
engage with and implement
appropriate research
evidence.

LEADERSHIP
The organisational vision,
commitments and role models
that support thoughtful
engagement with and
implementation of appropriate
research evidence.

The complex interactions
and inter-dependencies
across the education
sector to support
thoughtful engagement
with and implementation
of appropriate research
evidence.

MINDSETS
The dispositions, attitudes
and values that are required
to thoughtfully engage with
and implement appropriate
research evidence.

CULTURE
The organisational ethos,
values and norms that support
thoughtful engagement
with and implementation
of appropriate research
evidence.

RELATIONSHIPS
The interpersonal processes
and connections that are
required to thoughtfully
engage with and implement
appropriate research
evidence.

INFRASTRUCTURE
The organisational structures,
resources and processes
that support thoughtful
engagement with and
implementation of appropriate
research evidence.

THOUGHTFUL ENGAGEMENT
AND IMPLEMENTATION
Critical engagement with
the research evidence,
shared deliberation about
its meaning and effective
integration of aspects of the
evidence within practice.
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3. CORE COMPONENTS

APPROPRIATE
RESEARCH
EVIDENCE

APPROPRIATE RESEARCH EVIDENCE
AND THOUGHTFUL ENGAGEMENT
AND IMPLEMENTATION
WHAT IS IT ABOUT?
This component is about: the need for research evidence to be not only
methodologically rigorous, but also appropriate for the educational issue, the
context and the intended use.

WHY IS IT IMPORTANT?
This component is important because:
• evidence quality is not only about research rigour but also “depends on
what we want to know, why we want to know it and how we envisage that
evidence being used” (Nutley et al., 2013, p. 6);
• evidence needs to be “relevant to the work of the participants in the
particular level of the system using it” (Timperley & Earl, 2009, p. 122);
• there is a need to avoid situations where educational decisions are made
using evidence that is available, rather than evidence that is appropriate
(Earl & Timperley, 2009); and
• evidence needs to include both internal research (locally generated) and
external research (externally generated) (BERA, 2014; Brown & Greany,
2018; Nelson & Campbell, 2019; Tripney et al., 2018).

At the centre of our visual representation are
two aspirations – for the research evidence
to be appropriate and for the engagement
and implementation to be thoughtful. It is
important to stress that these two core
components are highly inter-dependent in the
sense that deciding on what is appropriate
research evidence will depend on thoughtful
engagement with the evidence, and engaging
and implementing thoughtfully will depend on
the research evidence being appropriate.
7

WHAT DOES IT INVOLVE?
This component involves:
• understanding the strengths and weaknesses of different forms of research
evidence (Stoll et al., 2018a) and methodologies (Spencer et al., 2012);
• questioning how well the best available research evidence relates to or
is applicable to a specific context (e.g., to the problem, the decision, the
students, the desired outcome) and has the highest degree of certainty
(Spencer et al., 2012);
• reflecting on the timing of the evidence with respect to the problem
(Farley-Ripple et al., 2018), its implementation, and if the evidence is still
relevant to the context (Boaz & Nutley, 2019); and
• understanding the potential and practicality of the best available evidence
to make a difference to teaching and learning (Stoll et al., 2018a).
8

THOUGHTFUL ENGAGEMENT
AND IMPLEMENTATION

WHAT IS IT ABOUT?
This component is about: critical engagement with the research evidence,
shared deliberation about its meaning and effective integration of aspects
of the evidence within practice.

WHY IS IT IMPORTANT?
This component is important because:
• research evidence “does not speak for itself” and so educators must
actively “interpret and make meaning of it in order to use it” (Coburn,
2009, p. 71);
• research evidence does not replace professional expertise, rather using
evidence involves integrating “professional expertise with the best
external evidence from research” (Sharples, 2013, p. 7);
• social interaction around evidence can help identify “assumptions and
contribute to the development of shared understanding” (Coburn, 2009,
p. 83); and
• the single biggest reason programmes do not work is due to poor
implementation (EEF, 2019).

WHAT DOES IT INVOLVE?
This component involves:
• constantly questioning assumptions about the evidence within the
context of practice (Brown & Greany, 2018; Earl, 2015);
• educators combining “their understanding of school context and existing
effective practice with any new perspectives […] evidence provides”
(Brown & Rogers, 2015, p. 77);
• using research “discerningly to inform [teacher’s] own practice and that
of others” (Evans et al., 2017, p. 404);
• working collaboratively in professional learning communities, networks
and partnerships to contextualise evidence and create new knowledge
(Brown, 2015; Brown & Greany, 2018; Godfrey, 2019; Greany & Maxwell,
2017; Park, 2018);
• understanding “implementation as a process, not an event” (Sharples et
al., 2019, p. 6);
• understanding the level of teachers’ motivation (Mincu, 2014) and
confidence (Evans et al., 2017) to implement reform; and
• working to support staff, solve problems, and adapt strategies over time
(Sharples et al., 2019).
9
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4. ENABLING COMPONENTS (INDIVIDUAL-LEVEL)

SKILLSETS

SKILLSETS, MINDSETS
AND RELATIONSHIPS
WHAT IS IT ABOUT?
This component is about: the knowledge and capabilities that are required to
thoughtfully engage with and implement appropriate research evidence.

WHY IS IT IMPORTANT?
This component is important because:
• using evidence is a skilled practice where practitioners need to be
confident and knowledgeable about judging the value and quality of the
evidence, and thinking and talking about its meaning (Earl & Timperley,
2009; Brown & Greany, 2018);
• using evidence demands capabilities such as “generating ideas,
challenging assumptions, testing hypotheses, formulating plans,
monitoring progress, making adjustments, and rethinking a situation to
stimulate and foster innovative solutions to real problems” (Earl, 2015, p.
149-150); and
• productive use of evidence is “hard because [it] requires more than just
adding evidence to the conversation” (Earl & Timperley, 2009, p. 3).

It will be clear from what has been said about
the core components that high-quality research
evidence use is a complex undertaking that
needs to be supported by enabling components.
The framework organises these enabling
components into individual and organisationlevel components, while acknowledging their
interconnections with one another and across
the wider education system. To begin, the
individual-level components include particular
skillsets, mindsets and relationships.
11

WHAT DOES IT INVOLVE?
This component involves:
• being able to access research, assess the quality of research evidence and
understand research approaches and methods (e.g., sampling, statistics)
(Brown & Greany, 2018; Campbell & Levin, 2013; Davies, 1999; Earl, 2015;
Nelson & O’Beirne, 2014; Stoll et al., 2018a);
• the ability “to judiciously use, apply and develop research as an integral
part of one’s teaching” (Evans et al., 2017, p. 404);
• informally experimenting, testing out and trialing new approaches
(Coldwell et al., 2017); and
• engaging in productive conversations where practitioners integrate explicit
and tacit knowledge in context to advance understanding and solve
problems (Earl & Timperley, 2009).
12

MINDSETS

RELATIONSHIPS

WHAT IS IT ABOUT?

WHAT IS IT ABOUT?
This component is about: the dispositions, attitudes and values that
are required to thoughtfully engage with and implement appropriate
research evidence.

WHY IS IT IMPORTANT?
This component is important because:
• working with evidence productively requires not only technical know-how
but also “an inquiry habit of mind”, that is “the disposition to be open to a
range of interpretations” (Earl & Timperley, 2009, p. 4);
• any efforts to inform and change practice need to acknowledge that
practitioners “work from a foundation of often unchallenged assumptions,
beliefs, and prejudices” (Earl, 2015, p. 149);
• evidence use in schools is impacted by teachers’ beliefs and attitudes
about evidence and their motivation to use it (BERA, 2014; Dyssegaard et
al., 2017; Nelson & Campbell, 2019; Nelson & O’Beirne, 2014; Park, 2018;
Tripney et al., 2018); and
• using evidence is not simply a technical activity; it is influenced by
personal and professional values and beliefs (Nelson & Campbell, 2017).

This component is about: the interpersonal processes and connections that
are required to thoughtfully engage with and implement appropriate research
evidence.

WHY IS IT IMPORTANT?
This component is important because:
• conversations about evidence require the development of interpersonal
skills that make it possible to move “beyond superficial talk to exploring
deeper meanings” (Timperley & Earl, 2009, p. 124);
• using evidence is not an isolated, individual activity, but requires
“communication, collaboration and interactions through networks within
and beyond the school” (Godfrey, 2019, p. 209);
• engaging with evidence involves trust, particularly having trusted
colleagues to develop a deep understanding of the evidence and
consider appropriate instructional, structural or policy changes (Finnigan
& Daly, 2014, p. 182); and
• external research evidence “only leads to sustained change if there is
time for informed debate and teachers can see the impact in practice”
(Coldwell et al., 2017, p. 28).

WHAT DOES IT INVOLVE?
This component involves:

WHAT DOES IT INVOLVE?
This component involves:
• having an “evidence mindset” where teachers’ have a belief that using
evidence can support their own, self-directed development and improve
their teaching (Stoll et al., 2018a, p. 7);
• understanding how personal bias can influence how professionals access
and use information (Evans et al., 2017) and make decisions (Brown &
Greany, 2018);
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• recognising the importance of working with other professionals to
sharpen the operational meaning of evidence-based strategies,
and determine how and when to use them with one’s own students
(Hargreaves & Fullan, 2012, p. 52);
• viewing and supporting evidence use as a social process that requires
collective learning and responsibility (Earl, 2015) along with genuine and
structured collaboration within and across schools (Greaney & Maxwell,
2017; Park, 2018);

• reflecting on and critically challenging existing beliefs and practices
(Sharples et al., 2019, Parr & Timperley, 2008); and

• networking within schools and beyond the school (Godfrey, 2019)
and across the broader community, to provide opportunities to build
knowledge over time and allow for a deeper understanding (Bryk et al.,
2011); and

• valuing the need to develop deep understanding, reserve judgement,
tolerate ambiguity, and take a range of perspectives (Earl &
Timperley, 2009).

• effectively mobilising and combining research knowledge with other
professional knowledge through school collaborations, networks and
partnerships (Godfrey, 2019).
14

5. ENABLING COMPONENTS (ORGANISATIONAL-LEVEL)

LEADERSHIP

WHAT IS IT ABOUT?

LEADERSHIP, CULTURE AND
INFRASTRUCTURE

This component is about: the organisational vision, commitments and role models that support thoughtful
engagement with and implementation of appropriate research evidence.

WHY IS IT IMPORTANT?
This component is important because:
• leaders have a key role in promoting the vision for a research-engaged school, including the promotion of the
values and the provision of resources and structures for “sustained and meaningful research use to become a
reality” (Brown & Greany, 2018, p. 124);
• senior leaders play a key role in research-engaged schools by “acting as intermediaries and facilitators of access
to, engagement with and use of research evidence for staff in their schools” (Coldwell, et al., 2017, p. 7);
• evidence use and implementation are sustained through shared leadership models (Dyssegaard et al., 2017),
and developing a research-based culture involves distributing leadership (Cain, 2019); and
• leaders are influential not only in supporting others to use evidence, but also in modelling research
engagement through their own outlooks and actions (Godfrey & Handscomb, 2019).

WHAT DOES IT INVOLVE?
This component involves:
• endorsing evidence use through school policy and planning documents (e.g., goals, vision, strategic plan)
(Brown & Greany, 2018; Stoll et al, 2017; Tripney et al, 2018), and the provision of resources (e.g., time, funds,
training) to support research engagement (EEF, 2019; Nelson & Campbell 2019);
• creating a trusting learning environment that enables staff to innovate (Godfrey, 2019; Nelson & Campbell
2019; Sharples et al., 2019), and valuing, promoting, sharing, and supporting evidence-led teaching amongst
and across teams (Stoll et al., 2018b);
• understanding staff attitudes to research engagement: “who is supportive, who is ambivalent and who is
resistant” (Creaby et al., 2017, p. 6);
• supporting discussions around research evidence (Coldwell, et al., 2017; Stoll et al., 2018b), using research
to prompt dialogue around key issues (Brown & Greany, 2018), and using phrases such as, ‘What does the
evidence show’? (Coldwell, et al., 2017; Stoll et al., 2018b);

Extending beyond the more individuallevel focus on skillsets, mindsets and
relationships, quality evidence use also
requires organisational-level contexts (e.g.,
school, department, institution) with supportive
leadership, culture and infrastructure.
15

• providing open and collaborative learning opportunities (Nelson & Campbell 2019), and ensuring that evidence
‘permeates’ formal and informal conversations about teaching and learning, and how it impacts practice and
pupil outcomes (Stoll et al., 2018b);
• supporting specific, research-informed professional learning (Dyssegaard et al, 2017; Stoll et al.,2018b;
Tripney et al., 2018), including training and mentoring for early career teachers (Evans et al., 2017);
• designating a ‘go to’ staff member to access and collate research on relevant topics, present summaries and
support enquiry projects (Stoll et al., 2018b); and
• modelling practices such as considering a range of perspectives, collecting relevant data and evidence from
numerous and diverse sources, continually exploring new ways to solve problems, and supporting local
practice change and improvement (Brown & Greany, 2018; Mincu, 2014; Stoll et al., 2018b).
16

CULTURE

INFRASTRUCTURE
WHAT IS IT ABOUT?
This component is about: the organisational structures, resources and
processes that support thoughtful engagement with and implementation of
appropriate research evidence.

WHY IS IT IMPORTANT?
This component is important because:

WHAT IS IT ABOUT?
This component is about: the organisational ethos, values and norms that
support thoughtful engagement with and implementation of appropriate
research evidence.

WHY IS IT IMPORTANT?
This component is important because:
• “the main barriers to knowledge use in the public sector are not at the level
of individual resistance but originated in an institutional culture that does
not foster learning” (Hemsley-Brown & Sharp, 2003, p. 460);
• engaging with and using evidence are dependent on organisational
learning and enquiry values, and cycles of inquiry and improvement
through professional learning communities (Brown & Greany, 2018;
Godfrey, 2019); and
• evidence use needs to be a cultural norm (Brown & Greany, 2018) that is
embedded within a school’s “outlook, systems and activity” (Handscomb
& MacBeath, 2003, p. 10).

WHAT DOES IT INVOLVE?
This component involves:
• making efforts to integrate research evidence into all aspects of the
school’s work as part of an ethos of continual improvement and reflection
(Coldwell et al., 2017);
• promoting research use within whole-school policy and planning
documents (e.g., goals, vision, strategic plan) (Brown & Greany, 2018; Stoll
et al., 2018b; Tripney et al., 2018);
• a shift in “teachers’ beliefs about the value of systematically collected
evidence, and in professional norms and discourse around the
consideration of such evidence” (Parr & Timperley, 2008, p. 58);
• engaging in a “deliberate, strategic and developmental approach toward
fostering evidence-informed practices and cultures across all staff” (Brown
& Greany, 2018, p. 118); and
• linking research use to self-improvement systems (Brown, 2015; Brown &
Greany, 2018; Coldwell et al., 2017a; Creaby et al., 2017; EEF, 2019) and
school improvement processes (Godfrey, 2019).
17

• educators need access to facilities and resources (both on-site and
online) that support sustained engagement with and in research (BERA,
2014);
• evidence use depends on staff (both individually and collectively) having
the time and space to consider how research can inform practice
(Coldwell et al., 2017);
• access to research can be supported by links to external partners and
intermediaries beyond the school (Farley-Ripple et al., 2018); and
• evidence-informed practice is facilitated by processes that enable
teachers to work together in implementing and refining approaches
and practices (Brown et al., 2017; Brown & Greany, 2018; Dyssegaard,
et al., 2017).

WHAT DOES IT INVOLVE?
This component involves:
• allocating time, space/facilities and budget specifically to research use
(Brown & Greany, 2018; Stoll et al., 2018b);
• developing internal (school-based) research champions (Nelson &
Campbell, 2019), research-informed and sustained professional learning
focused on information literacy and research methods (BERA, 2014;
Dyssegaard et al., 2018; Stoll et al., 2018b; Tripney et al., 2018);
• providing on-site and online access to high quality evidence through
subscriptions and intermediary organisations (e.g., repositories, research
brokers) (BERA, 2014; Brown & Greany, 2018; EEF, 2019; Farley-Ripple et
al., 2018; Tripney et al., 2018);
• organising routines that involve both formal and informal learning and
sharing of practices such as meetings (Farley-Ripple et al., 2018; Stoll et
al., 2018b), forums, lesson study, learning walks, and the use of cycles of
inquiry within professional learning communites (Brown & Greany, 2018);
• developing links with external research champions and partnerships
(e.g. invited speakers, consultants, coaches, networks, university
connections, and research-informed, sustained professional learning
(Dyssegaard et al., 2017; Stoll et al., 2018b; Tripney et al., 2018);
• establishing staff recruitment, induction and performance development
processes that prioritise evidence-informed practice (Stoll et al., 2017b);
and
• building systematic cycles of school improvement processes for
integrating research into a school (Brown et al., 2017; Creaby et al.,
2017; Godfrey, 2019).
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6. SYSTEM-LEVEL INFLUENCES
WHAT IS IT ABOUT?
This component is about: the complex interactions and inter-dependencies
across the education sector to support thoughtful engagement with and
implementation of appropriate research evidence.

WHY IS IT IMPORTANT?
This component is important because:
• the development of research-engaged schools depends on, and is
mediated by, a range of external multi-level factors such as professional
bodies, intermediaries and networks (Godfrey, 2019);
• there is increased recognition for the (often limiting) impact that other
system influences such as accountability policies and improvement
priorities can have on evidence use in schools (Godfrey & Brown, 2019);
• there is growing support for understanding and improving evidence use
through system-wide approaches, which focus on building connections
between evidence generation, synthesis, distribution and use to form
effective “evidence ecosystems” (Boaz & Nutley, 2019, p. 251; Sharples,
2013); and
• consideration of the connections and interactions between the
components across the system improves the chance for effective and
sustained change (Meadows, 2014; Senge et al., 2012).

WHAT DOES IT INVOLVE?
This component involves:
• education systems embedding research and data literacy training in initial
teacher education, ongoing professional learning, and teacher certification
and professional standards (BERA, 2014; Coldwell et al., 2017; Nelson &
Campbell, 2019; Stoll et al., 2018b; Tripney et al., 2018);
• addressing the research-practice gap between research organisations and
schools in order to generate and synthesise research that is better suited
for practice (Bryk et al., 2011; Farley-Ripple et al., 2017; Levin, 2013;
Sharples et al., 2018; Tripney et al., 2018);
• teacher- and school-level evaluation of the impact of interventions on
students (Stoll et al., 2018b), as well as evaluation of the processes and
structures that link the production of evidence and its use (Farley-Ripple et
al., 2018);
• linking evidence use to whole-school improvement initiatives (e.g., Brown
& Greany, 2018; Coldwell et al., 2017; Creaby et al., 2017; EEF, 2019;
Sharples et al., 2018);
• prioritising research use at the board/district/central office level of systems
(EEF, 2019; Farley-Ripple et al., 2018) and providing funding and support
to enable evidence-informed policy and practice (Nelson & Campbell,
2019); and
• developing “coordinated efforts from a wide range of stakeholders –
researchers, practitioners, policymakers and intermediaries – working in
unison” (Sharples, 2013, p. 24).
19
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The ideas presented can be seen as an invitation to reflect honestly on our current approaches to using
research evidence. They can challenge us to think about our willingness to move from talking about
‘whether we use evidence’ to talking about ‘how well we use evidence’. They can also prompt us
to reflect on the ‘appropriateness’ of our research evidence, and the ‘thoughtfulness’ of our engagement with,
and implementation of, that evidence.

7. NEXT STEPS

The ideas underpinning this framework also make clear that high-quality use of research evidence is sophisticated
work that needs to be supported by a range of individual, organisational and system-level factors. It therefore raises
questions about how prepared we are to foster the development of:
• education professionals with not only the knowledge and skills to understand research evidence (skillsets), but
also the values and dispositions to be open to its meaning (mindsets) and the relational sensitivity and capacity
to work with others to figure out how to use it in context (relationships);

The aim of this framework is to help
define and elaborate what ‘quality use
of research evidence’ might mean in
education, as part of working towards
high-quality use of research evidence
in Australian education.

• education organisations with not only the structures and processes to enable staff to engage with evidence
(infrastructure), but also the ethos and values to make evidence use a cultural norm (culture) and the leadership
and commitment to demonstrate and promote its significance (leadership); and
• education systems that support quality evidence use not only within specific individuals, institutions or contexts
but through coordinated interventions across multiple levels and with varied stakeholders.
It is important to stress, however, that what we have presented in this document is an early conceptual framework
based on analysis and synthesis of relevant literature. It has not yet been empirically tested or validated. Over the
next few years, the Q Project and the framework will evolve in important ways.

MOVING FROM THE CONCEPTUAL TO THE PRACTICAL
While the Q Project’s work so far has been mainly conceptual (i.e., What does
quality evidence use mean?), the next phase is going to be more practical
(i.e., What does quality evidence use look like in practice?). In 2020 and 2021,
we will be working with 100 schools in New South Wales, Queensland, South
Australia and Victoria to better understand and exemplify what using research
evidence well looks like and involves in different school contexts (e.g., case
studies, illustrations of practice). These practical insights will enable further
development and refinement of the quality use framework.

MOVING FROM UNDERSTANDING TO IMPROVING
The Q Project is committed to not only understanding, but also improving,
the use of research evidence in Australian schools. In 2022 and 2023, we
will be co-designing and trialling professional learning to build teachers’
and school leaders’ capacity to use research evidence well, and bringing
educators, leaders, policymakers, researchers and intermediaries together for
strategic dialogue and system-level change around evidence use in Australian
education.

CONTACT US
MonashQProject@Monash.edu
@MonashQProject
monash.edu/education/research/projects/qproject
21

Working towards high-quality use of research evidence in Australian education is a
complex system-level challenge that will require the insights, inputs and energies of many
different stakeholders. We therefore encourage you to be part of strategic dialogue and
school- and system-level change around evidence use in Australian education. To this
end, alongside this Quality Use of Research Evidence Framework, there is a Q Project
Discussion Paper that explores further the process of working towards high-quality use of
research evidence in Australian education.
For more information about the Q Project and the Discussion Paper, see
monash.edu/education/research/projects/qproject
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The Quality Use of Research Evidence Framework was developed through a year-long systematic and iterative
process, informed by the research literature and involving multiple consultations and feedback from diverse
education stakeholders.

APPENDIX

Prior to the Q Project commencing, one of the principal investigators developed an early framework for quality
evidence use based on some emerging literature around this area (Rickinson, Sharples & Lovell, 2020). This initial
exploration described quality use of evidence as “the thoughtful use of appropriate evidence, supported by a blend
of enabling skillsets, mindsets, relationships and systems” (p. 218). This early framework was used to elicit feedback
from teachers, researchers, and other education stakeholders in meetings, workshops and conferences throughout
the first year of the project.

APPENDIX:
METHODOLOGY

To further explore quality evidence use, the team undertook a review of the literature informed by the principles
of systematic reviewing, following a transparent method with clearly defined and documented searches, inclusion
and exclusion processes, and a quality appraisal process (Gough, Oliver, & Thomas, 2017). The design followed
a narrative synthesis of the included documents to accommodate the methodological diversity (e.g., methods,
participants, interventions) common in systematic reviews of social interventions (Popay et al., 2006). This review
was developed in consultation with experts from a variety of fields (e.g., systematic reviews, information science,
evidence use, health, policy, social care, education). The following questions guided the review:
1. How has quality use of research evidence been described and conceptualised across sectors?
2. How can it be defined and conceptualised in education?
The search methods focused on research (empirical or conceptual) and professional (policy or practice) publications.
The search terms included key words related to: i) evidence and research use: evidence use, evidence-based/
informed decision-making/policy/practice/teaching, research use/engagement/literacy/utilisation/implementation;
and ii) ‘quality of use’: ability, adaptive, aptitude, best practices, capability, competence, deep-shallow, effective,
expertise, experience, high quality, innovative, intelligent, knowledge level, novice-expert use, professional, skills,
thoughtful, and wise.
We drew from both database and informal searches to access the most relevant records (Gough et al., 2017;
Greenhalgh & Peacock, 2005). The searches generated 10,983 research and professional publications from four
different sector‐relevant databases (i.e., ERIC, Medline, Social Services Abstracts and PsycInfo). These records were
imported from Endnote into Covidence for double screening, resulting in 268 records proceeding to full text review. In
addition, 170 further documents were sourced from key informants, internet searches and reference checks.
Preliminary analysis involved data extraction and appraisal of the initial set documents (i.e., 268 + 170). The papers
were organised by sector and appraised through a series of moderation processes within the research team. This
process followed an approach suited for studies involving diverse implementation and mixed method approaches
(Popay et al., 2006). The categories used to organise the data were descriptive (e.g., aim, methodology, findings, key
quotes, themes) (Gough et al., 2017). During this process, there was a large number of documents related to policy,
resulting in its establishment as a newly emergent sector.
Through these moderation processes, papers were ranked according to relevance to understanding quality evidence
use. The decision to exclude papers at this point was based on discussions around their implicit focus on quality
use, given that none of the identified literature presented an explicit focus on quality evidence use. The combined
records were thus reduced to a final set of 112 included documents across the four sectors. These included papers
were the basis of four narrative syntheses addressing the two above research questions. As an additional moderation
process, the three narratives outside the education sector underwent a review by sector experts.
Thematic analysis of the narratives took place over two stages. First, by comparing the early framework of quality
use with similarities and differences with ideas from the health, social care and policy literature; then secondly
by comparing similarities and differences with ideas from the education literature and stakeholder feedback. The
insights informed the development of the current framework.
Throughout the development of the framework, the Q Project team has shared initial and evolving ideas about quality
evidence use with project partners and stakeholders through meetings, workshops and conferences. This feedback
informed the development and refinement of the framework. This collaborative process was intended to support the
development of a practice-based framework, that is reflective of the perspectives and needs of diverse stakeholders
across the Australian education system.
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