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This paper outlines an analysis of using Scenario-Based-Training (SBT) to change officer Personal Safety Training (PST) based on existing research evidence and reflections from supporting a National Police Agency attempting to change PST practice. SBT is interrogated in light of its underlying assumptions and situated within the ambiguities, tensions and compromises inherent within police training cultures. Using Windschitl’s framework of conceptual, pedagogical, cultural, and political dilemmas this paper analyses the forces impacting using SBT to change PST. An alternative agenda for change is presented to develop skilled officers and trainers equipped with innovative pedagogies to ‘re-culture’ PST.
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INTRODUCTION
Police officers deal with potentially dangerous or violent encounters daily (Rajakaruna et al., 2017), in some cases necessitating the use of force (Di Nota and Huhta, 2019). Use of force decisions remain a source of concern for the police and the public (Andersen and Gustafsberg, 2016; Cushion, 2020; Todak and James, 2018; inter-alia). To deal with volatile and violent encounters that present “complex, multi-faceted and sometimes subtle problems’ (Waddington et al., 2006, p. 182), police officers are trained in arrest and self-defence skills—known in the United Kingdom as Personal Safety Training (PST). However, PST has been subject to criticism in terms of content, delivery, and effectiveness (Waddington et al., 2006; Renden et al., 2015b; Cushion, 2020), with recognition that this training needs to be ‘overhauled’ (College of Policing 2020). Rather than specific techniques or ‘system’, the ‘what’ of PST, this paper focusses on the ‘how’, or pedagogy, which currently aligns with a ‘traditional’ model of police training (cf. Cushion, 2020). This is “a behavioral and militaristic model of training rooted in obsolete and counter-productive practices long ago abandoned by educators and other occupational and professional communities” (Cleveland and Saville, 2007, p. 3) that is recognizable in the United Kingdom and internationally. A training model that, arguably, does not develop perception, judgement, decision-making, critical thinking, or competence (cf. Rajakaruna et al., 2017). An ‘overhaul’ of PST in the England and Wales has provided an opportunity to improve the ‘traditional’ delivery of police training and explore alternative pedagogical approaches to deliver innovation to police training systems that can have impact for policing that involves ‘police-citizen’ encounters (cf. Wolfe et al., 2019).
The use of Scenario-Based-Training (SBT) pedagogies in police, military and other practice domains is not new (e.g., Birzer and Tannehill, 2001; Birzer, 2003; McCoy, 2006; Cleveland and Saville, 2007; Alison et al., 2013) and in police training SBT has established itself (e.g., Renden et al., 2015; Di Nota and Huhta 2019; Preddy et al., 2019), with Di Nota and Huhta (2019) referring to SBT as the “gold standard for complex motor learning for police” (p. 10). While establishing a toehold (cf. Werth, 2011; Rajakaruna et al., 2017; Bennell et al., 2020), there remain several issues with SBT’s adequacy, implementation, and development (cf. Rajakaruna et al., 2017). Indeed Rajakaruna et al. (2017) point out that although Scenario-Based Training aims to enable officers to develop their skills in perception, judgement, and decision-making reviews of training demonstrate inadequacies in the way that training is delivered (e.g., Clarke and Armstrong, 2012; Morrison and Garner, 2011; Rostker et al., 2008). For example, time spent in scenarios is limited, instructors fail to provide feedback on officer performance and fail to demonstrate what constitutes effective performance (Rajakaruna et al. (2017)–in the case of the current research, these training issues are exacerbated when SBT is misunderstood, misapplied, and conceptualised within existing training frameworks–all issues explored in greater detail through the dilemmas framework.
Implementing changes to PST using SBT requires changes to current training, including acquiring new skills for officers and trainers, as well as understanding and making personal sense of learning; aligning the culture of police training with an alternative training philosophy; and dealing with the widely reported tradition and conservatism that has can work against and resist efforts to change (e.g., Karp and Stenmark, 2011; Werth, 2011; Basham, 2014; Wolfe et al., 2019; Belur et al., 2020; Shipton, 2020). No literature systematically examines the challenges faced in changing PST in the United Kingdom and little addresses these issues internationally when using innovative training practices, particularly SBT as a pedagogical approach. Research specifically considering PST (e.g., Buttle, 2007; Cushion, 2020) in the United Kingdom has not explored the articulations between police trainers, conceptual understandings, pedagogical practices, and the wider cultural and political realities of police training.
Using Windshcitl’s (2002) framework of ‘practice dilemmas’ to build an analysis, this paper draws on existing police research in use-of-force training and SBT from the United Kingdom, Europe, North America and Australia. This is in addition to drawing on our experiences of supporting a national initiative across 43 police forces in England and Wales to change the PST curriculum and the ‘train-the-trainer’ training. The research does not focus on the local issues of a particular cohort of police trainers but looks across PST training more broadly in terms of research and practice. Analysing training practice, and the implementation of change, represents something of the ambiguities, contradictions and compromises of the endeavor. In this sense, ‘dilemmas’ (Windshitl, 2002) are aspects of trainers’ (and our) experiences that impact the realization of SBT and changes to PST. The significance of this work lies in providing an analytical framework for considering critically trainers’ practice and the issues impacting the implementation of SBT, offering the means through which trainers and trainer educators can examine their practice critically. Used as a heuristic, the analysis raises questions for practitioners to interrogate their own beliefs and pedagogy, conceptualize the wider social forces impacting practice, while providing signposting for policy makers to an alternative agenda for PST, trainer education and development.
BACKGROUND: PERSONAL SAFETY TRAINING, LEARNING AND SCENARIO-BASED-TRAINING
Before considering the dilemmas framework, it is worthwhile discussing something of learning, SBT and PST. There are different ways of understanding learning and these frame theories, models, and subsequent training practice. Recognising this means that what Windshcitl (2002) describes as ‘intellectual anchors’ are needed by academics and trainers to support thinking about police training (cf. Werth, 2011). Despite calls to structure police training according to ‘adult learning principles’ (e.g., recognising previous experience and knowledge, active involvement in the learning process) from evaluation studies and systematic reviews (e.g., Belur et al., 2020; Lettic, 2016; Jenkins et al., 2020; Rosenbaum and Lawrence, 2017; Shipton, 2020; Werth, 2011; inter-alia) current PST practice and pedagogy characterizes learning as ‘procedural motor learning’ or ‘skill acquisition’ (e.g., Renden et al., 2015a; Di Nota and Huhta 2019; O’Neil et al., 2019). Thinking about training this way carries underlying assumptions about learning, with a functionalist, individual and behavioural focus construed as an unproblematic process of transmission and assimilation. As Di Nota and Huhta, (2019), and O’Neil et al. (2019) inter-alia argue, this simplistic, linear view separates operational conditions and training, assuming officers are empty vessels to be filled, and trainers transmit training as a neutral media that delivers a prescribed and standardized ‘curriculum’ or ‘toolbox’.
This conceptualization has created a dominant training paradigm for PST. Research evaluating use-of-force training (e.g., (Koedijk et al., 2019; Cushion, 2020; Staller et al., 2021), shows that officers tend to train isolated skills and techniques first, repeating repetitions of one technique at a time practiced in pairs, before moving on to practice another isolated skill–with Cushion (2020) showing that this type of training form often accounts for the largest proportion of activity in United Kingdom PST. Contemporary learning research and understanding (e.g., Soderstrom and Bjork, 2015) and research examining police training (e.g., Staller and Koerner, 2019) have challenged the assumptions of this approach. First, that ‘isolation’ of parts only to integrate them later in a more complex movement, or isolating the movement from the operational context, has met with criticism from evaluation studies with regards to transfer (e.g., Jager et al., 2013; Renden et al., 2014; Renden et al., 2015a; Renden et al., 2015b; Staller and Koerner, 2019). Framing isolated practices at the beginning of training dis-integrates the training, resulting in techniques being decoupled from decision-making and context. Research into learning (Soderstrom and Bjork, 2015) suggests such an approach may result in improvement in some performance in the immediate and short-term. However, performance gains fool trainers and learners that learning has taken place, and in police training can create powerful illusions of competence (cf. Cushion, 2020). Hence this training mode is appealing as rewards can seem to be gained immediately, reinforcing perceptions of ‘effective’ training. However, changes in short-term performance bear no relationship to long-term learning and transfer (Soderstrom and Bjork, 2015). Ultimately officer performance will decrease, and this has been shown to particularly be the case when training has been tested through encountering difficult and stressful conditions (Andersen and Gustafsberg, 2016; Renden et al., 2014; Renden et al., 2015a; Renden et al., 2015b). Indeed, evidence evaluating police training shows that under threatening conditions, police officer’s performance decreases as training is insufficient to inhibit stimulus-driven reactions (fear of getting hit) and avoidance behaviours (Renden et al., 2014; Andersen and Gustafsberg, 2016; Cushion, 2020).
A linear or modular approach that positions techniques/skills first often results in ‘end-on-end’ or ‘blocked’ practice; reviews and evaluation studies have shown training in this way is a significant consumer, or even a waste, of training time (O’Neil et al., 2019; Bennell et al., 2020; Cushion, 2020; Staller et al., 2021). Learning requires direct and successful contact with appropriate learning tasks (Carpenter et al., 2012; Cushion, 2020) providing task engagement. If the task is too easy or too difficult, engagement will be insufficient for learning. Indeed, previous PST research (cf. Cushion, 2020; Jager et al., 2013; Renden et al., 2014, 2015b) suggests a combination of low level of engaged activity, limited number of repetitions, and ecologically weak practice conditions (lack of realism) make it less likely that police officers will perform under pressure. Learners need to accumulate experience by performing skills under complicated and realistic circumstances (cf. Andersen and Gustafsberg, 2016; Staller and Koerner, 2019). Further, in addition to ‘time on task’, the type of practice activities is key, with repeated experiential and reality-based practice linked to performing more effectively in use of force situations (e.g., Broome, 2011; Murray, 2004; Staller and Zaiser, 2015; Hine et al., 2018 inter-alia). Indeed, SBT has been shown to improve officer performance under pressure (e.g., Hulsof and Spapens, 2014; Renden et al., 2015b) and high-fidelity (i.e., realistic) scenarios should be included in integrated de-escalation and use-of-force training (Rajakaruna et al., 2017; Staller and Koerner, 2019; Bennell et al., 2020).
SBT is a broad conceptualization of training concerned with the authentic, safe replication of the characteristics of the operational environment (Alison et al., 2013; Wollert and Quail, 2018; Jenkins et al., 2020). Research (e.g., Wheller and Morris, 2010; Wheller et al., 2013; Miller and Alexandrou, 2016) shows that ‘modelling behaviours’ through SBT is more likely to impact ‘street-level’ officer behaviour and can improve ‘traditional’ delivery of police training. SBT is a holistic training approach that when delivered in an authentic and consistent manner encourages learner-centred training when tactics, decision-making and problem-solving are critical (Birzer and Tannehill, 2001; Birzer, 2003; McCoy, 2006; Cleveland and Saville, 2007; Werth, 2011; Rajakaruna et al., 2017). Indeed, reviews (e.g., Jenkins et al., 2020) and empirical research (e.g., Andersen et al., 2016) have shown that SBT when mapped onto the operational environment replicate ‘real life’ conditions and is effective in transferring technique and decision-making. Therefore, SBT develops decision-making under pressure as every practice attempt requires the learner to read the situation [people (self, colleagues, subject(s)); deal with variability (transitions, stages of escalation/ratios); and be aware of their environment (stability/variability)].
Authentic SBT is a conceptual approach, based on concepts, tactics and strategies rather than skill. The pedagogical focus switching to increasingly complex ‘whole’ scenarios/situations (i.e., radio-call to event resolution) (cf. Rajakaruna et al., 2017; Jenkins et al., 2020). In other words, scenarios are practiced in simplified and modified forms initially, while retaining the integrity or ‘realism’ of the practice conditions. The degree of simplification is led by officer skill level (Wickens et al., 2013; Bennell et al., 2020), and modification principles are used to reduce the demands on the learner, while being appropriate to skill level (Wickens et al., 2013; Jenkins et al., 2020), highlighting through the scenario what is important to learn. Isolated skill development is utilized but not isolated or front loaded before taking part in a scenario. Instead, the scenario retains ‘perception and decision making’ so the learner understands when and why the skill is needed. Thus, cognitive development through decision-making and tactical exploration are combined with skill-development and knowledge-development, and advanced together in meaningful and realistic practice - progressed together in-context does not leave these connections to be made by the learner. This understanding provides motivation for learners, something often eroded by isolated skill development.
ANALYTICAL FRAMEWORK: DILEMMAS
Applying Windschitl’s framework of dilemmas (conceptual, pedagogical, cultural and political) enables a viewing of the trainer, officer, contexts and their learning as inextricably inter-related. This provides a lens to investigate PST and SBT as constructed and embedded within training contexts. The four-part model acts as a heuristic, moving from the individual trainer (personal and intellectual) to more abstract views of training, and the application of SBT in practice from a broader police organization and cultural/historical perspective (social and structural) (Windschitl, 2002; Cushion, 2013). This enables critical questions to be asked about trainers’ beliefs and practices while understanding contextual and wider social forces. Importantly, Windschitl (2002) argues that the four dimensions capture the challenges in practice environments; the failure to attend to any one of the dimensions can compromise or doom attempts to implement “progressive pedagogies...(where)…addressing each of the dimensions is necessary but insufficient by itself to realize new visions of learning” (Winschitl, 2002, p. 132).
CONCEPTUAL DILEMMAS
Conceptual dilemmas are rooted in trainers’ understanding of learning and underlying assumptions and beliefs. Implicit assumptions about training and learning also inform their practice and the degree to which they understand and apply training pedagogies. Recent research from a range of police training settings (e.g., Shipton, 2012, 2020; Basham, 2014; Belur et al., 2020; Cushion 2020; Staller et al., 2021) suggests that police training practice and knowledge is most often developed by informal sources, particularly observation and experience (Koerner and Staller, 2020; Rajakaruna et al., 2017; Bergman et al., 2018). This results in practice based on history and tradition (Karp and Stenmark, 2011), rather than empirical evidence, with Koerner and Staller (2020) and Koerner and Staller (2019b) arguing that decisions within the ‘how-dimension’ of police training are less the result of professional trainer education than an (uncontrolled) effect of socialization, resulting in a self-referenced, anecdotal approach to training practice based on ‘what-works’ and what trainers perceive ‘gets results’ (Cushion, 2020). Bruner (1999) names this ‘folk pedagogies’ i.e., strong views about how people learn and what is ‘good’ for them. Based on established ‘traditional’ pedagogy this sets limits to what is regarded as useful in the profession and what actions, behaviours, and attitudes are considered acceptable (Waddington, 1999; Karp and Stenmark, 2011; Beighton et al., 2015). Traditional police training pedagogy has been characterized as militaristic, instructor-centric, linear, based on behavioural education ideology, and list-orientated (e.g., Beighton et al., 2015; Basham, 2014; Cushion 2020; Staller et al., 2021; Werth, 2011; O’Shea and Bartowiak-Théron, 2019; inter-alia). Resulting in a training model and “pedagogical practices that reflect doctrinal values rather than educative values…[that] limits intellectual stimulation” (Densten cited in Ryan, 2006, p. 7–8) where police training and instructors are wedded in a “very behavioral and militaristic environment” (McCoy, 2006, p. 29).
Therefore, training ideologies are the frameworks producing and reproducing ‘folk pedagogies’ where practice and practitioners become “dogmatic and petrified because they are protected” and resistant to “criticism from within and without” (Piggott, 2011, p. 8). Indeed, police training is characterized by an “insular and defensive culture” that seeks to maintain the status quo, positioning “training in a traditional, technical framework” (Ryan, 2006, p. 3), where “learning is at best trivialized, at worst, never evaluated, taken-for-granted” and “is bound up in notions of liability and control” (Ryan, 2006, p. 4). Consequently, PST in the United Kingdom and beyond is guided by tradition, circumstance and external authority (cf. Buttle, 2007; Basham, 2014; Rajakaruna et al., 2017; Cushion 2020). In England and Wales police officers are currently trained in a ‘largely off the shelf’ and ‘stereotyped catalogue’ (Waddington et al., 2006, p. 181) that fails to simulate the conditions an officer experiences in real-world encounters (e.g., Waddington et al., 2006; Cushion, 2020) a position replicated internationally (e.g., Renden et al., 2015; Andersen et al., 2016). There is little evidence supporting the efficacy of current prescribed training regimes (Waddington et al., 2006; Cushion, 2020) resulting in PST skills that do not necessarily transfer to the criterion environment of dealing with violent encounters (e.g., Jager et al., 2013; Renden et al., 2015); instead, officers struggled to apply taught techniques (e.g., Jager et al., 2013; Renden et al., 2015a).
Another outcome of ‘folk pedagogy’ is that trainer’s abstract SBT, or parts of it, resulting in distorted understanding and inadequate application. Indeed, while recent research (e.g., Bennell., et a al., 2020; Hine et al., 2018; Di Nota and Huhta 2019) shows SBT as crucial to, and effective for, de-escalation and use-of-force training, there remain considerable conceptual and practical misunderstandings. For example, because of the dominance of a linear, process-product and ‘skills’ first approach to learning (Di Nota and Huhta 2019; Staller and Koerner, 2019; Cushion, 2020), scenarios typically play a relatively small part in training programs (Rajakaruna et al., 2017; Cushion, 2020; Koerner and Staller, 2020). In our experience from this project, it is not unusual to hear that ‘SBT is nothing new’ or ‘we’ve been doing SBT for years’. However, typically, this means that scenarios are positioned as a tool for officers to demonstrate performance of ‘pre-loaded’ skills or for application ‘in-context’ after techniques are mastered (Koedijk et al., 2019; Cushion 2020; Staller et al., 2021). This positions scenarios at the end of a linear training sequence where they are often connected to an assessment of training (Constable and Smith, 2015). Put simply, SBT is often abstracted to a means to test skills and positioned after isolated practices have been completed. Currently, SBT is not viewed as a holistic training approach that encourages learner-centred training where skill, tactics, perception, judgement, decision-making and problem solving are critical and connected.
Drawing on evidence informed learning principles (e.g., Mayer, 2004; Kirschner et al., 2006; Cushion 2013), meaningful learning occurs when officers are connected to, and make sense of, what is to be learned, identify relevant knowledge and information, and organize it into a coherent structure integrated with their existing knowledge. Therefore, as Wolfe et al.’s (2019) evaluation study of use-of-force training demonstrates, an understanding of the purpose and outcome of skills is essential to understand their connection to strategies and tactics, particularly if officers believe they are already skilled. Just ‘doing a scenario’ does not guarantee connection with the to-be-learned material, and guidance is required (‘through’ the scenario–using modification principles; ‘in’ the scenario–with the trainer and peers; and at the end through reflection and de-briefing) (Rajakaruna et al., 2017). Learning requires participation as well as skilful and progressive practice and instruction that shifts the focus of training from performance and assessment to skill development and learning (Rajakaruna et al., 2017)–a shift trainers in the England and Wales require support to do.
Elements of SBT have been identified within trainers’ practice in the United Kingdom and internationally (e.g., Constable and Smith, 2015; Rajakaruna et al., 2017; Cushion, 2020), but intermingling with traditional approaches. Importantly, trainers in these circumstances fail to recognize or understand the contradictions in conceptions of practice and learning from SBT versus a linear, behavioural approach. In education, Davis and Sumara (2003) describe an ‘epistemological gap’, the language of an ‘alternative approach’ but with limited conceptual or practical understanding, while Fullan (1991) argues that for teachers (sic trainers) who attempt to implement innovative pedagogies, “it is possible to change on the surface by endorsing certain goals, using specific materials, even imitating the behavior without specifically understanding the principles and rationale for change. Moreover…it is possible to value and even articulate about the goals of change without understanding the implications for practice” (p. 40). Evidence from police trainers around the world suggests that trainers’ previous experiences serve as a screen through which new knowledge has to pass (cf. Basham, 2014; Beighton et al., 2015; O’Shea and Bartowiak-Théron, 2019; Belur et al., 2020; Koerner and Staller, 2020.). Therefore, new ideas, techniques and practices are not accepted whole-scale and changes to training come through serendipitous methods or from ‘irresistible forces’ (Young, 1991; Constable and Smith, 2015). ‘Cherry picking’ ideas that fit their beliefs, while rejecting or resisting others that are more challenging, enables PST trainers to adopt seemingly novel or original aspects of SBT, while preserving their fundamental beliefs about training and learning. In education, Hargreaves (1994) describes this as ‘safe simulation’, and in the United Kingdom it is common to see elements or imitations of SBT practiced with minimal disruption to training norms and traditions and police culture. Fragmented SBT based on limited or superficial understanding can result in practice mutation, where “pernicious, predictable mythology and pseudo principles” (Windschitl, 2002, p. 139) distort it.
PEDAGOGICAL DILEMMAS
Pedagogical dilemmas refer to trainers’ pedagogical practice, their behaviour, practice structures, and all related activity contributing to learning environment design (Windschitl, 2002), and intersect to some degree with the other dilemmas. In particular, trainers across a range of police settings often do not realize the influence of their personal experience nor appreciate the ways in which their powerful assumptions about training guide their practice (Werth, 2011; O’Shea and Bartowiak-Théron, 2019; Cushion 2020) i.e., conceptual dilemmas.
For trainers with a ‘traditional’ linear, trainer-centred, skills first focus, SBT will require a fundamental shift in how they train. Indeed, as Belur et al. (2020) suggest the trainer’s role in approaches, such as SBT, is notably different to traditional, trainer-focused models of police training (cf. Makin, 2016). This requires in-depth knowledge of learner-centred learning methods that are often contrary to the model under which trainers were themselves trained (Lettic, 2016; Koerner and Staller, 2019; Koerner and Staller, 2020; Belur et al., 2020); a shift to a more interactive, complex, and unpredictable learning environment (Werth, 2011; Cushion 2013; Cushion, 2020; Jenkins et al., 2020). Trainers are repositioned in training to stand back, observe more, act as a facilitator being less directive, to “live in the background . . . which is a difficult role to assume when the instructor is used to being the focus” (King Stargel, 2010, p. 140; Belur et al., 2020). Paradoxically, trainers have to come out of their ‘comfort zone’ to see the big picture because training with SBT is more complex than traditional training, requiring greater preparation, more concentration and ‘noticing’, and an overall greater pedagogical responsibility (King Stargel 2010; Werth, 2011; Belur et al., 2020). As Belur et al. (2020) and Shipton (2012) argue, trainers must develop specific facilitation skills that requires more than providing ‘hints’ to unambiguous right answers, and instead trainers maybe required to model, scaffold, question, guide, advise, de-brief, converse, offer heuristics or conceptual structures (cf. Cushion, 2013; Lettic, 2016).
In education, Cremin (1961) notes that “in the hands of first-rate instructors, innovations worked wonders; in the hands of too many average teachers (sic trainers), however, they led to chaos” (p. 348). The quality and effectiveness of PST can be low (Waddington et al., 2006; Rajakaruna et al., 2017; Cushion, 2020; Staller et al., 2021). While having strong content knowledge (‘what to teach’) (Cushion, 2020), our experiences support the research in suggesting trainers are unable to facilitate scenarios well or conduct instructional conversations (cf. Rajakaruna et al., 2017) not knowing how, having never experienced sufficient guidance in trainer education, nor seen effective models in action (cf. Basham, 2014; Bennell et al., 2020; Shipton 2020). Indeed, Shipton (2020) notes that trainers wanted to be more effective at facilitating learning but did not possess the necessary skills (cf. Bennell et al., 2020). Also, some trainers did not see the value in developing these skills and were happy in a traditional training paradigm and not engaging with SBT, even when this was an espoused training approach in their organization (Werth 2011; Shipton 2012; Basham, 2014; Makin, 2016).
It is not only a dilemma to need additional pedagogical expertise (Shipton 2012, 2020; Basham, 2014; Rajakaruna et al., 2017; Belur et al., 2020), but utilizing SBT also requires in-depth subject knowledge (Cushion, 2013). Knowledge gaps can be challenging and can lead to frustration for trainers and officers (Lettic, 2016; Belur et al., 2020). Indeed, as Shulman (1987) in education argues knowledge and understanding are even more critical than for more traditional alternatives. Trainers need to be aware of ‘teaching-points’ and the principles underlying them, as well as the variety of ways these can be looked at and developed in and through a scenario. For example, trainers lack of underpinning knowledge can be exposed in the planning process when designing scenarios and appropriate instructional strategies. Also, during training when trainers can struggle to step back and observe and find the manipulation or layering of learning through the scenario difficult, as we have found, becoming ‘lost in the chaos’. For example, a trainer not understanding how, during a scenario, to modify or condition to bring out learning points or missing ‘coachable moments’ because everything is happening at full-speed.
The outcome of these pedagogical dilemmas is that training and the application of SBT becomes limited by the trainers’ role frame (Schön, 1983). That is, the trainers’ education, knowledge and experience of training ‘frames’ what is seen and the potential for learning (and change). Pedagogical dilemmas will shape how a trainer engages with practice and shape the possibilities for implementing SBT. There is an important interplay between knowledge, experience and practice. Limited knowledge constrains ‘seeing’ and diminishes action i.e., training is reactive, but within existing knowledge and understanding. Research in police training (cf. Cushion 2020; Koerner and Staller, 2020; O’Shea and Bartowiak-Théron, 2019) has shown that trainers are also more likely to stick with traditional methods, trainer-led and trainer-controlled PST, training is less dialogic and interactive, with officers as passive receivers of information from a one-directional transmission. In this case, traditional approaches are based on a lack of knowledge rather than specific opposition to SBT (Shipton, 2012; Basham, 2014; Koerner and Staller, 2020).
CULTURAL DILEMMAS
Trainers’ pedagogical practices are always situated in a larger context which is more than the ‘container’ into which they are dropped (Cushion, 2013). Context includes backgrounds and physical abilities; roles and responsibilities, prior knowledge and experiences, program design, curriculum, and learning activities, all in addition to police history, cultures and structures (Loftus, 2010; Belur et al., 2020; Shipton, 2020). The complex interaction of these factors influences the meaning that trainers and officers make of the learning process. Such factors can impact the learning environment in overt and covert ways and can be powerful in terms of a tacitly understood framework of norms, expectations and values; a training culture (Wolfe et al., 2019; Belur et al., 2020; Cushion, 2020; Shipton, 2020).
Creating patterns of beliefs and practices in trainers that enable an application of SBT (or any innovative pedagogy) will inevitably require usurping dominant police training cultures (Charles, 2000; Karp and Stenmark, 2011; Cushion 2013, 2020; Belur et al., 2020), and developing a stronger training culture mentality (Wolfe et al., 2019). The difficulty of which was recognized by Charles (2000, p. viii) who in implementing a new learning model into police training required “an organizational transition of epic proportions”. The influence of police culture was similarly identified as an impediment to newer, more innovative and ‘better’ training models because of a “subcultural preference towards traditional approaches” (Chappell, 2007, p. 501; Beighton et al., 2015; Karp and Stenmark, 2011; Wolfe et al., 2019).
Our experiences across this project to date have supported the notion that police training has a persistent and resilient culture (Werth, 2011) providing images for PST about what it means to be being trainers (knowledge holders) and learners (passive receivers) (Lettic, 2016; O’Shea and Bartowiak-Théron, 2019; Shipton, 2020). A culture that has remarkable continuities and inertia within police values, assumptions, and practice (Loftus, 2010; Beighton et al., 2015). With research in the United Kingdom reporting resulting in an extraordinary sameness in PST over time (Buttle, 2007; Cushion, 2020). PST features high levels of trainer-led instruction and a predominance of isolated, dis-integrated and repetitive ‘drills’, where trainers talk most of the time and officers listen (Waddington et al., 2006; Buttle, 2007; Cushion, 2020; Staller et al., 2021)–skills need to be learned first, and training never starts with a scenario, they should be at the end, or as part of an assessment.
This overly controlled and trainer-led training culture is supported in-part by the trainers’ beliefs; the simple and seductive premise of ‘being-right’ based on years of experience (Windschitl 2002). This has remained unchallenged because, as Shipton (2020) argues, effective change from authority driven trainer-centred practice towards evidence-based learner-centred practice has been restricted by the insulation of the police from the field of adult education, and the influence of policing sub-culture (Chan et al., 2003; Karp and Stenmark, 2011; Beighton et al., 2015; Wolfe et al., 2019). However, if PST is to ‘re-culture’ (Windschitl, 2002) the first obstacle to overcome is the experiences of trainers and learners. As Gundhus (2013) argues, new knowledge regimes are often met with resistance, not only because of the stubbornness of police occupational culture, but because they threaten what is perceived, in this case by trainers, as their meaningful professional practices. Receptivity to change is impacted by practice that differs from traditional in-service experiences (Wolfe et al., 2019). In other words, a highly contextual discourse has emerged that imposes and enforces a ‘correct way’ to train and be a trainer of PST. Therefore, trainers authenticate certain types of collective knowledge, and a discourse used in training in this way helps create and re-create the training field, giving certain practices an entrenched legitimacy (Belur et al., 2020). Prior socialization along with established beliefs and traditions reinforce this image and validate and acknowledge practice as ‘effective’. With research confirming that this becomes a self-confirming loop (Kaminski and Martin, 2000; Cushion 2020; Koerner and Staller, 2020) and beliefs regarding effective and appropriate training reproduce and reinforce the traditional approach (Basham, 2014). To enact meaningful change, therefore, requires trainers to, “confront experiential knowledge” (O’Shea and Bartowiak-Théron, 2019, p. 290; Wolfe et al., 2019).
This training culture can also be seen in terms of fulfilling the requirements of the training role. PST discourses have been reported as not being about effectiveness or skill development but prioritising managing time pressures and ‘getting officers through’ uninjured (cf. Cushion, 2020). This means a narrow view of training that excludes ‘realistic’ practices (Beighton et al., 2015; Cushion, 2020). Moreover, this overly cautious, or ‘risk averse culture’ (Heslop, 2011), is reflective of its conservative nature rather than genuine risk, but only serves to reinforce operational incompetence (Beighton et al., 2015; Cushion 2020). As a result, this sees the trainer attempting to control as many variables as possible, and this imperative of control is a habit that many police trainers bring to a traditionally militarized and behaviourist training context (White 2006; Shipton, 2020)–in our experiences of this project trainers have wrestled with letting go of control and re-positioning themselves to centre the scenario and the learners. This means ‘tried and tested’, traditional methods that prove trainer knowledge and expertise but also are considered ‘safe’. The consequence of this is that officers are, in-turn, socialized into expecting a particular type of PST experience, and can resist other training methods (Wolfe et al., 2019). This has implications for cultural change as PST becomes a historical and traditional thread where experiences are powerful, long lasting, and have a continual influence over pedagogical perspectives, practices, beliefs and behaviours (Koerner and Staller, 2019; Koerner and Staller, 2020; Wolfe et al., 2019). The driver for practice is therefore not evidence-based learner-centred pedagogy, but often an inward-looking tradition (Lumsden, 2017), or uncritical inertia. This means that PST trainers, who are largely drawn from rank-and-file officers, already have an understanding of PST based on experience that filters new methods. Moreover, we have found that the in-depth knowledge of learner-centred learning methods that SBT requires are often contrary to the model under which trainers were themselves trained (cf. Lettic, 2016; Wolfe et al., 2019; Belur et al., 2020) and which they experienced as officers (Koerner and Staller, 2019, 2020; Wolfe et al., 2019).
POLITICAL DILEMMAS
Political dilemmas refer to those aspects of practice that are linked with the exercise, distribution, preservation, or redistribution of power among participants in an educational enterprise (Windschitl, 2002). Any innovative pedagogy, such as SBT, can generate controversy and possibly conflict. Indeed, there are strong differences in opinion surrounding changes to police training among its stakeholders (e.g., policy makers, trainers, management, officers, as well as the public) (Di Nota and Huhta 2019). As a result, updating police training can be met with controversy, despite evidence for the benefits of different training approaches (Di Nota and Huhta 2019; Wolfe et al., 2019), and a societal need for changes to policing practices (Makin, 2016; Di Nota and Huhta 2019). Moreover, trainer’s practice reflects and refracts wider social forces from interested parties such as stakeholders, producers of knowledge, and wider society (Karp and Stenmark, 2011). Thus, doing SBT and its outcomes, as well as establishing a training environment conducive to implementing it, can have wider political implications.
While PST pedagogy has remained consistent over time and across organizations, O’Neil et al. (2019) observed that there can be considerable variability in the content and duration of PST between organizations, while Cushion (2020) reports within police organization variability. In the United Kingdom, similar to other countries (cf. O’Neil et al., 2019), the detailed choice of PST curriculum and pedagogy are currently devolved to forces. However, the College of Policing (CoP)–the national professional body for policing in England and Wales–is overhauling current PST and replacing it with a new national curriculum, including recommended contact time with trainers (College of Policing 2020) moving away from in-house driven training (Beighton et al., 2015; Lum and Koper 2015). Such organizational leadership and support are to be applauded as research shows that organizations can maximize the impact of training and play key roles when training is being developed and delivered (Bennell et al., 2020), and without organizational commitment, training is likely to be sub-optimal (e.g., Andersen et al., 2016; Belur et al., 2020; Bennell et al., 2020).
That said, using SBT to change PST will stand or fall on effective teaching and learning, therefore the need for quality trainers is paramount; trainers who are pedagogically imaginative, dynamic, and thoughtful, who think creatively about alternative ways of training, and are, as a result, better prepared to respond to the realities of their professional work. This requires considerable pedagogical authority and autonomy in trainers. However, there is a danger in standardizing and controlling practice with a national curriculum that homogenizes practice under the banners of modernization and professionalization (Lumsden 2017). Officers often portray policing as a craft where experiential learning and experienced officers are valorised (Lumsden, 2017). Centralized changes can expose tension and resistance between the police organization and street-level police occupational culture, demonstrating differences between management objectives and practitioner views (Gundhus 2013; Lumsden, 2017). Indeed, Heslop (2011) and Goode and Lumsden (2016) highlight the ways in which the police are becoming increasingly micro-managed, bureaucratic and risk averse, increasingly ‘McDonaldized’ (Goode and Lumsden, 2016). Indeed, any ‘professionalization’ of training appears problematic if PST curricula are overly controlled and defined higher up the administrative chain. For SBT in particular, trainers given standardized knowledge and strategies reduce scenarios to the application of a generic set of rules. We have found in line, with others (e.g., Rajakaruna et al., 2017; Jenkins et al., 2020), that this can be easily presented as a predictable linear process where scenarios become overly scripted ‘walk-throughs’ to a desired response devoid of perception, judgement and decision-making Paradoxically, while the police and their communities demand innovative and sophisticated training, arguably, national policy could inadvertently discourage such training, or build-in inadequacy into SBT (cf. Rajakaruna et al., 2017).
Debate among policy makers, trainer education and trainers about the logic of the means (how and what) of training also diverts attention from more fundamental questions about the nature and aims of training (why and who for) (Cushion, 2013). PST is currently very focused and specific, but has a narrow operational focus attempting to transmit and develop proficiency in a series of skills and techniques, (Rostker et al., 2008; Morrison and Garner, 2011; Rajakaruna et al., 2017). However, in addition to its overt curriculum, an informal or ‘hidden curriculum’ exists, a set of implicit messages that officers experience in and through training processes which reinforce or challenge attitudes, values, and expectations (Cooper, 2009; Cushion, 2020). Police training contributes to the production and reproduction of social structures through its ‘hidden curriculum’ (cf. White, 2006), including derogatory discourses that can denigrate and stigmatize (Beighton et al., 2015). In PST, for example, promoting ‘hyper-masculinity’ and sexism (Cushion, 2020), as well as an over-focus on danger and authority (Constable and Smith, 2015) to the detriment of the effectiveness of training for all and a more expansive understanding of training and the police officer role (Constable and Smith, 2015; Cushion, 2020). Consequently, police training is an inescapably political act, not apolitical or neutral.
Tradition provides an overriding, powerful, and historical view of what trainers should do and what training should look like (Beighton et al., 2015; O’Shea and Bartowiak-Théron 2019). Innovative pedagogy, despite being evidence-based, suffers an underlying disadvantage as it can be viewed as a questionable alternative to existing practice (cf. Windschitl, 2002; Wolfe et al., 2019). The durability of this notion is evidenced through SBT with over thirty years of history, and problem-based approaches in wider education existing even longer than this, remains a training ‘alternative’. Indeed, police training discourse (of which this paper is a part) privileges the status quo by associating training models where skills are mastered first with ‘traditional’, ‘historical’, and ‘fundamental’ training, while SBT is ‘alternative’ or ‘innovative’, thus forming a subtle but coherent set of rationalities. Therefore, far from being benign activities, training and trainer education, always contain and advance values and agendas. As such, implementing SBT and critically examining and challenging beliefs, practices, and discourse becomes political. SBT challenges existing assumptions and therefore beliefs about learning and knowledge about training practice becomes less absolute. Consequently, trainers are forced to confront their own uncertainties, and even their own inadequacies, and as training and trainer education exists in organisations, the status quo becomes threatened making stakeholders uneasy, uncomfortable and even resistant (cf. Loftus, 2010; Gundhus, 2013; Goode and Lumsden, 2016).
DISCUSSION
Windschitl’s (2002) dilemmas are a useful heuristic to illustrate the complexity of training, and the multiple and layered issues that must be confronted to implement change. The categories show the precarious nature of implementing SBT to develop PST, and the issues that can influence the likelihood of innovative pedagogies surviving, being resisted or eventually ‘washed out’. Importantly, this paper demonstrates that ‘knowledge’ of SBT, even its applied principles, is insufficient, and that implementation involves more than simply providing trainers with a ‘toolbox’ of skills and a ‘list of scenarios’. Operationalizing SBT for PST requires a host of knowledge, understanding, practices, strategies, coherent arguments, and critical thinking, all of which are conspicuously absent from trainer education and the rhetoric of trainer development (e.g., Berg, 1990; McCoy, 2006; Werth, 2011; Shipton, 2012, 2020). Arguably, implementing authentic SBT and, for example, starting training with a scenario is so conspicuous, so unlike typical training, that it becomes subjected to an unwarranted level of scrutiny and subject to an intensification of accountability. However, in reality traditional, linear, ‘block and checklist’ (O’Neil et al., 2019) approaches do not currently face a similar level of challenge and, as Windschtil argues, “although perennially ineffective are rarely subjected to fundamental critique” (2004, p.160).
So, the challenges to implement SBT as a vehicle to change PST seem significant. Of course, as we have found, some trainers can successfully employ SBT and reflect upon and change the nature of their training practice (Werth, 2011). How can training ensure the implementation of innovative pedagogy and the development by design of these kinds of skilled trainers? Research indicates that currently ‘train-the-trainer’ training typically delivers content knowledge rather than the ability to facilitate learning processes (e.g., Berg, 1990; McCoy, 2006; Werth, 2011; Shipton, 2012, 2020), where development is seen almost exclusively as expanding and presenting content knowledge. Whilst it is recognized developing content knowledge is vital for any police trainer, this limits capacity for them to promote deeper learning (McCoy 2006; Shipton, 2020). This model does not address the conceptual or pedagogical dilemmas of practice as it is inadequate in giving trainers an awareness of their own beliefs and assumptions about training, developing an understanding of learning. Such an approach, with its very narrow and technical focus, does not address the complexities of practice and therefore does not broach the social, cultural, and political dilemmas of training practice. Indeed, it is necessary to be aware of the assumptions about learning that underpin any method of teaching, particularly when such assumptions challenge beliefs about learning (Cushion, 2013). However, there remains a considerable challenge to address trainer’s conceptual dilemmas created through the embodied and unarticulated beliefs about learning and training. SBT can invoke initial scepticism because it confronts these beliefs (Irby, 1996; Shipton, 2012), thus presenting the dual challenge of transforming beliefs about training and learning whilst also providing specific training/facilitation skills. To address these conceptual dilemmas, trainer education, and train-the-trainer, therefore, needs to provide an environment where practice and the practice of others can be interrogated, and assumptions made explicit. Uncovering assumptions and beliefs emancipates practitioners from their dependence on habit and tradition providing them with the skills and resources to enable reflection and to examine critically the inadequacies of different conceptions of practice (Carr and Kemmis, 1986; Cushion, 2013) and thus address pedagogical dilemmas. However, learning in this way is beyond existing conceptions of trainer education which is an additive, ‘retooling’ according to behavioural assumptions (grafting new ‘skills’/knowledge onto an existing repertoire) (Beighton et al., 2015) rather than a critically transformative (deconstructing taken-for-granted beliefs, assumptions, knowledge and habits, and rebuilding practice) move away from assimilation, dissemination and application (Beighton et al., 2015; Shipton, 2020).
To problematize ideas about training, in addition to information about SBT, trainers could benefit from case examples from other trainers illustrating the experiences of those who have attempted to change PST practice and culture. Currently, existing research and guidance about SBT is useful (e.g., Hine et al., 2018; Bennell et al., 2020; Jenkins et al., 2020) but remains compelling rhetoric and too idealized, providing prescriptive lists, principles, and decontextualized examples, that do not engage with the issues and challenges of ‘doing’ training in context. To address pedagogical dilemmas head on trainer education should (correctly) model context specific SBT, enabling understanding of the increasing complex and representative layering of learning through versions of the whole, as well as the array of modification principles. Trainers require in-situ support in understanding differences between their existing practice, attempts at SBT, and authentic SBT and recognizing the distance between existing practice and understanding.
In developing SBT, and in addition to education and development, trainers must also create opportunities to speak with others. Communities of practice (CoP) (Lave and Wenger, 1991) are a means to understand and structure trainer learning (cf. Jenkins et al., 2020). While the rhetoric of communities of practice is appealing, the reality of trainers’ lives can make them difficult to sustain within the nature of day-to-day police training routines and regularities that can promote trainer isolation. Where trainers do discuss training, this often remains at an instrumental level merely passing on ‘survival tips’ or ‘tricks of the trade’, leaving unexamined and unchallenged contextual norms and culture, thus not addressing cultural and political dilemmas of practice. Ways to initiate and mediate new kinds of conversations are needed, and partnerships and coalitions to create a critical mass within a community to advance ideas and thinking are required. Such an approach holds the promise of deeper, reflective conversations that foreground cultural and political dilemmas of practice.
CONCLUSION
The very features that render any innovative pedagogy such as SBT effective in training practice are those that provide most challenge and the catalyst for practice dilemmas. When used in an uncritical or unsophisticated way, or fragmented and promoted with pseudo-principles and little understanding, any innovative pedagogy will struggle to gain traction and acceptance. However, when practice is premised on authentic SBT, it can be an important catalyst for change (Beighton et al., 2015; Bergman et al., 2018; Belur et al., 2020; Bennell et al., 2020). To challenge and change existing practice requires a ‘jointly fashioned vision of transformation’ (Windschitl, 2002), with academics, trainers, and trainer educators working in partnership to deliver education and training (cf. Beighton et al., 2015; O’Shea and Bartowiak-Théron 2019; Wolfe et al., 2019; Belur et al., 2020; Shipton, 2020). Such an alliance should provide the theoretical knowledge and practice tools to convert dilemmas into attributes that facilitate the development of PST and the realization of SBT. This is a vision of practitioners that Windschitl, (2002) describes as having conceptual understanding, pedagogical expertise, cultural consciousness and political acumen.
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