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Application

We hereby apply for the extension of our network, aiming to address the persistent research-
practice gap in education. Building on our achievements during the first project period, our
primary goal is to deepen our understanding of the hindering and supporting factors from
both sociological and psychological perspectives. However, the opportunity for regular
exchange and discourse within the network has highlighted the complexity of the concept of
research-informed educational practice (RIEP) and the multitude of factors that influence
engagement with evidence and data. Despite progress, conceptual incoherence between
different research strands remains, underscoring the need for continued exploration and
exchange. In this proposal, we outline our plans to build conceptual consensus across
research paradigms and advance the global debate on RIEP through collaborative efforts,
international collaborations, and dissemination activities.

Aims for the extended IRN

According to the current state of research, the so-called research-practice gap persists
unabatedly, and it seems that current efforts are still not fully ‘hitting the mark’. Against this
backdrop, this IRN strove to uncover additional insights into why educators do or do not
employ research findings and other sources of evidence, and to provide practice and policy-
recommendations as to how this situation can be improved. Our main aim during the first
project period (2021-2024) was, therefore, to gain a deeper understanding of hindering and
supporting factors (either benefit or significance) — both from a sociological (e.g., Baudrillard,
1968) and a psychological perspective (e.g., Eccles & Wigfield, 2002). It is now well established,
that a multitude of different factors on data, user, organizational and context level impact
whether engagement with research, evidence or data takes place at all, and if it does, whether
it is superficial or profound (Gregoire, 2003; Kahneman, 2011).

During the ongoing discourse in our IRN (as reflected in our progress report), we found
that the researchers involved usually centre their work around one of these levels within
which the process of evidence and data use takes place. Research informed educational
practice (RIEP) or research-informed educational practice (RIEP) is described as a complex,
cognitive, knowledge-based problem-solving or inquiry cycle with consecutive phases, that
are not ensued in a linear, but rather iterative fashion (Coburn & Turner, 2011; Grol8 Ophoff
& Cramer, 2022; Mandinach et al., 2008; Mark & Henry, 2004; Marsh, 2012; Schildkamp &
Kuiper, 2010; Schildkamp & Poortman, 2015; Schratz et al., 2018).

Based on interviews of our IRN-members at the start of the first funding period (as addressed
in our progress report) we found that different streams of research already identified by
Brown et al. (2017) have become even more established (GroR Ophoff & Hartmann, 2023)
following either an (i) action-theoretical paradigm (focussing on educational practice) or a (ii)
learning-theoretical paradigm (focussing on teacher education), without however reliably
addressing the conceptual common ground.

e Ad (i): Research on data use and data-based decision-making takes different kinds of
data (e.g., from surveys, observations or conversations) into consideration that can be
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used for educational decisions and development processes (cf. GroR Ophoff & Cramer,
2022; Mandinach & Gummer, 2016; Mandinach & Schildkamp, 2021; Schildkamp et
al., 2013).

e Ad (ii): Research in the field of evidence-informed education focusses on the training
of (prospective) teachers, both in terms of initial teacher training and continuous
professional development. This line of research evolves around the notion that an
engagement with research (literature) can serve as a source of problem awareness, as
a guide and support, and as a supplement and corrective for professional action
(Bauer et al., 2015; Bauer and Kollar, 2023). Therefore, (cognitive and motivational)
prerequisites, processes, and the extent and quality of evidence as well as
misconceptions and mechanisms of rejection and devaluation of educational science
are addressed. The international literature has a similar focus, although here, for
example, an extension to questions of the professional identity of (prospective)
teachers can be identifies (Graus et al., 2022) as well as a less strong dichotomisation
of experiential knowledge and scientific knowledge (Li & Guoyuan, 2023).

The interviews conducted with IRN members made it even clearer that, even though a lot is
already known about influencing factors, a strong conceptual incoherence between the
different research strands persists. It is the strength of this IRN that international
representatives of different paradigms are represented in our network, and we can report
that an insightful exchange on the basic conceptual assumptions has emerged over the course
of the first funding phase.

Clearly, there is a need to continue this line of work, and the continued engagement of our
IRN members reflects a strong desire to do so. Therefore, in the next funding period, we
intend to continue our explorations and exchanges in an effort to build conceptual consensus
across research paradigms. We will do this by continuing to embrace and cultivate our
internal diversity. By convening regular meetings, we aim to further advance the global
debate on EIPE. The IRN provides the soil and foundation to initiate cross-national and cross-
thematic collaborations. We intend to bring these collaborations to fruition in sessions at
international conferences, edited textbooks, and special journal issues.

Work plan

Formal organisation

Prof. GroR Ophoff and Prof. Brown will continue to act as IRN co-convenors. As keeping the
network engaged requires regular communication and coordination, they have recently been
joined by an additional co-convenor, Dr. Goffin.

e Prof. Dr. habil. Jana GroR8 Ophoff
Professor for Educational Sciences
University College of Teacher Education Vorarlberg (Austria)
https://www.ph-vorarlberg.ac.at/grossophoff/jana-gross-ophoff-en
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e Prof. dr. Chris Brown
Professor of Education and Head of Southampton Education School
University of Southampton (United Kingdom)
https://www.southampton.ac.uk/people/657v5r/professor-chris-brown

e Dr. Evelyn Goffin
Senior researcher in educational sciences
University of Antwerp (Belgium)
https://www.uantwerpen.be/en/staff/evelyn-goffin/

Efforts are being made to extend the team further with non-European co-convenors, in order
to better reflect the diverse composition of the IRN membership.

Meetings and membership

We will maintain our approach of convening quarterly meetings online. Meeting times will
vary in order to accommodate different time zones - a very real challenge posed by the global
composition of our IRN membership. We are currently exploring the possibility of installing a
Teams environment that also allows for file sharing.

The online meetings will continue to be our go-to platform for presentation and discussion,
with speakers from within the IRN as well as guest speakers. A number of concrete topics for
these meetings have been identified at the in-person brainstorm held in Glasgow in 2023 (as
elaborated on in our progress report, see Appendix C). We also intend to reach out to
members asking them to contact guest speakers, in order to make sure we extend beyond
our own existing personal networks and in order to further stimulate the engagement of
researchers that adhere to diverse paradigms.

Ahead of international conferences focused on educational research, we will reach out to the
IRN members in order to arrange formal and/or informal meet-ups to further strengthen the
network. As the in-person meeting at the ECER conference in 2023 provided the opportunity
to jointly contemplate the future and to think about the conceptual alignment of our network,
we would like to repeat this initiative in future (e.g., at the oncoming ECER conference 2024
in Nicosia, Cyprus), provided that we can secure organizational support and/or funding for
meeting space.

We proactively promote the IRN in scientific exchanges within other networks. In
communication with the IRN members, we welcome them to invite peers and grad students
to join the network or join in on (selected) meetings.

Objectives and output

An outcome of the 2023 in-person meeting in Glasgow was the shared conviction that, going
forward, our IRN’s preferred modus operandi should be:

e to hold focused discussions during the planned online meetings;
e to uphold the explicit intention to extend these discussions into focused
collaborations;
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e to propose joint sessions for scientific meetings and conferences in order to open up
these discussions, and to prepare for joint publications or funding applications;

e to actively seek publication opportunities for ensuing special issues and edited
handbooks. Our position is that Open Access publication is to be preferred, as we
believe it is our community’s responsibility to broadly disseminate crucial insights that
can advance education. Findings related to the nature, the preconditions and the
effectiveness of RIEP should be available to “everyone” and “everywhere”;

e Toopen up aspace that can stimulate the development of joint international research
proposals.

For the upcoming period (should the extension be granted) two central challenges are:

e To make an “inward” contribution by actively discerning diverging perspectives in the
RIEP field, engaging these perspectives into discussion, and exploring whether we can
converge views on RIEP (for instance by employing a Delphi-approach);

e To make an “outward” contribution by reflecting on the place of RIEP within
educator’s professional identity (for instance by broadening our view by investigating
how evidence is used in other disciplines).
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Yearly Progress Report: WERA IRN Research-Informed Education

IRN-Activities 2021-2022

On 20 September 2021, we commenced the work of our IRN with a two hour-workshop with
experts, using break out sessions and mind mapping approaches to identify key question
areas that will help us build the comprehensive picture we require

We then sense checked our list of question areas with our experts and have carried out 24
individual interviews with the members of our IRN between (for Interview Guidelines, see
Appendix A).

20211008_Aluko
20211020_Pushpanadham
20211022_vanLommel
20211029_Murphy
20211029 _lon
20211116_Handscomb
20211119 _Jesacher-Rossler
20211112_Rickinson
20211112 _Coldwell
20211203_Amatullah
20211105_Cramer
20211210 _Merk

20211213 _Schildkamp
20211217_Pham-Xuan
20211217_Zala-Mezoe
20220114 _Qvortrup_T
20220128 _Zumpe
20220128_G-Brown
20220204 _Sogukslu
20220204 _Maier
20220211_Munoz
20220211 _Schnellert
20220214 _Malin
20220215_Lai

In preparation of the interview analysis, we scheduled a 2-days-meeting in Winchester
(4—-6 March 2022). We decided to use Qualitative Content Analyse (Mayring & Fenzl, 2019)
in order to synthesize the interview data and to develop a comprehensive model of research-
informed education (incorporating different levels of the socioeconomic system, different
actors and different forms of research engagement). While carrying out the aforementioned
interviews, we identified the needs of actors as important barrier or enabler for the use of
research. This was the reason, why we decided to apply theoretically-deductive categories
based on Self-Determination Theory (Deci & Ryan, 2000) for the analysis of the interview
transcripts. Accordingly, the satisfaction of basic psychological needs, that is autonomy,
relatedness, and competence, are identified as essential for (professional) development,
adjustment, and wellness across cultures.

We are still working on the analysis of the interviews, which takes longer than expected. As
publication medium of our results, we are now considering a special issue in the journal
Professional Development Today devoted to the work of members of this IRN (editor: Graham
Handscomb, IRN-member).
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Based on our insights, we are going to undertake a systematic review of literature to see how
our model deepened, cohered with, and challenged existing knowledge in the field. In
parallel, we want to develop a cross-national survey for a small-scale study in each
participating country.

In order to discuss and decide on further proceedings, we are going to carry out two virtual
meetings with our IRN members (time zones: PDT — MESZ: calendar week 24; MESZ-NZST:
calendar week 26) via Zoom.

Further network activities:

e 9 July 2021: participation at the WERA Virtual Focal meeting, International Research
Network (IRN)-Convener Meeting

® 22 April 2021: participation at the International Research Network (IRN)-Convener
Meeting during the WERA Focal Meeting at the Annual Meeting of the American
Educational Research Association in San Diego, USA

During the WERA Focal Meeting in San Diego, we organized and chaired an invitational
symposium (Enablers and Barriers to Research-Informed Education: Exploring international
Perspectives) with focus on the activities of some of our IRN members with four presentations
(full abstract, see Appendix B):

1 Georgeta lon, Cecilia Ines Suarez, & Anna Diaz-Vicario (Department of Applied
Pedagogy of the Universitat Autonoma de Barcelona, Spain): Steps towards an
Evidence informed education in Catalan schools. From policy makers intentions to
teachers’ practice

2 Colin Cramer (Tiibingen School of Education, University of Tibingen, Germany):
Research-informed educational practice in Germany. State of the art.

3 Dominic Wyse (UCL Institute of Education, University College London, UK):
Method X = Value Y? How perceptions of research methodology can be a barrier to
research-informed education.
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4  Kristin Vanlommel & Elske van den Boom-Muilenburg (Hogeschool Utrecht,
Netherlands). Comparing Drivers and Obstacles for Evidence-Informed Practice in
two Educational Systems

5 The presentations were then discussed by Jana GroRR Ophoff.

IRN-Activities 2022-2023

We have been meeting regularly every three months since the fall of 2022. During the
meetings, members provide insights into their current plans and activities, and news or calls
for contributions are shared. We alternate the times of the meetings so that members from
different locations can be present. However, the differences in the time zones and the
group size prove to be a challenge for our network overall.

e 5. October 2022 with presentations of
— Martin Greisel (Augsburg University, Germany): Investigating Pre-Service Teachers’
Evidence-Informed Problem-Solving in Detail
— Liz Zumpe (University of Massachusetts Lowell, USA): Understanding education
leaders’ improvement mindsets
e 19.January 2023 with presentation (book project) of Becky Morris and Tom Perry
(Warwick University, UK): Evidence-in formed education: Problems in a divided field
e 23. March 2023 with presentation of Colin Cramer (Tlibingen University, Germany):
Meta-Reflexivity in the Teaching Profession

Afterwards, the presentations are discussed among the participants and desiderata are
identified.

IRN-Activities 2023-2024

We have been meeting regularly every three months since the fall of 2022. During the
meetings, members provide insights into their current plans and activities, and news or calls
for contributions are shared. We alternate the times of the meetings so that members from
different locations can be present. However, the differences in the time zones and the
group size prove to be a challenge for our network overall.

Also, the idea has come up that we should meet with as many members in person as
possible. So, with the support of WERA and EERA, we have been working to make a meeting
possible before the ECER conference in Glasgow. We have now received a commitment that
we can use a room at the Glasgow university on the 21. and 22. August 2023 to meet and
talk, i.e., about developing professional development materials, editing a joint book or
further special issues, writing grant proposals, or, on a smaller scale, share or develop
research instruments.
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13. July 2023: Ruth Aluko (University of Pretoria, South Africa) on Using research-
evidence to improve practice in the Global South: Experiences from distance
education institutions

21.-22. August 2023: two-day in-person network meeting at ECER 2023, Glasgow,
with the support of WERA and EERA. We discussed the future of the IRN, identified
knowledge gaps in RIEP/EIP, and brainstormed about ways to join forces in
advancing the debate on RIEP/EIP. Meeting notes (see Appendix C, Progress Report)
were shared with the wider network.

16. November 2023: discussion with Tom Perry, moderated by Izaak Dekker, on the
introductory chapters and the manifesto in: Perry, T., & Morris, R. (2023). A critical
guide to evidence-informed education. Open University Press/McGraw-Hill, and a
critical discussion by Kim Schildkamp.

6. March 2024: in continuation of our conceptual exploration of the nature of data
(use) and evidence (use) in education, Johannes Bauer (University of Erfurt)
presented his views. The presentation was followed by a lively and in-depth
discussion.

As part of the regular exchange and ensuing collaboration of the IRN-members, sessions at
the following conferences have been submitted (see session abstracts in the Appendix B):

AERA conference, international session for Division H (April 2023, Chicago, USA)
EARLI conference (August 2023, Thessaloniki, Greece)

ECER conference (August 2023, Glasgow, UK)

AERA conference, international session for Division H (April 2024, Philadelphia, USA)

Furthermore, Graham Handscomb, Editor of the online publication Professional
Development Today, offered to devote a special issue of PDT to the work of members of
this IRN. The special issue has been published recently (April 2024, see Appendix D), with
the following contributions:

1.

Handscomb, Graham: Evidenced-based professional development — global
perspectives

Malin, Joel (USA): Teachers in control over their own professional learning
Farley-Ripple, Elizabeth, Mead, Hilary & Tilley, Katherine (Canada): Research Use as
Professional Learning: Lessons from Four Schools

Kemethofer, David (Austria): Empowering school leaders in their use of data and
evidenced-based decision making

Pham Xuan, Robert (Austria): Developing teaching attitudes and professionalism -
the challenge

Brown, Gavin (New Zealand): Tapping into teachers’ beliefs about assessment to
bring about improved practice

Pushpanadham, Karanam (India): Why teacher professional development is essential
for achieving quality education

10
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Perry, Tom & Morris, Rebecca (UK): What is Research-Informed Professional
Development?

Perry, Tom & Morris, Rebecca (UK): Leading and sustaining Research-Informed
Professional Development.

Grof} Ophoff, Jana; Brown, Chris & Flood, Jane (Austria/UK): Teacher Research
Competency matters!

MacNeil, Kimberley; Schnellert, Leyton & Butler, Deborah (Canada): Empowering
teachers for evidenced-based practice

Maier, Uwe (Germany): Using Teacher Dashboards to support learning

Jingjing, Lin (Japan): Journal Clubs — their power and possibilities

11
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Appendix

A Interview Guidelines

Introduction: Problematic, that we still don’t have a full and comprehensive understanding
of what it is that influences teachers’ use of evidence. This is an issue if we want to encourage
teachers to engage with evidence to improve their teaching and learning

Reason for this problematic: many different potential drivers identified, including the
organisational, psychological and sociological, and many models based on these drivers. From
our reading of the field we recognise that while each perspective identifies a facet of teacher
evidence use, a more comprehensive holistic picture is required if we are to fully understand
and attend to all facets of evidence use

Our approach:

Using a DELPHI approach we convened 35 experts from 17 countries across five continents.
Experts were all working in evidence use in education but from a variety of different
perspectives.

Interview:

1 Why are you [interview respondent] interested in this topic?

2 What work do you [interview respondent] currently do in this area?

3 What s the policy context of the interviewee (social regulation and cohesion), and what
policy initiatives and other initiatives have been put in place to facilitate EIP?

4 What is evidence/what types of education-related evidence exist? Probe into what is
meant by each response

5 What is evidence-informed practice?

6 What are the properties/characteristics of different evidence types that mean that they
will be more or less likely to be used by educationalists?

7 What types of transformations are required of different evidence types so that they will
be used?

8 Who undertakes these transformations?

9 What needs do teachers have when trying to improve their practice or outcomes for
learners?

10 What needs do educators have of evidence?

11 What are the characteristics/attributes/dispositions of individuals that mean they likely
to engage in EIP?

12 What happens to/what change occurs in individuals, teams and organizations where EIP
occurs

13 What processes are known to be effective in facilitating EIP (e.g. cycles of inquiry)?
Which aren’t effective?

14 What are the characteristics of organizations that support practitioners to engage in
EIP? That don’t support engagement?

15 What and who influences these characteristics?

12
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16 What are the characteristics/attributes/dispositions of individuals that support EIP? For
instance, that of EIP supportive school leaders?

17 What are the relationships that are likely to support practitioners to engage in EIP
(within and outside of organizations?

13
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B Session Abstracts

AERA conference (April 2022, San Diego, USA):
Research-informed education WERA IRN invitational symposium

Symposium title: Enablers and Barriers to Research-Informed
Education: Exploring international Perspectives

Chairs: Jana GroR Ophoff and Chris Brown

Discussant: Jana GrolR Ophoff

Abstract: Educators can and should be using research-evidence to improve teaching and
learning. Nonetheless, despite evidence attesting to the benefits of Research-Informed
Educational Practice (RIEP), RIEP is yet to materialise in the vast majority of schools world-
wide. In response, this symposium introduces the work and perspectives of a range of globally
situated academics (emerging and experienced) interested in the topic. Each will present
what they have learned about REIP for their country or jurisdiction, with the discussant for
the symposium providing an overview of lessons that might be learned internationally. The
symposium forms part of a broader WERA International Research Network exploring common
(cross-context) and context specific factors affecting RIEP, as well as interventions for how
this gap might be closed.

Objectives of the session: The aim of the session is to provide both national and cross-
cutting perspectives on the factors that aid and hinder Research-Informed Educational
Practice (RIEP). Part of a broader comparative study exploring common (cross-context) and
context specific factors affecting RIEP, we aim to not only present insights from this study,
but also gain further insight by harnessing the wisdom of symposium attendees.

Overview of the presentation: Educators can and should be using research-evidence to
improve their practices. For instance, emerging evidence indicates that, if educators engage
with research-evidence to make or change decisions, embark on new courses of action, or
develop new practices, then this can have a positive impact for both teaching and learning
outcomes (e.g. Cain, 2015; Cordingley, 2013; Crain-Dorough and Elder, 2021; Godfrey, 2016;
GroR Ophoff, 2020; Mincu, 2014; Rose et al., 2017). Nonetheless, despite evidence attesting
to the benefits of RIEP, it is yet to materialise in the vast majority of schools world-wide. In
response, this symposium introduces the work and perspectives of a range of globally situated
academics interested in the topic. Each will present lessons relating to REIP for their country
or jurisdiction, with the discussant for the symposium providing an overview of lessons that
might be learned internationally.

Scholarly or scientific significance: RIEP can lead to changed and improved teaching
practices and perspectives as well as improvements in students outcomes (Earley & Greany,
2017). When such improvement occurs in disadvantaged areas, it can also lead to reductions
in the gap in education outcomes between students from the most and least affluent families
(Brown, 2020). It is imperative, therefore, that the extant research-practice gap is closed.

14



WERA IRN Research-Informed Education: Application for extension
GroR Ophoff, Brown, & Goffin — April 2024

PROGRESS REPORT 2021-2024

With this aim in mind, the symposium will present insights from the WERA International
Research Network on Research Informed Education: a comparative study exploring common
(cross-context) and context specific factors affecting RIEP. In addition, however, as well
presenting what is currently known, we also hope to gain further insight by harnessing the
wisdom of symposium attendees.

Structure of the session: The symposium will be formed of five presentations covering the
work and perspectives of five national teams and six contexts (Australia, Catalonia, England,
Flanders, Germany and the Netherlands). Teams comprise experienced and emerging
researchers interested in the topic, who will present what they have learned in relation to
what aids or hinders REIP for their country or jurisdiction (n.b. as part of our commitment to
capacity building in this area, we have asked experienced researchers, where possible, to co-
present with a PhD student or early career researcher). Our discussant will then conclude by
outlining what lessons might be learned internationally. We envisage presentations by
national teams lasting no more than 12 minutes each, and the discussant presenting for ten
minutes. Accounting for the introduction and hand-overs, this leaves some 15 minutes for
audience questions and interactions.
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PAPER 1

Title: Steps towards an Evidence informed education in Catalan schools. From policy makers
intentions to teachers’ practice.

Authors: Professor Georgeta lon, Dr. Cecilia Inés Suarez, Dr. Anna Diaz- Vicario

Objectives/purposes: In this presentation, we will explore factors shaping the adoption of
evidence-informed practice (EIP): an initiative recently encouraged in the Catalan educational
system by both educational administration and private educational bodies.

Perspective(s): To address the study objective, we have explored various factors enabling
teachers’ use of research evidence through the lens of different explanatory models of
research utilization currently coexisting in the Catalan system. These are: the lineal model,
the science push model, the demand-pull model, the dissemination model, and the
interaction and social activity model (Landry et al., 2001, Best & Holmes, 2010, Brown, 2012).
Factors such as: research dissemination and quality of the educational research, strategies
used by different stakeholders, teachers’ research skills and attitudes, school organization
cultures and dynamics were identified and discussed (Gorard, et al, 2020).

Methods, techniques, or modes of inquiry: We conducted semi-structured interviews
(Valles, 2009), in an attempt to capture teachers’ opinions regarding their conceptions of EIP
approach, and the perceived enablers and barriers of EIP uptake at school and system level.

Data sources, evidence, objects, or materials: Ten informants were selected following
non-probabilistic convenience sampling (Patton, 2002), using four selection criteria: teachers
from primary school level with more than ten years of teaching experience who are
developing a leading role at their institutions and were engaged in the innovation process in
their schools. The sample comprised three principals, three heads of studies, one secretary,
and three teachers who were coordinating innovation processes in their schools.

Results and/or substantiated conclusions or warrants: Our findings show that the use of
research in practice is influenced by teachers’ perspectives on research, as well as by their
ability to understand research language, decode and make sense of research findings and
adapt these to their class context. The organisational environment is key, while the creation
of an ecosystem favourable to the use of evidence and ensuring the resources required to
implement it. School leaders play central role since, they are identified as the main actors
stimulating the teachers’ engagement with research at the organisational level and create the
conditions to enable teachers to reflect on their practice and to promote staff training.
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Scientific or scholarly significance: The study has several implications regarding the
implementation of an EIP approach. Evidence use in the Catalan context is currently situated
at a crossroad between the Science-push Model, as higher education institutions are
attempting to influence the research agenda required for evidence-based policymaking.
However, looking at the school level, we can find islands of the Social Activity Model. The
engagement of teachers can be interpreted as relating to the attitude of school organisations
and their members towards research, the political and organisational context likely to
promote and favour research transfer and use, and the financial context needed to foster
quality results. Supporting teachers’ involvement with research and creating opportunities
for direct experience could strengthen teachers’ attitudes toward research and enhance its
use in practice.
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PAPER 2

Title: Research-informed educational practice in Germany: state of the art.
Author: Professor Colin Cramer

Objectives: This contribution addresses the situation of research-informed educational
practice (RIEP) in Germany at a glance. Special attention is paid to enablers and barriers of
RIEP. Educational policy prerequisites are presented as well as the research-related
infrastructure. Finally, the conditions of the actors, especially teachers and school
administrators, are highlighted and the paper asks why RIEP has been observed rather
hesitantly so far.
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Perspectives: Efforts in RIEP are so far rather unstructured. This is due to the full
responsibility of each of the 16 federal states for education, but also to a culture of high
autonomy of individual schools, of school leaders and teachers (GroR Ophoff & Cramer,
accepted). Educational governance partially refers to evidence, but institutions and actors are
widely autonomous in their way of implementing RIEP in schools. Although teachers are most
often civil servants and bound by instructions, they are professionals and are largely free in
their pedagogical work. There are several reasons why they trust or distrust scientific
evidence (Rosman et al., accepted). Accountability is ensured by standard-based monitoring.

Data sources: An overview of the German situation of RIEP in the school system as well as in
teacher education is provided. Although research on RIEP has become more important, there
is currently no nation-wide and consistent system that contributes systematically to RIEP.
Teachers’ beliefs and attitudes towards RIEP are relevant to when considering how they use
evidence to improve teaching and learning processes. Positive affective-motivational
dispositions and research literacy are deemed important to support teacher’s RIEP. On school
level, school culture and leadership clearly have impact.

Conclusions and perspectives: Regarding the German situation of RIEP a more intense
dialogue between different actors and professional groups in education is needed and initial
and further education systems/processes should strive even more to impart a meta-reflective
stance (Alexander, 2017) or enquiry habit of mind (Brown & Malin, 2017) to make (future)
teachers aware of the power of research. It appears crucial that teachers are able (and willing)
to contrast and relate their decisions and action to professional knowledge, reflective skills
and to be open for a professional life-long continuing professional development.
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PAPER 3

Title: Method X = Value Y?: How perceptions of research methodology can be a barrier to
research-informed education.
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Author: Dominic Wyse

Objectives: To provide insights about the ways in which perceptions about research
methodology effect perceptions of how research can and should be used to inform education
practice and education policy; to critically explore the idea that adherence to, or use of, a
particular research method implies that the researcher or research user holds a particular
value position; to consider how research methodology can effect whether particular research
findings are used to inform education practice and policy.

Theoretical framework: The theoretical framework for this presentation draws on
philosophical debates about epistemology (e.g. Dunne, 1993). More particularly the
theoretical perspective draws on philosophical positions evident in methodological debates
about the use of quantitative methods to establish robust educational research findings.

Modes of inquiry: The mode of enquiry informing this presentation combines the methods
used in an empirical project with critical reflections on some of the published outcomes of
the project, published responses to the outcomes of the project, and some consequences of
these debates for education research in relation to ‘close-to-practice research’ (Wyse, Brown,
Oliver & Pobleté, 2020). In particular, the presentation interrogates claims made that the use
of particular methods in an empirical research project allow readers of that research to infer
value positions of the authors of research project reports and other publications.

Data sources: The evidence underpinning the presentation is taken from an empirical project
that included a Rapid Evidence Review of relevant published research, and interviews with
experienced stakeholders with expertise in how research evidence can and is used to inform
practice and policy. Other data sources are published critiques of the empirical project and
the response from the research team (Wyse, Brown, Oliver & Pobleté, 2021).

Results and/or substantiated conclusions: The arguments made in this presentation,
based on the warrants of the empirical project and relevant published debates related to the
work, are that to conflate educational value positions with researchers’ selection of research
methodology risks practice and policy not being appropriately informed by robust research
evidence with consequences for the quality of education.

Scholarly significance of the study or work: The relationships between education practice
and policy and education research are complex. One aspect of this complexity is the debates
about close-to-practice research and its relationship with education as an academic discipline
in universities. Better understanding of research methodology in relation to education value
positions may be a productive way to enhance the use of research-informed educational
practice and policy.
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PAPER 4

Title: Comparing Drivers and Obstacles for Evidence-Informed Practice in two Educational
Systems

Author: Kristin Vanlommel & Elske van den Boom-Muilenburg

Purpose: Global challenges and growing diversity require an educational system that is
responsive and agile, putting evidence-informed practice (EIP) at the center of the policy and
research. Using evidence should lead to better informed policy, higher quality decisions, more
effective practices, and, in turn, improved and fairer outcomes. EIP is not a common practice
in education (Malin & Brown, 2019) because it is hindered by, among other things, constraints
at the system level. Our aim is to describe and explain how educational systems influence the
(non) use of EIP. Educational systems of Flanders (Belgium) and the Netherlands were
compared. Key lessons for practice and policy are presented, aiming to deliver insights that
can be used as a lens when investigating EIP in other educational systems to strengthen EIP
worldwide.

Theoretical framework: We used the cohesion/regulation matrix (Hood, 1998) to analyze
the systems according to the system-level factors that define it. The ‘regulation’ axis refers to
mechanisms of control and accountability, the ‘cohesion’ axis is used to categorize norms and
networks that bind the educational system and strengthen collective approaches (Hood,
1998). Drawing on institutional theory (Powell & DiMaggio, 1991), facilitators and constraints
related to norms, rules and powerful actors are discussed.

Methods: We studied and compared two educational systems (Flanders, the Netherlands) to
explore and explain how systems influence EIP. Quantitative and qualitative research findings
were investigated to get a fine-grained insight in drivers and obstacles of EIP.

Results: Both educational systems (see Table 1) and a general overview of EIP-factors (see
Table 2) are presented below. Flanders scores low on regulation and cohesion, whereas the
Netherlands score high on both dimensions. In Flanders the necessary factors for EIP at the
school and individual level are not present. The educational culture begets a strong resistance
to centralized measures that foster EIP. Together with limited collaboration around data use,
this makes education an individual, subjective practice rather than an evidence-informed,
collective practice. In the Netherlands, factors for EIP are present at the school level to a
certain extent, although there are large differences between schools. At the individual level,

20



WERA IRN Research-Informed Education: Application for extension
GroR Ophoff, Brown, & Goffin — April 2024

PROGRESS REPORT 2021-2024

teachers use evidence to a limited extent. Lack of competence is seen as the most hindering
factor, as well as high trust in intuition.

Significance: Although these systems differ on the regulation and cohesion matrix, the
development of human capital is a crucial condition for EIP in both systems. Educators need
to be willing and able to use evidence to critically investigate assumptions and practices. EIP
thus requires more than data-literacy courses. Policy-makers and researchers need to
develop guiding frameworks that enhance professional development towards evidence-
informed practice. They need to support a culture of reflective inquiry, collaboration, and ties
can be strengthened within the profession. In the light of high-quality, equal education for all
pupils, EIP should be a self-evident part of the (teacher) profession.

Table 1. Cohesion/Regulation in Both Flanders and the Netherlands.

Flanders The Netherlands
Regulation Low Higher
Decentralized Centralized framework and policies with
decentralized administration and school
management
School autonomy School autonomy
Lack of central exams Central exams
No public disclosure of results from Public disclosure of results from standardized
standardized outcome measures outcome measures
Cohesion Low Higher
School governing boards hold School boards hold responsibility over one or
responsibility over one or more more schools
schools
Little cohesion between different Cohesion between umbrella organizations

umbrella organizations

Table 2. Overview of Factors that Influence EIP in Both Flanders and the Netherlands.

Flanders The Netherlands

School level  Evidence use ad hoc Systematic evidence use, but large differences
between schools (Inspectorate of Education, 2021)

Policy largely driven by short-term Policy driven by accountability purposes as well as

solution-focused actions based on policy development, school improvement planning,

experience and quickly available data  teacher development and instructional
improvement purposes (Schildkamp et al., 2013)

Individual Teachers strongly rely on their Teachers report feeling overwhelmed by the
level expertise availability of data, and do not always know where
to start (Schildkamp et al., 2013)

Teachers feel less competent and Teachers use evidence (Inspectorate of Education,
motivated in using evidence 2021), but their data literacy skills can be improved
(Kippers et al., 2018).
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Teachers have great faith in
information collected spontaneously
during daily practice and in intuitive
judgments deriving from experience

School leaders are more inclined to make decisions
on the basis of ‘tacit knowledge’, such as intuition
and personal motivations. But often, this does not
lead to improvements in teaching performance
(Neeleman, 2019).
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AERA conference, international session for Division H (April 2023, Chicago, USA): Invitational
international session of Division H

Symposium title: Bridging the Research-Practice Gap: Interdisciplinary Approaches to
Teachers' and Schools' Engagement With and in Research

Chairs: Jana GroR Ophoff and Chris Brown

Discussant: Daniel A. Laitsch, Simon Fraser University
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Bridging the research-practice gap: Interdisciplinary approaches to
teachers’ and schools’ engagement with and in research

Symposium abstract: This symposium offers a global, ‘state-of-the-art’, picture of research-
informed educational practice (RIEP), drawing from five current studies addressing how to foster
teachers’ engagement with academic research. These studies are uniquely framed, offering insight
into RITP by exploring a variety of levels and perspectives; drawing on systems theory, sociological,
psychological and leadership perspectives. While numerous studies have posited ways forward for
RITP, it is clear that fostering it is truly complex and challenging business. In response, the session
provides clear implications with practical propositions and ways forward, exploring the full gamut of
RITP, from initial teacher education, to in-service professional development; and examining
contextual factors from the systems level to the motivations of the individual teacher.

Objectives: The objective of this session is to provide an global overview of research-informed
teaching practice in education: what it is, how it can be fostered and recommendations for how to
establish teachers’ engagement with research as a reality. In line with current conceptual
frameworks of RIEP (e.g., Schildkamp & Lai, 2013), the session papers address the following:

a) Theoretical: What are appropriate theoretical perspectives for understanding teachers’
engagement with research? For example, how can the use of systems theory contribute to
establishing relationships that can support research use?

b) Contextual: How do school context, collaborative structures, distributed leadership and teacher
agency impact teachers’ and school leaders’ use of research?

¢) Individual: What is the significance of pre- and in-service teachers’ competency with regards to
being able to use research in educational practice? And what impact do teachers’ conceptions of
research, their self-efficacy and their perception of value have on the engagement with and in
research?

Overview: Across the globe, many national, federal, and district level governments are seeking to
bring about school improvement; increasingly by seeking to foster so-called ‘bottom-up’ change via
the use of research-informed educational practice (RIEP). The aim of such practice is to better
improve teaching and learning activity across the board. Yet despite evidence highlighting the
success and benefits of teachers engaging with research, not to mention the moral imperative of
doing so, RIEP, - as a ‘business as usual’ way of working — is yet to take hold in the vast majority of
schools (Brown et al., 2022; Coldwell et al., 2017). In this context, the symposium presents findings
from five current studies addressing RIED. All five studies are linked by the implications of their
findings for promoting teachers’ engagement with research at a variety of levels and from a myriad
of perspectives.

Significance: Although numerous studies have posited ways forward for RIEP, it is clear that
fostering it is truly complex and challenging business (Brown et al., 2022; Gro8 Ophoff & Cramer,
2022). In response, this symposium addresses this issue in a unique manner, providing insight by
exploring a variety of levels and perspectives; drawing on systems theory, sociological psychological
and leadership perspectives. It provides clear implications with practical propositions and ways
forward.

Structure: The presentations will be in the order below. The chairs will introduce the overall theme
of the symposium as well as present their research findings. This will be followed by presentations



from the other participants. The symposium will conclude with comments from the discussant and
then questions from the audience.
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1. Delivering a 21st century research-informed teaching profession: Survey findings
from educators in England.

Objectives

This paper considers the engagement by teachers and school leaders in England in research-
informed educational practice (RIEP) and ways in which to close the gap between academic
research and academic practice.

Theory

Theoretical framework: Research in the area of RIEP has been criticised for being ‘under-
theorised’ (e.g. Nutley et al., 2007). This is problematic since it can lead to researchers
failing to consider the full range of factors influencing the research-practice gap. To provide
a theoretical basis for our analysis, we adopt Baudrillard’s (1968) semiotic theory of
consumption. Baudrillard’s theory is concerned both with consumer behavior and the
‘objects’ which are consumed. In other words, how objects are ‘experienced’ and what
needs they serve in addition to those which are purely functional. Specifically, Baudrillard
(contends that all consumer goods possess three values: i) their ‘benefit’ value; ii) their
‘cost’ value - what it takes to consume a specific good; and iii) and the value of the good as a
‘sign’ - what messages an act of consumption sends. With this in mind, the research
guestions addressed in this paper are:

e RQ1: What potential benefit, cost and signification factors can be identified that might
account for the current research-practice gap?

e RQ2: Which individual and combinations of benefits, cost and signification factors
appear to be most closely associated with educators’ use of research evidence?

e RQ3: What implications emerge for policy and practice in terms of how to increase
educators’ use of research-evidence?

Methods

A survey study was conducted to address these questions. To develop the survey recent
literature (broadly 2010 and later) was reviewed that generally encapsulated the area of
RIEP. The survey was undertaken by teachers in England. The aim of our sampling strategy
was to achieve a representative sample of teaching staff, both in terms of their own



individual characteristics, as well as the characteristics of the schools they work in. The
survey was administered by email and a one percent response rate was achieved
(approximately 250 schools).

Findings

Regression analyses was used to ascertain whether the research-practice gap is caused by
educators failing to perceive the benefits of engaging in RIEP; from educators believing that
the costs involved with research-use are too high; or from RIEP-type activity not being
sufficiently desirable for them to want to engage in it. As you might expect, a range of
factors emerged across each of these three areas and policy implications include the need
for training and mentoring as well as coaching for school leaders to help establish RIEP
within and across schools.

Scholarly significance

By developing and testing a survey grounded in a strong theoretical basis, we have, for the
first time, kickstarted an exploration of factors promising for “bridging” the research-
practice gap. The result is to provide a richer and more nuanced understanding of what is
required to achieve RIEP than has been possible from existing work in this area.
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2. Applying a systems approach to research-use in education

Objectives

Models of research-use (RU) tend to focus on specific elements of education systems or
underplay the complexity of system change, which limits their value. This paper develops
and applies a systems approach to inform models of RU in local systems for policymakers
and practitioners.

Theoretical framework

The paper draws on systems theory, systems thinking (Lai and Huili Ln, 2017) and
complexity (Thompson et al, 2016) perspectives alongside the authors practice as
researchers, evaluators and system to develop a new framework of ‘systems dimensions’,
applied to a consideration of a set of system change initiatives.

Methods

The paper re-analyses mixed methods research data from a set of systems change
interventions undertaken by the Education Endowment Foundation (EEF — England’s What
works Clearing House for Education), using the above noted systems dimensions. This
analysis aims to illuminate the nature and complexity of scaling-up RU in schools and draw
out areas requiring greater attention if the scale-up of RU is to be successfully achieved.

The principal data set relates to two inter-linked evaluations of regional pilots in England
with a common focus on enabling schools to embed research-informed evidence on the
deployment of Teaching Assistants. The qualitative findings comprise 32 longitudinal semi-



structured stakeholder interviews and 16 school case studies comprising semi-structured
interviews, observation and documentary analysis. Quantitative data comprises impact
evaluation using a synthetic control to examine change in pupil outcomes, and change over
time analyses undertaken on data from pre- and post-pilot surveys. Further qualitative data
draws on two further interventions (Blackpool lower secondary Literacy Project; Regional
Implementation Leads pilot).

Results

The analysis points to the importance of understanding local systems and establishing
relationships with key stakeholders; and attending to the implementation capacity of the
research-user as a key actor in increasing the scale up of research-informed practices.
Further, the degree to which RU systems self-organise, is important. In the cases reported
here, the RU systems operated through a complex set of interactions between actors at
different system levels that relied on trusted relationships and a mutual understanding of
coordinated, but differentiated, roles. This highlights the potential need for system
leadership in RU systems, as well as ‘system brokerage’.

Significance

Whilst a systems approach is recognised as being important, there have previously been no
systematic attempts to fully articulate what such an approach might involve, nor to apply it.
The systems dimensions framework represents the first articulation of such an approach;
and the application to the example projects provide a new analysis using this approach.
Dealing with complex, emergent, unpredictable, adaptive systems requires research and
evaluation methodologies to account for this; this paper aims to provide the basis for the
development of such methodological work, and provide a framework for developers of RU
initiatives.
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3. What impact has research-related motivation on the level of pre-service teachers
research competence?

Objectives

Despite the ever-growing body of knowledge about research-informed decision processes in
education, only little is (still) known about teachers’ actual research-related competencies
(RC) and how its development is impacted by individual characteristics. In this paper,
findings from two studies of German pre-service teachers’ will be presented with regard as
to whether such RC can be predicted by motivational attitudes.

Theory

Research and the use of research evidence have been identified as key to quality
improvement in education. Developing the competencies of educators to purposefully
access, reflect and use research (Educational Research Literacy = ERL, cf. GroR Ophoff et al.,



2017) should thus be seen as critical, but proves to be challenging in educational practice.
This is even more remarkable as the state of knowledge about actual RC and how it can be
supported remains unsatisfactory, even though assessment instruments have been
developed in recent years. In this context, competence is defined as a context-specific
cognitive disposition that is, amongst other things, influenced by motivational factors, and
can therefore be (further) developed through goal-oriented learning opportunities.
Therefore, in line with Expectancy-Value theory (Eccles & Wigfield, 1995) it is assumed that
the acquisition of ERL is affected by motivational beliefs regarding the subjective value of
educational research and the expected success of an engagement with evidence.

Methods

The reported findings are based on two consecutive cross-sectional studies at German
universities offering teacher education study programs (2014, Study 1: 122 students/3
institutions; 2019-2021, Study 2: 298 students/10 institutions). Data was collected via a
standardised competency test for the assessment of ERL in combination with attitudinal
guestionnaires (a.o. scales for the subjective value of educational research and the expected
success). The data was and will be further analysed based on latent regression analysis.

Results

According to findings from Study 1, teacher training students perceive both the subjective
value of educational research and the expected success of an engagement with evidence as
rather moderate. The level of ERL can particularly be predicted by the perceived value of
evidence (B = .16, p <.05). Preliminary analysis of Study 2 data indicated that the findings
from Study 1 can be replicated, as the subjective value emerges again as a significant
predictor of ERL (B = .35, p < .05).

Significance

Results from both studies highlight the importance of not only imparting knowledge and
competencies, but also of initiating research-related motivation for a quality, and therefore
more consequential use of evidence in education. This is all the more important, as teachers
are responsible to empower future citizens to be able to separate fact from fiction, too.
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4. Teachers’ capacity to engage with research evidence in practice: continuities and

discontinuities between initial and continuous training.

Objectives

The study aims to explore how teachers’ competence to engage with research (RC)
developed through teacher education programs at university and during teacher’s
professional continuous learning.



Theory

Training and lifelong professional development are needed to ensure the quality and
effectiveness teaching and learning. One of the competencies associated with 21st-century
schools (OECD, 2005) is for teachers to be able to make efficient use of research with the
goal to improve student performance under conditions of diversity. RC provides a
conceptual, attitudinal and procedural framework, that allows teachers to align their
teaching practice with educational research and educational policy decisions, to evaluate
their classroom activities. However, in order to be able to use research, teachers need
research-related abilities and expertise, that enable them to develop, adopt, and use
research-informed pedagogic strategies (e.g. Cain et al., 2019). In order to achieve this,
initial and continuous training should be aligned.

Methods

The findings are based on data from a series of studies conducted in Catalan primary schools
during the last 5 years (N = 856; a.o0., lon & Lopez, 2022). In addition, interviews with a
sample of 24 teachers were conducted and 10 focus groups(N = 80 teachers/school leaders)
are currently held.

Results

Findings show that some of the factors shaping the teachers’ engagement with research in
practice are their level of RC, their conception of research and the level of self-efficacy. The
consideration of research as relevant in combination with the capacity to use research data
and initiate research, appears to be decisive. The findings show further that teachers'
experience is essential for developing RC and confidence. While experience (e.g. during
initial training) strengthens confidence and the acquisition of RC, the likelihood increases
that research evidence will be used in practice. Considering that the concept of research and
the ability to use it are grounded in training programs, the findings support the importance
of reliable teacher learning and research capacity. This capacity should involve robust in-
service training, which can overcome possible deficits in research during initial stage of
teacher’s education. It should also include strategies designed to enhance teachers'
knowledge and skills in research, transcend the formal contexts, take advantage of informal
learning opportunities, and pay attention to the transference of these skills to the class
context.

Significance

The study stresses the importance of the alignment between initial and continuous training
in building the teachers’ capacity to engage with research evidence in terms of developing
their research skills, fostering their self-efficacy and configuring their conception of
research.
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5. Frameworks of School-Support for Teachers’ Engagement With/In Research (FOSTER):
A Comparative Study of UK and Ireland

Objectives

This research study seeks to understand the breadth and scope of the ways that schools
successfully foster teachers’ engagement with and in research (TEWIR) in the UK and
Ireland. This is the first such mixed-method comparative study between these regions.

Theory

As policy contexts both in the UK and Ireland continue to promote teachers’ engagement
with/ in research (TEWIR), we sought to understand how this happens in practice,
particularly since Covid-19 and its impact on education and schools. We also sought to focus
on learning more about how TEWIR was successfully fostered in a variety of contexts to
better understand and promote TEWIR across diverse school contexts.

Methods
This is a mixed-methods, sequential, comparative study spanning the UK and Ireland.

Data
There are a number of data sources leveraged in this project:
e Policy and literature review: desk-based research.
e Quantitative and qualitative data: Survey data, opt in for case study (n = 55).
e (Qualitative data: Case study schools in UK and Ireland (n = 8) involving interviews
and documentary analysis.

Results

We have a number of conclusions and warrants pertaining to fostering TEWIR successfully
from our study: (i) the critical importance of distributed leadership of TEWIR (ii) the
importance of TEWIR beyond evaluation (iii) collaborative structures, both internally and
externally, to foster TEWIR (iv) observations on the importance of agency (v) the influence
of school context on what (and when) constitutes successful TEWIR. We draw implications
spanning the above, as well as comment on how our research is important to develop
contemporary understanding of the intersection between teacher education and
development, teacher professionalism and school improvement.

Significance

This is the first study to compare the UK and Ireland in this way, and in so doing learn about
not just the extent of TEWIR, but the nature of a number of important factors (broadly
connected to teachers’ ‘buy in’) connected to fostering it successfully.
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Abstract
A goal of teacher education is to promote future teachers’ orientation towards the best

available knowledge. However, a lack of evidence-based thinking among teachers is often
observed. Teacher beliefs are assumed to act as facilitators or barriers to evidence-based
thinking. In two studies, we investigated German pre-service teachers’ beliefs about education
science and their consequences and potential sources. On average, pre-service teachers judged
general education science as less important for successful teaching than their subject didactics
and as less complex than their subject disciplines. Furthermore, skeptical beliefs were
associated with a lower engagement in education science courses. Lastly, results showed that
the “soft” research methods typical of education science and unrealistic expectations about the

education science curriculum might contribute to this devaluation.

Keyword: Attitudes and beliefs; Misconceptions; Pre-service teachers; Synergies between

learning, teaching, and research.

Extended summary

Introduction

Many countries require teachers to draw on evidence in their teacher education
standards (Bauer & Prenzel, 2012). However, teachers often do not think and teach in an
evidence-based manner. A central reason for this lack of evidence-based thinking lies in
teachers’ beliefs (Patry, 2019). Teachers often belief that findings from education science are
of little relevance to their teaching (Broekkamp & Hout-Wolters, 2007). Such beliefs contradict
research findings highlighting the importance of teachers’ knowledge of empirical evidence

from education science (e.g., Konig & Pflanzl, 2016). Because beliefs about teaching and



learning are based on years of one’s own school experiences, these beliefs are thought to have
multifarious sources. A potential source are the typical research methods in education science,
which might be perceived as “soft”, providing less valid results than “hard” (Munro & Munro,
2014) methods in the natural sciences. Additionally, it is assumed that beliefs have
consequences for people’s motivation, because they are thought to serve as a filter for

interpreting new experiences.

The Present Studies

Consequently, in two studies, I investigated whether student teachers held skeptical
beliefs about education science and examined the consequences and potential sources of such
skeptical beliefs.

First, I captured the extent of student teachers’ beliefs about the importance and
complexity of education science compared to the subject disciplines and the subject didactics.
Second, I examined consequences of such skeptical beliefs for engagement in education science
courses. Third, I conducted an experimental study to test whether the “soft” research methods
of education science are perceived as less trustworthy than “hard” methods. Fourth, I analyzed

the expectations student teachers have about the science education curriculum.

Study 1:

Methods: In the first study, 210 students answered questions about the complexity and
importance of (1) education science, the (2) students’ subject disciplines, and (3) subject
didactics. The item wording was parallel for the three disciplines (a > .73).

Results: In line with the assumptions I found evidence for a low valuation of education science
among student teachers in ANCOVAs: On average, they perceived education science as less
important for professional success than subject didactics (F(2, 352) = 59.166, p = .000, n?> =
.25) and as less complex than their subject disciplines (F(2, 348) = 150.982, p = .000, n?> = .47).

Study 2:

Methods: The 87 student teachers (1) filled in the questionnaire about the importance and
complexity of education science (see Study 1), and (2) answered items about their engagement
with education science (o = .88). Furthermore, (3) students were presented with short vignettes
about research findings from education science for assessment of its trustworthiness. Two
questionnaire versions were randomly distributed to participants: Each finding, otherwise

identical, was presented using supposedly “hard” or “soft” research methods (e.g., “the



recording of brain activity showed...” versus “the results of a standardized survey showed...”).
Each participant rated 50% with and 50% without neuroscience methodology. Lastly, (4)
students wrote down their expectations for education science curriculum.

Results: Regarding the consequences of student teachers’ beliefs, the results of regression
analyses indicated that more skeptical beliefs about education science were related to lower
engagement with research from education science (f = .34*). Furthermore, the experimental
manipulation results indicated that pre-service teachers, on average, evaluated empirical
findings from studies with soft research methods as less trustworthy than equivalent empirical
findings from studies with hard research methods (F(1, 69) = 7.127, p = .009, n? = .09). The
analysis of the open answers indicated that most students expected to gain “practical”
knowledge about teaching strategies, while very few expected to learn about theories and

evidence.

Discussion

Overall, the findings of the studies indicate that pre-service teachers, on average, held
skeptical beliefs about education science compared to subject-didactics and subject
disciplines. This poses a challenge to those involved in teacher education: pre-service teachers
might undervalue general education science, and these beliefs are related to lower
engagement with the learning content. Thus, in order to improve the degree to which pre-
service teachers apply education science, it seems important to address beliefs early in teacher
education programs (Stark, 2017), encourage students to reflect on their beliefs, and create
specific learning opportunities to break down misconceptions and inappropriate beliefs.

The findings about the potential sources of pre-service teachers’ skeptical beliefs can
provide information on where to start. For instance, the experimental evidence indicated that
the ‘soft’ research methods typical of education science might contribute to its devaluation.
Thus, student teachers might need more knowledge about research methods and their validity
to reduce this potentially biased perception of the quality of research findings based on

different methods.
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Abstract

When pre-service teachers face scientific evidence that contradicts their beliefs, they may
attempt to maintain their personal beliefs instead of revising them. For this purpose, pre-service
teachers resort to devaluation tendencies such as doubting the potency of science or having a
decreased preference for scientific sources. By engaging in the scientific impotence excuse
(SIE), individuals run the risk not only to uphold flawed beliefs but also to depreciate
educational research as reliable source of knowledge. In two studies, we (a) replicated findings
on the SIE in education and (b) disentangled the effects on the potency (i.e. epistemic capacity)
and pertinence (i.e. normative ascription of relevant competence) of science to investigate
educational topics to understand SIE-related devaluation more comprehensively. Both studies
followed a 2 x 2 mixed experimental design: Pre-service teachers assessed their belief about
the effectiveness of grade retention before and after reading either confirming or disconfirming
scientific evidence concerning this topic. The direct replication (Study 1; N = 147 pre-service
teachers) demonstrated the expected devaluation tendencies when facing belief-evidence
conflicts. Hence, participants devalued the potency of science and indicated a declining
preference for scientific sources. In contrast, in the follow-up study (Study 2; N = 152 pre-
service teachers) these systematic devaluations of science diminished when disentangling the
facets of potency and pertinence. Despite partial devaluation tendencies, both studies revealed
that participants adapted their beliefs in direction of the evidence presented. Our findings
suggest that the (perceived) soundness of evidence may be a relevant factor for eliciting science
devaluation.

Word count: 249
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Extended Summary
Aims

When people engage with scientific evidence that contradicts their beliefs, they are often
reluctant to adapt them. Instead, they frequently engage in defensive responses to maintain their
prior assumptions (e.g. Chinn & Brewer, 1998). One defensive response can be to devalue the
potency of science to study a given issue (scientific impotence excuse, SIE; Munro, 2010). That
is, individuals tend to dismiss the evidence by claiming the topic to be inaccessible by means
of scientific examination. Recently, Thomm et al. (2021) showed that the SIE also occurs
among pre-service teachers evaluating evidence on an educational topic. Facing belief-
discrepant evidence, pre-service teachers questioned educational research’s potency to examine
the respective topic and devalued its sources. Such tendencies could pave the way for pre-
service teachers to develop critical stances toward educational research and scientific
knowledge. Yet, it remains unclear whether this devaluation concerns only individuals’ doubt
on its potency to provide valid knowledge (i.e. epistemic capacity) or expands to general doubt
on the pertinence of research to investigate the topic at all (i.e. normative ascription of relevant
competence and responsibility to do so).

In two studies, we aimed to, first, inspect the stability of prior findings and, second, to
disentangle more closely the nature of devaluation in the context of pre-service teachers’
evaluation of educational research. Study 1 sought to directly replicate main findings of
Thomm et al. (2021). Thus, we examined whether pre-service teachers devalue the potency of
educational research and decrease their preference for scientific sources to inform themselves
about educational topics when evidence of educational research contradicts their prior beliefs.
Study 2 extended prior research by investigating potential effects of devaluation on the
pertinence of educational research in addition to its potency.

Methods

Study 1. The study followed a 2x2 mixed design with the within-participants factor belief and
the between-participants factor evidence: N = 147 pre-service teachers assessed their belief
about the effectiveness of grade retention (GR) before and after reading evidence that either
confirmed or disconfirmed the effectiveness. As evidence we presented five study abstracts
based on authentic research. For experimental control, we manipulated only the direction of the
reported results and conclusions across the conditions (confirming vs. disconfirming GR
effectiveness). After reading the evidence, participants rated the potency of science to study the
topic, and its potency to study further domain-related and domain-unrelated topics as measure
of generalization of devaluation. As indirect measure of devaluation, they further assessed their
preferences for scientific and non-scientific sources to inform themselves about GR effects and
selected their most preferred source.

Study 2. N = 152 pre-service teachers participated in the study. Methods and procedures were
identical to Study 1 except for two differences. First, we presented summaries of original studies
on grade retention effects as evidence to enhance external validity. Participants therefore read
different studies across both evidence conditions that were yet also more diverse in nature.
Second, in addition to all measures of Study 1, participants assessed the pertinence of science
to examine the topic and other domain-related topics.

Findings



Study 1. To examine the SIE, we regressed doubt over scientific potency to study GR on
evidence condition, prior beliefs and their interaction. The regression model and interaction
term yielded significance. Simple slope analysis revealed that participants with high or average
prior beliefs tended to doubt the scientific potency when facing belief-discrepant evidence (see
Figure 1). Analogously, we analyzed participants’ preferences for scientific sources. Regression
model and interaction term obtained significance. Simple slope analysis showed that
participants with high prior belief indicated lower preference for scientific sources when facing
belief-discrepant evidence. Yet, there were no effect on source choice. Moreover, analyses did
not confirm any generalization of potency devaluation to the investigation of other domain-
related or domain-unrelated topics. Finally, a mixed ANOVA indicated that participants
adapted their beliefs in direction of the evidence read.

Study 2. As in Study 1, we tested effects of prior beliefs, evidence condition and their interaction
on the topic-specific potency, domain-related and domain-unrelated potency, source
preferences and source choice. However, none of these tests yielded statistical significance. The
same pertained to tests of potential effects on pertinence assessments. In line with Study 1, a
mixed ANOVA showed that pre-service teachers adjusted their prior beliefs in direction of the
evidence read.

Theoretical and educational significance

Both studies contribute to improve our understanding of the SIE in education (see Table 1).
Study 1 replicated central findings of Thomm et al. (2021): Facing belief-threatening
evidence, pre-service teachers tend to doubt the scientific potency and show a decreased
preference for scientific sources. However, Study 2 did not confirm tendencies to devalue
either the potency or the pertinence of science when facing belief-discrepant evidence.
Possibly, this discrepancy in results can be explained by the (perceived) soundness of the
evidence read. In Study 1, participants received methodologically strong and consistent
evidence leaving them hardly any other option than to devalue the potency of science to
maintain their prior beliefs. In contrast, evidence in Study 2 was more diverse in nature and
might have offered them more opportunities to contest the evidence directly. Thus, there was
no need to engage in even stronger defensive responses such as questioning the potency and
pertinence of science. Surprisingly, participants in both studies still changed their prior beliefs
in favor of the evidence read. Our findings call for more research to clarify the conditions and
individual prerequisites that may facilitate devaluation or acceptance of educational research.
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Unpacking Pre-service Teachers’ Beliefs and Reasoning: A Scenario-based Approach
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Abstract
The beliefs teachers hold may provide information about their more or less evidence-informed
reasoning about educational issues. However, gaining a clear picture of teachers’ beliefs has
proven difficult. A promising line of inquiry uses scenario-based approaches to assess teachers’
enacted beliefs. Accordingly, we assessed 75 Norwegian pre-service teachers’ beliefs about
student ability, sources of teaching knowledge, and teacher efficacy by analyzing their written
responses to authentic classroom scenarios, with these responses also providing information
about participants’ reasoning about the scenarios. While participants’ responses seemed to be
evidence-informed in many ways, there were also indications of the opposite, such as limited
consideration of educational research in pedagogical decision-making. For example, most
participants opted to rely on informal knowledge sources such as experienced colleagues, and
hardly referred to educational research at all, neither as sources of teaching knowledge nor when
justifying their choice of sources. The results contribute uniquely to an understanding of pre-
service teachers’ beliefs and reasoning about educational issues by showing the nuances of
teacher beliefs about student performance, sources of teaching knowledge, and teacher-efficacy,
and they provide further insight into pre-service teachers’ limited consideration of research as
evidence in pedagogical decision-making. As such, they may help researchers and teacher
educators to better understand the beliefs preservice teachers hold, as well as to facilitate further
development of these beliefs. Implications for future research and teacher education are
discussed, such as a need for more qualitative investigations and the role of teacher educators in

addressing pre-service teachers’ beliefs.

Extended abstract
Aims
On which information teachers base their decisions and actions are important questions
for teacher education, and society at large. Teacher education programs are theoretically- rather

than craft-oriented and grounded in the complexities of modern teaching. At the same time, pre-



service teachers in the information society have more access to scientific knowledge than their
predecessors. Still, empirical studies have clearly documented pre- as well as in-service teachers’
preference for informal, experience-based over research- or evidence-informed sources of
teaching knowledge (Ferguson et al., 2022).

Reproduction of teaching practices primarily grounded in own experiences may be
undesirable, detrimental even, for student learning and development, and inconsistent with
current national and international policies that recommend evidence-informed practice (EC,
2013).

We wanted to explore this issue from a teacher beliefs perspective. We designed and
tested a scenario-based problem-solving approach in addressing how pre-service teachers
enacted their beliefs about student ability, sources of teaching knowledge, and teacher efficacy,
also looking for signs of evidence-informed reasoning in their responses. Our research questions
were:

1. What beliefs do pre-service teachers hold about student ability, sources of teaching
knowledge, and teacher-efficacy, as revealed by a scenario-based approach?
2. What do participants’ responses to the scenarios reveal about their reliance on evidence from

educational research to inform their decisions and actions?

Methodology

Participants (n = 75) second-year pre-service teachers in Norway (49 female, Mage =
21.10). They responded to three scenario-based problem-solving tasks in writing. Scenario one
described a sixth-grade classroom context in which students’ performance on a natural science
test varied greatly. The participants were to discuss possible reasons for observed differences
among students, with this discussion presumably reflecting their beliefs about students’ ability,
and other factors that might influence performance. The second, two-part scenario was designed
to capture participants’ beliefs about sources of teaching knowledge and their reasoning about
such sources. Based on the large variation in student performance noted in scenario one,
participants were asked to a) describe sources of knowledge they would use to design a new
teaching sequence and b) justify their decisions. Scenario three was designed to capture
participants’ beliefs about teacher-efficacy, and asked participants to imagine a future situation

where they are a science teacher of a challenging class and discuss their possibilities to ensure a



satisfactory learning outcome for all students, based on their strengths and weaknesses as a
teacher.

The thematic analysis of the scenario responses was grounded in the data and
informed by prior theoretical and empirical work on teacher beliefs. Two coders applied a three-
stage coding process in interacting with the data and relevant literature to explore emergent

themes.

Findings

Participants enacted a range of beliefs, including student ability, sources of teaching
knowledge, and teacher-efficacy. We further identified signs of different degrees of evidence-
informed reasoning in their responses.

The first scenario focused on possible reasons for variation in student performance on a
test. We identified five emergent themes that concerned reasons for differences in student
performance, which we labeled teaching (n = 70), beliefs about individual differences (n = 53),
beliefs about motivational differences (n = 42) and test context (n = 15).

The second scenario was designed to target participants’ beliefs and reasoning about
sources of teaching knowledge. An overweight of the ideas (n = 58) reflected a reliance on
informal and craft-based knowledge sources, 32 ideas reflected a reliance on more formal,
evidence-informed sources of teaching knowledge. Twenty-eight idea units indicated reliance on
digital resources on the Internet.

In the second part of Scenario 2, participants were asked to provide reasons for their
choices. The responses referred to four justifications: gaining new ideas and inspiration (n = 13),
testimony, mainly referring to colleagues (n = 10), looking for specific answers and pre-prepared
exercises (n = 9), and using research-based or professional knowledge as evidence (n = 2).
There was also one category (other pedagogical justifications, n = 13) that referred to principles
such as academic adaption and variation.

The third scenario was designed to capture participants’ beliefs about their perceived
efficacy. We identified four main themes of adapting instruction (n = 114), classroom
management (n = 43), social interactions with students (n = 31), and co-operation with parents
and colleagues (n = 2). With respect to participants’ perceived strengths and weaknesses, we

identified two emerging themes representing beliefs about strengths (viz., positive personal



characteristics and mastery of tasks) and two emerging themes representing beliefs about

weaknesses (viz., personal- and task-related weaknesses).

Significance of the research

The results from this study uniquely contribute to the literature by showing the nuances of
teacher beliefs and they provide further insight into pre-service teachers’ limited consideration of
research as evidence in pedagogical decision-making. Our study used a methodological approach
that provides a more contextualized understanding of teachers’ beliefs and presumably generates
more valid responses than those typically generated by asking participants to rate their beliefs on
a questionnaire. However, our study also highlighted that pre-service teachers, despite the
scenario-based approach, may find it somewhat difficult to explain and justify the sources of
teaching knowledge that they draw on. Our results may also raise issues concerning the nature of
evidence in teacher knowledge and educational research, and the extent to which empirical,
experimental data may have to be supplemented with more ecologically valid studies that probe

teacher thinking.
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Evidence-based and -informed education: Objections and Future Directions

Abstract

Over the past two decades, educational policymakers in many countries have favored
evidence-based and -informed educational programs and interventions. However,
Evidence-Based and -Informed Education (EBIE) have met with growing resistance
from educational researchers. This essay reviews the objections against EBIE and its
preference for randomized controlled trials (RCT). We conclude that the objections call
for adjustments, but do not justify abandoning EBIE. Three future directions could
make education more evidence-based whilst taking the objections against EBIE into
account: 1) study local factors, mechanisms and implementation fidelity in RCTs, 2)
utilize and improve the available longitudinal performance data and 3) use integrated
interventions and outcome measures.

Extended summary (600-1000 words) Nu 756

Introduction

Over the past two decades, a movement has grown around the idea that education should be
evidence-based (Slavin, 2020). This means providing sounds evidence where it is lacking and
using the best available evidence to advice educational practice (Davies, 1999). Some prefer
calling this evidence-informed education, emphasizing the difficulty of transferring
interventions across contexts. Whenever choosing between interventions, and wanting to know
what contributes to the desired goal, large-scale randomized controlled trials (RCTs) usually
are the preferred methods for establishing what works or does not work. While this movement
has inspired educational policymakers in many countries, evidence-based education has also
met with growing resistance from educational researchers. Critiques against it are numerous
and highly influential. Strikingly, there is limited dialogue between proponents and opponents
of evidence-based education: The arguments of opponents do not seem to reach the papers of
proponents, and vice versa. Here, we contribute to the literature on evidence-based education
by analyzing the critiques against it and against its reliance on RCTs, and by proposing ways
forward that take these arguments into account.

Three strains of critique

Three strains of critique on evidence-based education can be identified. We give examples of
each. A first strain of criticism focuses on the status of RCTs and generalizations based on
them. For example, RCTs are claimed to have low external validity because samples are often
not representative (being selected for convenience), and treatment effects are too dependent on
context, which means results do not generalize (Joyce & Cartwright, 2020; Morrison 2021).
However, as Morrison admits, “pace Churchill, the RCT is the worst form of design except for
all the others” (2021, p. 211). Contributions such as Joyce and Cartwright (2020) raise the
standard for the educational sciences, and suggest RCTs should be improved and be
complimented by other types of research. However, they do not disavow the vital role that
RCTs fulfill.

A second strain questions whether evidence-based education is worth the costs. For example,
they question the cost-effectiveness of educational RCTs, or suggest that evidence-based
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Can We Cross the Research-Practice Gap? New Perspectives to Teachers’ and Schools’ Engagement with Research

Chair: Marie Gaussel (Institut frangais de I'Education/ENS de LYON)

Discussant: Carol Campbell (University of Toronto)

Abstract: This symposium offers a global, “state-of-the-art”, picture of research informed educational practice (RIEP, e.g., Brown, Schildkamp & Hubers, 2017; GroR3 Ophoff, Brown & Helm, 2023), derived
from the current evidence-based policy, drawing from numerous studies from across Europe addressing if, how and to what effect teachers’ engagement with academic research can be fostered. These
studies are uniquely framed by the widely shared fundamental conception of evidence and data use in education as a complex, cognitive, knowledge-based problem-solving or inquiry cycle with
consecutive phases that are not ensued in a linear, but rather iterative fashion (a.o. Gro® Ophoff & Cramer, 2022; Schildkamp et al., 2013). In this research field, RIEP is explored on a variety of levels
(e.g., data, user, context) and in different contexts of application in the educational sector (e.g., educational practice or teacher education) and draws on sociological, psychological and leadership
approaches. In this connection, the differentiation between fields of research and practices allows us to understand that the diversity of publications (more scientific or more praxeological) constitutes more
of a richness than a problem, on the condition that we distinguish the contexts, the purposes and the modalities of production and diffusion. Indeed, recently, several research currents have engaged in
hybrid work, of a scientific nature (distanced, objectified, instrumented) but conducted in partnership with field actors (Albero, 2017). While recommendations on the use of research findings are available
in abundance, it becomes more and more clear that fostering it is a truly challenging business, the very desirability of which deserves to be questioned. In response, this session provides clear implications
with practical propositions and ways forward, exploring the full gamut of RIEP, from initial teacher education, to in-service professional development; and examining political and contextual factors from the
systems level to the motivations of the individual teacher. The objective of this session is not only to provide a European overview of research-informed teaching practice in education, but to address the
ways research findings can be mobilized, and to question the many variations of “evidence relations” in teacher education: What are they? Where does the desire to strengthen RIEP come from, what is
its history? Should it be encouraged and how, under what conditions? What are the relevant conclusions on how to make teachers' engagement with research a reality? How does RIEP differ from other
approaches such as evidence-based practice in education?

Significance: Although numerous studies have posited ways forward for RIEP, it is clear that fostering it is truly complex and challenging business (Brown et al., 2022; GroR3 Ophoff & Cramer, 2022). In
response, this symposium addresses this issue in a unique manner, providing insight by exploring a variety of levels and perspectives; drawing on systems theory, sociological, psychological and
leadership perspectives. It provides clear implications with practical propositions and ways forward.

Structure: The presentations will be in the order below. The chair will introduce the overall theme of the symposium. This will be followed by presentations from the other participants. The symposium will
conclude with comments from the discussant and then questions from the audience.
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Delivering a 21st-century Research-Informed Teaching Profession: Survey Findings from Educators in England

Chris David Brown (University of Warwick)

National perspective: United Kingdom

This paper considers the engagement by teachers and school leaders in England in research informed educational practice (RIEP). Research in the area of RIEP has been criticised for being “under
theorised” (e.g. Nutley et al., 2007); leading to researchers failing to consider the full range of factors influencing the research-practice gap. In response, we adopt Baudrillard’s (1968) semiotic theory of
consumption, which is concerned both with consumer behaviour and the “objects” which are consumed. Specifically, how objects are “experienced” and what needs they serve in addition to those which
are purely functional. The research questions addressed in this paper are: « RQ1: What potential benefit, cost and signification factors can be identified that might account for the current research-practice
gap? « RQ2: Which individual and combinations of benefits, cost and signification factors appear to be most closely associated with educators’ use of research evidence? « RQ3: What implications emerge
for policy and practice in terms of how to increase educators’ use of research evidence? Methods: A survey study was conducted to address these questions. To develop the survey recent literature
(broadly 2010 and later) was reviewed that generally encapsulated the area of RIEP. The survey was undertaken by teachers in England. The aim of our sampling strategy was to achieve a representative
sample of teaching staff, both in terms of their own individual characteristics, as well as the characteristics of the schools they work in. The survey was administered by email and a one percent response
rate was achieved (approximately 250 schools). Findings: Regression analyses were used to ascertain whether the research-practice gap is caused by educators failing to perceive the benefits of
engaging in RIEP; from educators believing that the costs involved with research use are too high; or from RIEP-type activity not being sufficiently desirable for them to want to engage in it. As you might
expect, a range of factors emerged across each of these three areas and policy implications include the need for training and mentoring as well as coaching for school leaders to help establish RIEP within
and across schools. Scholarly significance: By developing and testing a survey grounded in a strong theoretical basis, we have, for the first time, kickstarted an exploration of factors promising for
“bridging” the research practice gap. The result is a richer and more nuanced understanding of what is required to achieve RIEP than has been possible from previous work.

References:
- Baudrillard, J. (1968). The System of Objects. Verso. - Nutley, S.M., Walter, |. and Davies, H.T.O. (2007). Using evidence: How research can inform public services. The Policy Press.

Can the Intention to Use Research in Educational Practice be Fostered by Research Learning Opportunities during Teacher Initial Education?

Jana GroR Ophoff (PH Vorarlberg), Christina Egger (PH Salzburg), Anne Frey (PH Vorarlberg), Johannes Dammerer (PH Niederdsterreich)

National perspective: Austria

In recent years, Austrian teacher education was faced with far-reaching reforms based on an expertise on the future of pedagogical professions (Padagoglnnenbildung NEU) by the Austrian Ministries of
Education and of Research in 2010. Therein, the recommendation was expressed that scientificity and research need to be established as constitutive elements of teacher education with the goal to
support research-related attitudes and an inquiry habit of mind (Brown & Malin, 2017; Reitinger, 2013). GroR Ophoff and Cramer (2022) identify the latter “soft” aspect of research competence as the
intention to use evidence, which marks the Rubicon between predecisional phase and volitional processes (Heckhausen, 1989) of RIEP. However, findings on influencing attitudinal factors and the effects
of inquiry learning in teacher training (GroR3 Ophoff et al., 2018; Wessels et al., 2019) raise the question, to what extent this can be accomplished in teacher education: The two studies presented aimed
therefore at exploring (1) how useful Austrian teacher students find research and for what, and (2) to what extent their intention to use research can be predicted by the perceived value, but also their
research-related learning opportunities (RLO). Data is analysed via structural equation modelling (Muthén & Muthén, 2017). In Study 1 (Haberfellner, 2016), 295 students at two teacher training institutions
were surveyed about their perception of the utility value of research evidence (e.g., for their bachelor thesis, or teaching in classrooms) and their inquiry habit of mind. Study 2 was carried out in 2021 at
two institutions. 125 Teacher training students were surveyed about the same topics as in Study 1, but also about RLO (RueR et al., 2016). Results from Study 1 indicate, that the perceived value of
evidence for classroom teaching has a positive effect on the general intention to use research, even though research appears to be mainly perceived as useful for thesis writing. Student teachers’
research-related mindset could be further differentiated in Study 2, according to which they particularly show a pronounced praxeological (research averse) stance. Vice versa, only students’ research-
oriented stance (orienting lesson development on scientific principles as a necessity) could be predicted by the perceived usefulness of research, but also by the extent of RLO during their studies. The
results will be discussed against current developments in Austrian teacher education still faced with the challenge that the aspirations and ideas of academization come up against structures and traditions
that are sometimes at odds with each other.

References:

- Brown, C., & Malin, J. (2017). Five vital roles for school leaders in the pursuit of evidence of evidence-informed practice. Teachers College Record. - Gro3 Ophoff, J., & Cramer, C. (2022). The
engagement of teachers and school leaders with data, evidence and research in Germany. In C. Brown & J. R. Malin (Eds.), The Emerald International Handbook of Evidence-Informed Practice in
Education (pp. 175-196). Emerald. - Gro? Ophoff, J., Schladitz, S., & Wirtz, M. A. (2018). Motivationale Zielorientierungen als Pradiktoren der Forschungskompetenz Studierender in den
Bildungswissenschaften. Empirische Pédagogik, 32(1), 10-25. - Haberfellner, C. (2016). Der Nutzen von Forschungskompetenz im Lehramt. Eine Einschétzung aus der Sicht von Studierenden der
Péadagogischen Hochschulen in Osterreich. Klinkhardt. - Heckhausen, H. (1989). Motivation und Handeln (2.). Springer - Muthén, L. K., & Muthén, B. O. (2017). MPlus Version 8. Muthén & Muthén. -
Reitinger, J. (2013). Forschendes Lernen. Theorie, Evaluation und Praxis in naturwissenschaftlichen Lernarrangements. - RueR, J., Gess, C., & Deicke, W. (2016). Forschendes Lernen und

https://www.conftool.com/ecer2023/index.php?page=showAbstract&form_id=705&show_abstract=1 12



02/08/2023,09:08 ECER 2023 - ConfTool Pro - ShowAbstract
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Why Teachers Resist “Evidence”? Critique of the Epistemological Foundations of Evidence-based Policy in Education

Sonia Revaz (University of Geneva), Hugues Draelants (University of Louvain-la-Neuve)

National perspective: Belgium

Objectives: Starting from a reflection on the history of statistical reason (Desrosiéres, 2010), this contribution questions the relevance and the conditions of the usefulness of scientific evidence in
educational policy-making. Through a critical perspective of the epistemological foundations of evidence-based logic, we propose analytical tools aimed at better understanding the resistance that
educational reforms regularly encounter when they are implemented. Theory: Evidence-based policy in education is part of statistical reasoning and, more directly, an extension of evidence-based
medicine (EBM). It aims to rationalise educational policies and practices through the use of research results, data considered as evidence, in decision-making. In this contribution, we propose to question
the transposition of the epistemological principles of these two currents to the field of education. Insofar as the educational sciences are part of the humanities and social sciences, their scientific regime is
different from that of the natural sciences. The SHS are historical sciences, which are characterised by the absence of “repetition of phenomena taking place in a constant or indifferent context” and which
therefore rely on evidence that is “always dependent on a singular context of observation, measurement and argumentation” (Passeron, 2001). Due to their positivist epistemology, evidence-based
approaches ignore this or do not take it into account. Methods and findings: To analyse the impact of the epistemological foundations of evidence-based policies on their implementation in the schools, we
draw on previous research (Draelants, 2009) carried out on the reform of the abolition of grade retention in Belgium in the 1990s. The analysis of the design processes of the reform and of semi-structured
interviews with teachers allows us to identify the knowledge and evidence that are left “out” - the willful ignorance (Weisberg, 2014) - and that contribute to the resistance that puts the reform to failure and,
more broadly, to the distrust of public action and the expertise on which it is based. Significance: Evidence-based policies are gaining ground in many sectors of society, including education. The originality
of our proposal lies in the perspective of the design processes of educational policies based on so-called "evidence" with the epistemological foundations of the evidence-based logic to better understand
the resistance often observed in the practices of professionals. Our contribution aims to provide tools for analysing educational policies and to advocate for a broader definition of the evidence to be taken
into consideration in public action in education (research and practice informed policy).
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Reflection and Reflexivity in the Context of Inquiry-Based Learning: Chances to Initiate Professionalization in Teacher Education?

Chair: Jan-Hendrik Hinzke (Martin-Luther-University Halle-Wittenberg)

Discussant: Antonia Scholkmann (Aalborg University)

Reflection and/or reflexivity are discussed as means to foster processes of professionalization of student teachers in teacher education at university level in various European countries, e.g. for Scotland
(Huang, Klein & Beck, 2020), Austria and Germany (GroRR Ophoff & Cramer, 2022; Kunze & Reintjes, 2022). The definitions thereby vary because of diverse theories used to describe reflection and/or
reflexivity. Some authors also use these terms as synonyms (e.g. Hauser & Wyss, 2021), others not (e.g. Bohnsack, 2017). To support the development of student teachers” ability to reflect the didactic
approach of Inquiry-based learning (Pedaste et al., 2015) has recently enjoyed much popularity in teacher education (e.g. Spernes & Afdal, 2021). It is presumed, that such ability can be gained by
passing through a whole research process (Healey, 2005), from developing a research question, identifying and planning an appropriate research approach, collecting data in the context of school,
analysing this data by using methodical steps to find answers to the research question, presenting the results in a report and to the schools and/or other stake holders involved. Rethinking such
experiences might be the starting point for reflections: on teaching and learning, on school, but also on one’s own learning process and the role of a prospective teacher. Doing so, this might support the
process of professionalization, e.g. for developing a reflective, research-based attitude or habitus.

The sparse available evidence on inquiry-based learning in teacher education (Ophuysen et al., 2017) is somewhat sobering and it remains open as to how reflection and/or reflexivity can be fostered by
inquiry-based learning in teacher education. Against this backdrop, this symposium considers two questions: (1) whether and under which conditions the described expectations about reflection and/or
reflexivity in the context of inquiry-based learning in teacher education can be fulfilled. Furthermore, a methodological question occurs: (2) Which methodological approaches are suitable to investigate
reflection and/or reflexivity in the context of inquiry-based learning?

The symposium addresses both questions by bringing together three current research projects in which forms of reflection and reflexivity are analysed by using different methodical approaches. Each
paper presents in a first step an overview on the discourse on reflection by inquiry-based learning in teacher education in the respective country having in mind the diversity of teacher education programs
across Europe and explaining the underlying understanding of reflection and/or reflexivity. In a second step the relation between using certain research methods and gaining empirical results will be
focused. Finally, the papers give an outlook for consequences for further research and teacher education.

By comparing the three papers, commonalities and differences will become evident that might become the starting point of an international discussion on the potentials and limitations of inquiry-based
learning to foster reflection and/or reflexivity in teacher education.
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Developing Reflexivity in Scottish ITE through Enquiry: A tale of Divergent Conception

Anna Beck (University of Glasgow), Kate Wall (University of Strathclyde, Glasgow), Susann Hofbauer (Helmut-Schmidt-University Hamburg), Nova Scott (University of Strathclyde, Glasgow)

National perspective: Scotland

The concept of the reflective practitioner is well established, but to move beyond reflection to strategic action can be seen as risky. Engaging in and with research (Cordingley, 2015) through cycles of
practitioner enquiry is seen as one way to facilitate this active stance (Hall & Wall, 2019), with the assumption being that the process of asking questions will align with grassroots professional learning
(Mintrop et al., 2018). For these reasons practitioner enquiry has become a central feature of initial teacher education (ITE) across Scottish universities (Forde, 2015). While reflective practice and enquiry-
based learning have been consistent features of ITE for some time in Scotland (Menter et al., 2010), there is now more of an explicit focus on enquiry as essential to teacher preparation (Donaldson, 2011)
following growing awareness of the connection between research-engagement and professionalism. Its role in the ‘professionalisation’ of teachers is further reinforced by the General Teaching Council for
Scotland’s (GTCS) Professional Standards (GTCS, 2021), which state that teachers must demonstrate knowledge and understanding of enquiry to meet the standard for provisional registration. While this
positioning might suggest unified acceptance of its importance, there is divergence in its conceptualisation (Forde, 2015). Although this might not immediately present as problematic, there is the possibility
that it could lead to tensions within practice. These conceptualisations fit broadly into two themes: ‘project’ and ‘stance’ (Wall, 2018). A potential key difference is the role of reflexivity, with it playing a more
significant role in the latter. We argue that reflexivity, within a practitioner enquiry frame, is the cumulative, reflective and strategic narrative that connects and overlays cycles of enquiry. This ensures
enquiry is embedded across professional learning trajectories with a metacognitive narrative thread that makes the learning explicit (Porthillo & Medhina, 2016). This paper is embedded in a larger project
on the knowledge politics of the ‘Teacher-as-Researcher’ in Scotland and explores the extent to which different models of practitioner enquiry might facilitate a reflexive stance. We draw on data collected
from three Scottish universities over two phases: 1) document analysis of handbooks from ITE programmes; and 2) semi-structured interviews with teacher educators in those universities. Using reflexive
thematic analysis (Braun & Clarke, 2020) for dataset analysis, we explore the extent to which ‘reflexivity’ is framed as an integral part of enquiry in ITE courses and compare conceptualisations across ITE
models.
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Lessons Learned: Are Inquiry Learning Opportunities Actually Beneficial for Student Teachers’ Research Literacy?

Jana GroR Ophoff (PH Vorarlberg), Anna Lippert (Weltkirchliche FriedensDienste)

National perspective: Austria

Reflection ability requires knowing and using adequate terminology, interpreting, and appraising available information, and drawing valid conclusions (Paseka et al., 2021). Due to its conceptual proximity
to the understanding of research as knowledge-based problem-solving, and the traditional link between research and teaching in university-based education, inquiry-learning opportunities (ILO; RueR et
al., 2016) are regarded as promising to support student teachers’ reflexivity (Fichten, 2010). This is considered key to teacher professionalization (KMK, 2019), but the assessment of reflection ability, and
related to that, the investigation of the proposed benefit of ILO remains a challenge (Wessels et al., 2019). In this presentation, an approach will be presented, in which reflection is operationalized as
generic aspect of Educational Research Literacy (ERL), that is the ability to access, comprehend, and reflect research information as well as apply the resulting conclusions to educational decisions (Grof3
Ophoff et al., 2017). While some evidence for the construct-related validity of this test instrument has been reported already, this contribution aims at investigating criterial validity, that is, whether the
number of the seized ILO is of incremental validity for the prediction of teacher training students’ ERL and with it, their reflection ability. Findings from three studies will be reported. In Study 1, 104 German
students in the field of education (mainly teacher training) participated during summer semester 2014. However, results indicated an inadequate operational validity of assessing specific ILO. In reference
to the ILO taxonomy by RueR et al. (2016), a compilation of 12 ILO was contrived and used as operationalization in Study 2 and Study 3. Study 2 was conducted online in 2018 (N = 126 education or social
sciences students from various German higher education institutions). The new measure proved to incrementally contribute to the variance explanation of ERL: The more ILO were reportedly seized, the
more research-proficient, and thereby reflexive study participants turned out to be (8 = .08; p <.05). In Study 3 (2018-2021), 298 teacher training students at ten German universities were investigated
(paper-surveys). Preliminary results corroborate with the findings from Study 2 (8 = .25; p < .05). Even though the results give cause for optimism, cross-institutional intervention studies are needed to
clarify whether these effects are not rather an expression of personal traits. In this line of reasoning, as early as 1999 Weinert fundamentally questioned, whether such higher-order thinking skills can be
learned at all.
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Reflection Between Theoretical Thinking and Practical Acting. How Teacher Students Reflect on ‘Research’ at the Beginning of Inquiry-Based Learning Courses

Jan-Hendrik Hinzke (Martin-Luther-University Halle-Wittenberg), Alexandra Damm (ustus Liebig University of GieRen), Vanessa-Patricia Boldt (University of Hamburg), Angelika Paseka (University of
Hamburg)

National perspective: Germany

In the discourse on teacher education, there is a tendency to emphasize the ability to reflect with the aim to promote professionalization processes of preservice teachers. However, the understanding of
what ‘reflection’ might be, differs. Going back to Schén (1983), two options exist: reflection-on-action as process when professionals look back in a distance mode at a situation and their actions (e.g.
Hécker 2017 for Germany) and reflection-in-action as rethinking a concrete situation when decisions have to be made to go on in a process. In the last years, Bohnsack (2020) has developed the concept
of practical or implicit reflection based on the sociology of knowledge of Karl Mannheim and the system theory of Niklas Luhmann. Such a practical reflection has to be distinguished from an explicit
reflection which is embedded in theoretical knowledge that is used for argumentation but does not guide the habitual practices of social actors. However, both modes of reflection are able to broad
perspectives by using comparative horizons whereas reflexivity is defined as using existing horizons. Against this background, the paper follows the question which forms of reflexivity and reflection can be
found in discussions of preservice teachers and whether these forms can be the starting point for professionalization processes. Findings from a research project on inquiry-based learning courses in
teacher education carried out at two German universities (see Hinzke et al. 2023; Paseka et al. 2023) will be presented. In such courses, the preservice teachers go through an entire research process in
the context of teaching and schooling (Pedaste et al., 2015). In our research project ‘ReLieF’, funded by the German Research Association, 15 group discussions at the beginning (t1) and at the end (t2) of
the Masters’ two-semester courses were carried out. The group discussions were analysed by using the documentary method, a qualitative-reconstructive method for data analysis (e.g. Bohnsack et al.,
2010). In this presentation, we enquire for forms of reflexivity as well as implicit and explicit reflection. First results show that the preservice teachers at t1 mostly use quite established knowledge when
talking about ‘research’ and their research experiences so far. This can be analysed as expression of reflexivity in the sense of reproduction. Nevertheless, in some groups, forms of theoretical as well as of
practical reflection could be found. These results will be discussed in light of professionalization processes as well as of consequences for teacher education via inquiry-based learning courses.
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AERA conference, international session for Division H (April 2024, Philadelphia, USA)

Symposium title: Educational Leaders Maximising the Social Capital Benefits of Networks:
Thoughts from an International Symposium

Chairs: Chris Brown, Southampton University, UK

Discussant: Stefan Brauckmann-Sajkievicz, Klagenfurt University, Austria
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Educational Leaders Maximising the Social
Capital Benefits of Networks: Thoughts from

an International Symposium

Fri, April 12, 11:25am to 12:55pm, Pennsylvania
Convention Center, Floor: Level 100, Room 115C

Session Type: Symposium

Abstract

https://convention2.allacademic.com/one/aera/aera24/index.php?cmd=Online+Program+View+Session&selected_session_id=2132508 &PHPSESSID=v3aifock...

High quality teaching requires educators to
engage in acts of continuous, collegial learning
and to use this learning to improve their
practice; with students benefitting as a result
(Wagner, 2014). If such learning is to be truly
effective, however, educators should be able to
utilize and augment the social capital that exists
within networks and communities (e.g. the new
ideas or innovations such networks provide
access to). A challenge for school leaders,
therefore, is understanding how best to realise
the potential of the the social capital resource
present in education networks so as to improve
the teaching quality in their schools. Our
practice question for this symposium, therefore,
Is how can school leaders be supported to do
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Division H - Research, Evaluation and Assessment in Schools

Chair

Chris Brown, University of Southampton

Papers
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Educational Leaders, Social Capital and the Benefits of Inter-
School Networks - Chris Brown, University of Southampton; Ruth
Luzmore, University of Southampton

Knowledge Mobilization in Open Innovation Networks: What'’s
in It for Schools? - Marcus Pietsch, Leuphana University -

Lueneburg; Chris Brown, University of Southampton; Burak Aydin,
Ege University; Colin Cramer, Eberhard Karls Universitat Tibingen

Social and Personal Resources and Their Relation to
Psychological Well-Being of School Leaders: Do Leadership
Networks Make a Difference? - Jana Grof3 Ophoff, University
College of Teacher Education Vorarlberg; Marcus Pietsch,
Leuphana University - Lueneburg; David Kemethofer, University of
Teacher Education Upper Austria; Jonas Pfurtscheller, University
College of Teacher Education Vorarlberg

https://convention2.allacademic.com/one/aera/aera24/index.php?cmd=Online+Program+View+Session&selected_session_id=2132508&PHPSESSID=v3aifock...

A Social Network Perspective on Knowledge Brokerage in
Education: An International Comparison - Stephen W.
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Discussant

Stefan Brauckmann, Alpen-Adria-University Klagenfurt
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C Meeting protocol

WERA IRN Research-Informed Education Network meeting at ECER 2023,
Glasgow August 21-22, 2023 (in-person)

Mike Coldwell, Evelyn Goffin, Jana GroR Ophoff, Livia Jesacher-R6Rler, Gavin Murphy, Enikd
Zala-Mezo

Brainstorm: future directions for the IRN
Context

e WERA provides no funding for IRN’s but does facilitate meetings and symposia at
international events

e WERA IRN’s are acknowledged for three years; we need to decide now whether or
not to ask for an extension for our IRN

e Current IRN co-conveners are Jana Grol} Ophoff and Chris Brown

e There is a lot of interest for the IRN and its meetings but active engagement in the
network tends to be low; for virtual meetings the time zone differences are of course
anissue

Discussion

e Alternative to continuing the IRN:
o linking to / joining another SIG such as the ICSEI Data Use Network (which is
currently considering a name change — e.g. Evidence-Informed Practices,
Research-Informed Practice in Education — and [thus] a branch-out)

e To continue or not to continue?
o Present participants are strongly in favor of continuing the IRN as a platform
for informal exchanges; IRN provides a space to:
= Discuss our own research
= Discuss work of emerging researchers such as PhD students
= Reflect on strategic perspectives for research on Evidence Informed
Practices in education: broad Area of EIP, how do we get research into
practice, continuous professional development, ...
= Collaborate in terms of jointly participating in formal meetings such as
conferences
= Collaborate in terms of jointly proposing/preparing special issues
o Ideally, we strive to follow up on themed meetings by disseminating joint
research on the topic at hand by actively proposing symposia and special
issues
e Convenors:
o Jana and Chris are willing to be part of the IRN convenor team, but would
appreciate support in tending this network.

29



WERA IRN Research-Informed Education: Application for extension
GroR Ophoff, Brown, & Goffin — April 2024

PROGRESS REPORT 2021-2024

o Evelyn (who recently defended her PhD) is willing to take up an active
(supporting) role.

o ldeally, they are joined by someone outside of Europe as well. Elizabeth
Farley-Ripple has expressed a strong interest in the IRN in the past; perhaps
she would be willing to take on a co-convener role?

Practical organisation:

o We should look for a virtual platform that allows us to meet virtually and
potentially also exchange/collaborate on documents. Microsoft Teams
emerges as the an option — are there better options (e.g., not located at a
specific institution)?

o To lift the organizational effort, it is proposed to:

= set topics for the upcoming meetings so the schedule is clear for the
next 1.5 years
= invite/assign one main presenter for each meeting who then
determines the further agenda, invites other presenters, convenes
the meeting, and is in charge of the follow up
Funding

o Isanissue.

o Look into grants from the Spencer Foundation?

o More funding suggestions welcome!

Conclusion

We will apply for an extension of this WERA IRN. This will entail writing a
report/proposal.

We change the name of the IRN to Evidence Informed Practice(s) in Education
Convener(s): Jana and Chris will be joined by amazing Evelyn. They will reach out to
Liz Farley-Ripple.

Re-organisation: IRN members will be informed of the proposed meeting topics.
Convenors will reach out to main presenters, who will be asked to take responsibility
for the organisation of the meeting at hand.
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Concept map

Special issue

s 5
ymposium Potential output

Symposium Themed symposia;
Special issues

Symposium

Symposium

Symposium

Connect to local and international
networks and associations

Conferences
Funding?

Networks on research use
e.g. 'what works'

Input:

IER: informed exchange of research

Brainstorm: key topics for the upcoming meetings

Our goal was to identify important, cutting-edge, “hot” topics, describe these topics, and
think of IRN-members or prospective IRN-members who could contribute.

» This is work in progress, meant to be further elaborated on in exchange with the
wider IRN.
» Input is welcomed.

Tension between truth and trust

Highly topical
Link with areas the Spencer Foundation is interested in (suggestion by Gavin Murphy)
Who?

e Liam Guylfoile
e Samuel Merk
e Chris Brown
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EIP: Using it vs. Doing it? Engaging WITH research or engaging IN research?

Engagement is a slippery word, so we want to develop a shared understanding.

WITH: How is evidence used, accessed, enacted etc. in initial teacher training and/or
educational practice.

IN: Action research?
Who?

e Herbert Altrichter
e Chris Brown

e Jan-Hendrik Hinzke
e Kim Schildkamp

e William Penuel

Beyond Brokerage

There is a lot of work on knowledge brokering, brokers, brokerage. The concept of
brokerage implies some kind of linear relationship between evidence and practice. This
might not be appropriate for the complexity of the system. We need to move on to more
complex ways of thinking about knowledge mobilization.

But who can be a evidence-broker and how should this be done?
How can researchers become brokers in a way?

Who brings the ideas into the system (researchers) and what are the agendas connected
with that?

How to facilitate productive spaces within organizations?
Who?

e Cynthia Coburn

e Carrie Conaway

e Amanda Cooper

e Liz Farley-Ripple

e Thomas Hatch

e Joel Malin

e Lucy Rycroft- Smith

What are the underlying processes of EIP?

Theory — part |
Is there theory on EIP?

What are the models of EIP?
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What influenced these models?
Who?

e Evi Agostini (vignettes)

e Mike Coldwell (RCT)

e Stephen Gorard

e Mei Kuin Lai

e Alexander Renkl

e Mike Sharples

e Howard White (hwhite@gdn.int)

What is our understanding of Evidence as a central concept in EIP?

Theory — part Il

What is data? What constitutes evidence?

Data — information — knowledge || Evidence?
Educational knowledge — Evidence production
Learning/Knowledge-Co-Construction/ Sensemaking
Cognitive perspective, learning theories

Who?

e Melanie Bertrand

e Amanda Datnow

e Evelyn Goffin

e Gina lkemoto

e Julie Marsh

e James Spillane (Cognitive perspective, learning theories)
e Eniko Zala-Mezo

EIP — a success story?

What are successful EIP examples?

What do we consider “successful” in EIP? Popular? Or effective? (perhaps and open
discussion to reflect on “What is success”)

Who?

e Jo Beth Jimerson
e Gemma Moss

e Mark Rickinson
e Dominic Wyse
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EIP — as part of professional identity of educational staff?

Research Designs for EIP

Brainstorm: outreach

This list below is an overview of people who are aware of the IRN in the sense that they are
already in the mailinglist.

We will reach out to the people who were suggested in the topic-brainstorm in order to ask

them to join.

» More suggestions welcome!
» Consider forwarding invitations for meetings and events to your PhD students as

well.
Last Name First Name Affiliation
Altrichter Herbert Johannes Kepler University
Aluko Ruth University of Pretoria
Amatullah Tasneem Emirates College for Advances Education Abu Dhabi
Benhayoun Jamal Université Abdelmalek Essaadi
Brown Martin Dublin City University
Brown Gavin University of Auckland/ Waipapa Taumata Rau
Brown Chris University of Warwick
Burn Katharine University of Oxford
Campbell Carol University of Toronto
Coldwell Michael Sheffield Hallam University
Cramer Colin Eberhard Karls Universitat Tibingen
Dekker Izaak
Farley-Ripple Liz University of Delaware
Goffin Evelyn University of Antwerp
Greisel Martin Uni Augsburg
GroR Ophoff Jana University College of Teacher Education Vorarlberg
Guilfoyle Liam University of Oxford
Handscomb Graham University College London
Hinzke Jan-Hendrik Justus-Liebig-Universitdt GieBen
lon Georgeta Universitat Autonoma de Barcelona
Jesacher-RoRler Livia FAU Erlangen
Kallenbach Lea Erfurt University
Kemethofer David University College of Teacher Education Upper Austria
King Laura University of Oxford
Lai Mei University of Auckland
Lehtomaki Elina University of Oulu
Lin Jingjing Toyohashi University of Technology
Maier Uwe University of Education Schwabisch Gmiind
Malin Joel Miami University

34




WERA IRN Research-Informed Education: Application for extension

GroR Ophoff, Brown, & Goffin — April 2024

PROGRESS REPORT 2021-2024

Marquez Mayra University of Nevada, Las Vegas

Merk Samuel University of Education Karlsruhe

Mok Ka Ho Lingnan University

Morris Rebecca University of Warwick

Mufioz Carla Universidad Catolica Maule

Murphy Gavin Trinity College Dublin, the University of Dublin

O’Leary Michael Dublin City University

Perry Tom University of Warwick

Pham Robert University College of Teacher Education Upper Austria

Pushpanadham Karanam Maharaja Sayajirao University of Baroda

Qvortrop Lars Aarhus University

Rickinson Mark Monash University

Schildkamp Kim University of Twente

Schnellert Leyton University of British Columbia

Soguksu Fulya Ankara University

Sudrez Rivarola Cecilia Inés Universitat Autonoma de Barcelona

Thorborg Mathias Merrild | Aarhus University

vanlommel Kristin University of Applied Sciences Utrecht

Wiesner Christian Padagogische Hochschule Niederdsterreich
Center for Research and Practice in Statistics at Yildiz Technical

Yirekli Hilya University

Zala-Mez6 Eniko University of Education Ziirich

Zumpe Liz University of California, Berkeley
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Special Issue “Professional Development Today”, issue 23.3
(edited by Graham Handscomb)
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Graham Handscomb shows that, despite a slow gestation, research-based professional

development is beginning to flourish across the globe. Blogs
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Pandemic Times
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Professional Development Is School
Improvement
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‘We know a lot about teachers and research. We know that they should mix and there

can be significant benefits if they do so, but we also know that teachers and research ~ Recent Topic Articles

often fail to socialise.’ - Chris Brown, Jane Flood and Graham Handscomb (2020)!"] plogs _ .
Teaching Reception Pupils About

Great expectations! Nutrition

Much has been said about the merits of research as a fundamental element of teacher

professional development - whether this be teachers using research in their thinking Professional Development

and practice, carrying out their own enquiries, or being part of the research of others. Professional Development Today 23.3

Cover
[2] |ndeed the advent of evidenced-based professional development has been widely

heralded (some might say hyped!) for many years. Way back at the beginning of the
century, folk like Dyson were proclaiming:

Professional Development
Professional Development Today

All teachers should have an entitlement to research thinking in order to develop Volume 23 Issue 3 Contents

their role as critical users of research. All schools and colleagues should have an
entitlement and perhaps a responsibility, to participate in a relevant research

partnership for appropriate periods.[3] Professional Development
Journal Clubs: The Power And
But, despite these great expectations, the prevalence of such practice within Possibilities
education and in our schools has been woefully thin. At best, it has been a slow burn!
However, there are now, at long last, real signs that the era of research-based
professional development has arrived. Not only in the UK, but across the world, there
has been a genuine groundswell of interest and an array of activity and development
which has the potential to transform professional learning through evidenced-

informed approaches.

One powerful example of this has been the formation of an International Research
Network (IRN) focused on Research-Informed Education. This was initiated by Jana
Grol3 Ophoff and Chris Brown, and sponsored by the World Education Research
Association (WERA). The network has 33 leading educationalists from Asia, Australasia,
Europe, the Middle East, North America, South America, and Scandinavia - all working
together and taking forward major developments in evidence-informed professional
learning. A rich flavour of their thinking and practice is provided in Professional
Development Today Issue 23.3, which has contributors from Austria, Canada, Germany,
India, Japan, New Zealand, the USA and the UK.

Teacher ownership and confidence

Perhaps one of the main factors in the hitherto slow and over-cautious pace of
development in this area is that evidenced-based professional development embodies
the whole principle of autonomy and control, empowering teachers and giving them
agency. Whereas, across the world, this has been singularly lacking in many education
systems. So, for example, Joel Malin, in the USA, observes that:

a lack of trust has been manifested for instance by policies aimed at managing them
(e.g., via tightened accountability, teacher-proofing curricula, and teacher

evaluation policy) rather than investing in, nurturing, and empowering them.!4]

Instead, he argues for a bottom-up, self-directed, evidence-informed approach to
professional learning. Further advocacy from the USA of the potent effect of research

to transform is given by Elizabeth Furley-Ripple and colleagues.[5] Drawing from four
case studies, they show that when research is woven into the very fabric of school life
and learning, there are considerable benefits in professional development, the quality
of teaching and school improvement.

However, there are considerable challenges to be tackled in creating the conditions to
achieve this. David Kemethofer, investigating the Austrian experience, highlights the
crucial part that school leaders play in the development of data-based decision-
making. He finds that there is much to be done to foster confidence and competence

if they are to effectively fulfil this role.l6]

Similarly, Robert Pham Xuan, also working in Austria, emphasises the pivotal factor of
teachers’ beliefs and attitudes and the need for schools to be ‘designed not only as a
scientific and reflective institution’ but also as a meeting place for ‘multi-professional

teams”.l”]

Teachers’ beliefs and attitudes are also at the core of the research Gavin Brown has

carried out in New Zealand.!8! He found that there were some key implications for
enquiry-based professional development related to the conceptions teachers had
about assessment and its practice. Key messages emerging for school leaders
included the importance of assessments being clearly designed to tell teachers what
they need to know about student progress and needs, and to allow teachers to
discover ‘bad news’ without shame or blame so that they welcomed the discovery of
failure to guide improved teaching.

Culture, context and competence

All of this points to the fundamental importance of culture and context. There is a need
for teacher ownership to enable drawing on research in thoughtful and context-

sensitive ways.[g] Reflecting on the experience in India, Karanam Pushpanadham is
adamant that understanding the contextual factors and implementation challenges

that influence the effectiveness of professional development are crucial.l1°]

So, appreciating the range, scope, depth, and indeed, complexity of different forms of
professional development, and how research-informed thinking and practice play out
with this, is crucial. Thus, Tom Perry and Becky Morris, from the UK, argue for the
necessity of a practical framework for understanding this complexity and which will
enable teachers and school leaders to design, navigate and sustain high-quality

research-informed professional development.!!!

For Jana Grof3 Ophoff (Austria), Chris Brown and Jane Flood (UK), there is a

fundamental challenge in teacher research competence that needs to be faced.!12]

Their investigation in English schools, with implications for other world settings,
strongly indicated that achieving a research-informed teaching profession requires
radical reform in teacher training and development which prioritizes research
competence. Such competence includes not only data and assessment literacy but
also becoming adept at identifying clear problems and posing robust questions.

Resources and opportunities

In addition to equipping teachers with research competencies, there is also the
question of access to relevant resources and support. Kimberley MacNeil and
colleagues, from Canada, explored how evidence-based resources can be positioned
to enable knowledge construction in a way that supports educators to make
connections between useful ideas and their practice contexts. They reported:

Our studies have shown the importance of providing teachers with access to
relevant resources paired with opportunities for them to act with agency in making

decisions about when and how to draw from them.!13!

Elsewhere, Uwe Maier in Germany has explored how teachers can learn to adapt their
pedagogy and individualised support to students through the use of a resource like
teacher-facing dashboards. These are designed to summarize and display student

learning processes and outcomes." He found that teachers needed to develop adept
approaches and skills to successfully use such tools, another facet of research
competency.

Meanwhile, in Japan, Jingling Lin has explored the potential of online journal clubs for
teacher professional development, and particularly for teachers researching into their

own practice.!1®] Intriguingly, she also examines the contribution that Al technology
has to make to such practice.

Bold aspiration

Taken together these contributions reveal a wide range of thinking, research and
development in evidenced-informed professional learning across the world. We have
known for some time that enquiry and research are key contributory factors to

effective professional development.m] A few years ago | attempted to articulate a
vision about what this means for schools going forward:

The third-millennium school is required to be self-evaluating, open to scrutiny,

evidenced-based, data data-rich.['”]

On reflection, this strikes me now as a truly challenging aspiration. What is clear from
this powerful set of WERA contributions from across the world is that the flourishing of
evidenced-based professional development will depend on two inter-related factors:
embedding practice within the very culture of the school and tenaciously
renewing/recreating it over time. As Joel Malin observes:

a research-informed culture is a long-term goal—a culture in which practitioner and

research knowledge can be cyclically and dynamically co-created.!18]
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