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Abstract 
 
The education and training of police recruits has been historically dominated by traditional, 

teacher-centred approaches, which tend to limit the quality of desired learning outcomes. 

Contributing to this problem has been a lack of organisational focus on developing the 

teaching and learning practices of teachers on police recruit learning programs. The 

literature in relation to the development of teaching in the broader area of adult education 

suggests it is desirable to foster learner-centred teaching approaches; however, achieving 

this goal involves the difficult process of expanding teachers’ deeper understandings of 

teaching and learning rather than relying upon prescriptive staff development courses. A 

review of the literature in relation to the development of police educators also indicates 

there has been no research beyond the broader orientations of teacher- or learner- 

centeredness. Several Australian and international police organisations have initiated 

changes in recruit learning programs to encourage learner-centred teaching practices, 

however, success in this regard has been limited by police educators adhering to traditional 

teacher-centred practice. 

Using phenomenography, this study aims to inform police educators’ professional 

development by asking what the variation is in the ways in which teaching staff at various 

police academies around Australia experience both their teaching and their teaching 

development. Without understanding this variation, it is argued that pitching development 

strategies at the correct level of teacher development will be problematic. By identifying the 

critical aspects that differentiate learner-centred and teacher-centred approaches, 

appropriately targeted development activities can be formulated. The results of this study 

are broadly in line with similar research from other fields of teaching but provide some 

important insights not previously established in police education research. This thesis 

concludes with further discussion of the developmental pathway for police educators that is 

implied by these results. 
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Glossary of key phenomenographic terms 
 

Term Definition 
Approach Is a reference to a person’s relevant actions towards a certain phenomenon. 
Aspect Has multiple meanings in phenomenography but in relation to this study it will 

be used to refer to a part or feature of the data discerned by the researcher 
during analysis, with some of these aspects eventually being defined as critical 
aspects based on further analysis and interpretation. 

Awareness Relates to research participants being able to discern certain meanings and 
critical aspects of a phenomenon. 

Category of 
description 

Is the representation of a range of individuals’ experiences of the phenomenon 
at a collective level, where individual characteristics and contextual factors are 
stripped away. The research participants’ experiences are represented by a 
limited number of categories, which typically form a hierarchically inclusive 
relationship. 

Conception Is a reference to what a person might think about a certain phenomenon. 

Critical aspect Highlights important or critical differences between experiences represented in 
the categories of description. These differences highlight successful learning 
experiences or understandings of the phenomenon and represent key 
differentiations between the categories described in this study. 

How/what 
framework 

Is the basis for the analytical frameworks for this study, with the how and what 
elements of the framework being further broken down to the indirect object and 
act (representing the how element) and the direct object (representing the what 
element). 

Meanings Are the meanings established in relation to the categories of description, which 
are constructed in the first stage of the analytical process. 

Outcome space Is the reduced or stripped representation of phenomenographic results and is 
displayed in tabular format. 

Phenomenography Is an empirical research specialisation which is concerned with describing the 
qualitatively different ways in which a group of people experience a given 
phenomenon. 

Relationality The basis of phenomenography is the research participants’ relation or 
experience with the phenomenon, rather than the study of the phenomenon 
per se. 

Structure In this study, refers to the constitution of the internal structure of each category 
of description during the second phase of analysis using the how/what 
frameworks. 

Way of experiencing Is a description of the internal relationship between (in this case) police 
educators and the phenomena of teaching and development and is inclusive of 
both conceptions and approaches in this study. 
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Chapter 1 
 

Introduction 
 
1.1 Background 

 
Having spent 15 years as a police officer and 25 years in police education whilst a police 

officer and, later, a university lecturer, I felt strongly about choosing the topic area of 

teaching and teaching development in this field. Typically, police organisations have only 

committed limited time and resources to properly developing the educational knowledge 

and skills of their teaching staff. Neither have they actively sought to learn the lessons from 

research in this area. Therefore, my experiences as a police officer and educator provide 

me with a unique opportunity to study and contribute to this issue. 

In the early stages of planning this project I discovered a group of studies that examined 

and described the variation in teaching experiences amongst members of the respective 

cohorts. One of the common research approaches used in these studies was 

phenomenography, which assisted me in visualising the stages of teaching development 

that many practitioners, including myself, potentially progress through in their journey 

towards more effective practice. I had an affinity with the phenomenographic assumption 

that more advanced or sophisticated experiences were built upon and inclusive of less 

advanced experiences. I believed that phenomenography could assist with highlighting the 

range of qualitatively different ways that those teaching on recruit learning programs in 

police academies1 understand or experience their teaching and its development. In turn, 

describing these experiences of teaching and teaching development could provide 

important insights into what police educators need to develop and how they should go 

about it, and allow a developmental pathway to be outlined. 

Improving staff development for police educators is built upon the proposition that they 

should preferably experience their practice in learner-centred ways that tend to promote 

deeper learning experiences amongst their students (Cleveland & Saville, 2007; McCoy, 

2006; Werth, 2009; Basham, 2014; Makin, 2016). These authors suggest that, historically, 
 
 

1 These people, who may be police officers or civilians, employed by police organisations or higher 
education providers, will be referred to as ‘police educators’ in this thesis. While the term ‘police 
educators’ can refer to people in other teaching and learning contexts, it should be understood in this 
limited sense unless otherwise specified. 
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police educators have tended to utilise more traditional teaching methods that represent 

less sophisticated teacher-centred approaches, which tend to overemphasise superficial or 

surface learning amongst students. Research in teaching conceptions and approaches in 

higher education has highlighted qualitatively different understandings that range from 

teacher-centred to learner-centred (Åkerlind, 2007; Kember & Gow, 1994; Trigwell & 

Prosser, 1996). However, this research too supports the belief that learner-centred 

approaches are more effective because they tend to support deeper engagement in subject 

content and higher quality learning outcomes. This study is therefore predicated on the 

assumption that police educators’ development should assist and inform learner-centred 

practice. 

Phenomenography assumes that at a collective level, people will experience or understand 

the same phenomenon in a limited number of qualitatively different ways2 (Marton, 1981). 

This study followed the common practice of phenomenography by utilizing semi-structured 

interviews that encouraged participants to reflect on their experiences and relate them to 

the interviewer. A sample of police educators from across five Australian police academies 

were interviewed with the aim of establishing the range of variations in experiences they 

have in relation to the phenomenon of teaching and developing as teachers. The meanings 

of these experiences were established through analysis of the interview data, with the 

structure of the variation in these meanings being represented within an outcome space3 as 

is typical of phenomenographic studies. 

Previous phenomenographic research (Åkerlind, 2007) and other qualitative studies (e.g. 

Kember, 1997) suggest that more limited, or less sophisticated, understandings of teaching 

result from an inability of some teachers to discern more sophisticated understandings of 

what is involved in teaching and the development of teaching practice. A range of studies in 

this field suggests that by becoming aware of more sophisticated understandings, more 

effective or leaner-centred teaching approaches should follow (Kember, 1997; Biggs, 1999; 

Trigwell & Prosser, 1996). 
 
 
 

2 This definition does not imply that people do not experience the world as individuals in unique and 
unsharable ways (Spinelli, 1989). The important ontological differences between individual and collective 
experiences in terms of this study’s research approach will be discussed further in Chapter 3. 

3 Which are the reduced or stripped results of the data analysis, see Glossary (p. xiv), Section 1.5 in this 
chapter and Chapter 3. 
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Specifically, then, by establishing the qualitatively different ways of experiencing the 

phenomena in question, staff development activities can be designed to assist police 

educators to become aware of why more sophisticated teaching practices are important 

and how to utilise them, thereby improving the learning experiences of their students. This 

study will not develop such activities. Rather it will focus on how an appreciation of police 

educators’ experiences, articulated from a phenomenographic perspective, can provide 

vital information about the developmental needs of those educators. 

 
 
 
1.2 Rationale 

 
Reviews of police education have consistently criticised an overemphasis on didactic or 

teacher-centred approaches focused on knowledge transmission at the expense of active 

learning to promote deeper learning and problem-solving skills (Bloss, 2004; Bradford & 

Pynes, 1999; Chappell, 2005; Cleveland, 2006; Makin, 2016). Additionally, improving 

teaching and learning in the context of police education is an important element in assisting 

police organisations to move from their traditionally narrow, command and control 

approaches in education and training programs to practices more reflective of 

contemporary adult education. 

Encouraging learner-centred teaching practice is consistent with attempts to 

professionalise policing and encourage greater community collaboration via problem 

solving policing, as opposed to more traditional reactive policing responses (Peak & 

Glensor, 1999; Cleveland & Saville, 2007). Establishing more effective learning programs 

for police recruits can provide a better foundation for the worldwide transformation of 

policing towards a greater community policing focus (Doherty, 2012; Basham, 2014). To 

appreciate this transformation and its implications for police education a brief account of the 

events that led to it is required. 

 

1.2.1 The journey towards community policing 
 
In the early decades of the 20th century, policing across the western world underwent 

significant change, partly due to scientific and technological changes that impacted on how 

police did their job (Edwards, 2011). Kelling and Moore (1988) refer to this period as the 

reform era4 and describe it as characterised by increasing police autonomy from political 
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control and a movement towards a narrower law enforcement function that became 

increasingly insular from the broader community. Both society and the police themselves 

often took a narrow view of crime control as involving reactive rather than proactive 

measures (Bradley, 1996; Reiner, 2010). 

This narrow view entailed police generally perceiving themselves as little more than law 

enforcers, where they would react to crimes by arresting offenders and putting them before 

the courts as the primary means of controlling crime. This mentality was reinforced by 

access to motor vehicles and communication technology, allowing police to receive phone 

calls and communicate with police vehicles by radio and simply drive to locations of crime 

without having to walk the beat. Kelling and Moore (1988) also suggest the command and 

control aspect of police work, reinforced by the scientific or classic management theories of 

Taylor (Littler, 1978), promoted a bureaucratic mentality isolated from the rest of society. 

Therefore, a range of political, organisational and technological factors began to separate 

police from the communities they served and was reinforced by hierarchical and 

paramilitary organisational structures and an insular police culture (Toch & Grant, 2005). 

Whilst the policing eras referred to by Kelling and Moore (1988) referenced mostly change 

in the United States, they were mirrored in the development of policing within the Australian 

context where police organisations followed similar pathways to those in North America and 

the United Kingdom (Broadhurst & Davies, 2009). 

During the 1960’s across the globe, there emerged a growing unease about the police 

methods of the reform era, particularly in relation to issues of police violence and corruption 

(Edwards, 2011). Policing became the subject of increased scrutiny and criticism, leading 

to subsequent public inquiries and calls for reforms to improve how police do their job and 

to reduce corruption (Carter & Sapp, 1990; Reiner, 2010). In addition, there was a range of 

research studies that challenged many traditional policing methods revolving around the 

assumption by police that criminal investigation, random patrol and rapid response were 

the most effective means of preventing crime (Braga, 2002; Peak & Glensor, 1999; Reiner, 

2010; Sarre, 1992). Importantly, these studies highlighted the inability of police using these 

traditional methods alone to prevent or control crime, thus indicating the limited 

effectiveness of the policing approaches adopted during the reform era (Kelling & Moore, 

1988; Bayley & Bittner, 1984; Broadhurst & Davies, 2009). 

 
 
 
 

4 Kelling and Moore (1988) refer to three broad policing periods since the early 19th century, namely the 
political, reform and community policing eras. 
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To improve upon the narrow and reactive approach to crime, enhance community feelings 

of safety and reverse examples of neighbourhood decline, it was suggested that police 

organisations should be more proactive via community interaction, with police addressing 

the underlying causes of crime with relevant stakeholders (Braga, 2002; Peak & Glensor, 

1999; Sarre, 1992). Reiner (2010) suggests that innovative tactics in policing leading to 

improved performance are those that focus on remedying the causes of crime through 

emerging strategies such as intelligence-led, problem-solving or community policing. Many 

police organisations, especially those in western countries, began to adopt these and 

similar strategies from the 1970’s onwards in what Kelling and Moore (1988) refer to as the 

community policing era. This era has seen increasing calls by academics and stakeholders 

for police to have a more considered approach to cultural diversity, communication, crime 

prevention and problem-solving (Kelling & Moore, 1988; Peak & Glensor, 1999). The 

problem-solving process also encourages police working with their community in creative 

ways when compared to traditional policing (Trojanowicz & Bucqueroux, 1990). 

However, community policing should not be seen as replacing the traditional law 

enforcement role of policing but instead complementing and building upon it (Toch & Grant, 

2005; Sarre, 1992). Importantly in relation to this study, the movement towards more 

proactive approaches in the community policing era emphasises the need for police to 

expand their understanding of preventative policing and utilise a range of knowledge and 

skills more specialised than the traditional law enforcement model alone required. Several 

authors (e.g. Chappell & Gibson, 2009; Peak, 2013) emphasise that the community policing 

era continues to this day, in contradiction to the assertion by Oliver (2009) that policing has 

recently entered a homeland security era. In this regard, Peak (2013) suggested that 

homeland security initiatives still rest within the broader community policing philosophy. 

 

1.2.2 Response of police education to community policing 
 
These increasing demands upon policing in the 21st century is having a strong influence on 

police education and training, which have struggled to keep pace with this change 

(Kratcoski & Das, 2007). Community policing creates a need for police to have more 

advanced problem solving and collaborative abilities in comparison to those traditionally 

fostered in recruits in police academies (Chappell, 2008; Birzer, 2003; Pearce, 2006; Peak 

& Glensor, 2008). It should also be noted that this transition has not been easy nor can it 

in any way be considered complete, with more work required to change police structures, 
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culture and education to facilitate further implementation (Scott, 2000; Peak & Glensor, 

1999; Bartkowiak-Théron, 2011). 

This transformation is one that develops organisations with a narrow view of law 

enforcement into ones that adopt problem-oriented approaches to crime prevention with 

deeper links to the communities they serve (Cox, 2011; Goldstein, 1999; Spencer, 2002). 

As such, police education needs to improve upon a traditional teaching approach that 

equates learning to filling an empty vessel with water or what Freire (1970) refers to as the 

“banking model” of education. This traditional or transmission method of teaching has 

always been limited in its effectiveness, as it is in the broader field of education, but is 

increasingly misaligned with a modern philosophy of policing. Instead, developing a 

learner-centred approach to police education can encourage police students to be more 

independent and critical in their thinking and practice as required in community policing 

and policing more generally (Chappell, 2008; Cox, 2011; Basham, 2014). 

 
 

1.3 Significance 
 
As per the previous section, this study is significant in that will provide information on how 

police organisations can better prepare their officers for the challenges of contemporary 

policing. More specifically, it aims to inform police educators’ teaching practice and their 

development in this role as a way of improving the quality of teaching practice in police 

academies. The study is also significant for the field of policing in two additional ways. 

First, while policing in general has become a growing area of research, specific studies in 

police education are not common, with an examination of the relevant literature indicating 

that qualitative research is particularly rare, especially in relation to teaching and learning in 

police academies. In relation to phenomenography, there are no known attempts to use this 

research specialisation anywhere in the field of policing. Second, whilst there are several 

studies examining the teaching styles of police educators (Shipton, 2011; McCoy, 2006; 

Werth, 2009), these only consider the two broad orientations of teacher- or learner-

centeredness rather than more specific experiences or understandings that underlie and 

inform them. There are also no known studies in relation to the teaching development of 

police educators, which implies (amongst other things) that current teaching development 

strategies for police educators are not based on a rigorous conception of best practice 

(McCoy, 2006; Shipton, 2011; Basham, 2014). 
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1.4 Research question 
 
Ensuring quality teaching and learning for police students through more effective teaching 

is not only important but is critical for the promotion of professional policing in an era where 

police need to use more effective problem-solving skills in partnership with community 

stakeholders (Peak & Glensor, 1999). To address this issue, this study will examine police 

educators’ experiences of both their teaching and their development of expertise in this 

area. Therefore, this project seeks to answer the following question: What can a 

phenomenographic analysis of police educators’ experiences of teaching and its 

development tell us about their development needs in relation to moving from teacher- 

centred to learner-centred practice? To answer this, the study will first justify the underlying 

assumption that police educators should move from teacher-centred to learner-centred 

teaching. This justification will involve asking the first sub-question, “Why should police 

educators be learner-centred rather than teacher-centred?” It will then examine police 

educators’ experiences of both their teaching5 and their development of expertise in 

teaching, by way of seeking answers to two further sub-questions: 

1) What are the variations in police educators’ experiences of teaching and teaching 

development? 

2) What do these variations in police educators’ experiences imply about their 

developmental pathway and how they may undertake this journey? 

 
 

1.5 Overview of the philosophical framework informing this study 
 
Following Crotty (1998), this study is scaffolded on the logical alignment of four elements of 

the research process, namely epistemology, theoretical perspective, methodology and 

methods. A more detailed explanation of how the framework is applied to this study is 

outlined in Chapter 36. 

 

 
 

5 As highlighted in the Glossary (p. xiv), experiences of teaching and of development in this study are 
inclusive of both conceptions (what they think about a phenomenon) and approaches (relevant actions 
towards the phenomenon) that police educators describe. These terms are discussed in Section 1.5. 
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1.5.1 Epistemology 
 
Constructionism and social constructivism will inform the epistemological stance of what we 

can know and how we can know it. Constructionism emphasises that meaning is 

constructed rather than discovered within a research object and places a primary emphasis 

upon discourse as the means through which the self and the world are articulated (Gergen, 

1999). Crotty (1998) suggests constructionism brings the two epistemologies of objectivism 

and subjectivism together by suggesting the real world does exist beyond human 

consciousness but that humans will construct their own meanings of this real world within 

various social contexts. This assumption is consistent with the non-dualist ontology of 

phenomenography that implies subject and object are not separate, and that people’s 

experiences are constituted7 as part of their relationship with the phenomena in question 

(Marton & Booth, 1997). 

Constructionism and social constructivism are different facets of the same approach, with 

social constructivism highlighting the individual learning perspective and constructionism 

representing the conceptions of a given collective (Gergen, 1999). Social constructivism — 

which, as Palinscar (1998) states, stems from the work of Vygotsky (1978) and Bruner 

(1976) — further emphasises the role played by societal and historical perspectives and the 

role of significant others to the individual. Epistemologically, this implies knowledge is 

constructed through negotiation and interaction in situated and context bound activity (Liu & 

Matthews, 2005). 

The epistemologies of constructionism and social constructivism are important in relation to 

this study because they emphasise the co-construction of meaning between the subject, or 

research participants, and the object that is the research participants’ experiences of both 

teaching and teaching development. More specifically in relation to social constructivism, 

this study is informed by the interpretation by John-Steiner & Mahn (1996) of Vygotsky’s 

work that social constructivism is focused on the interdependence of the social and 

individual processes in the co-construction of knowledge and a rejection of the dualist 

stance (Liu & Matthews, 2005). 

 
6 This philosophical framework (Crotty, 1998), which encompasses the whole study and informs the four 
elements of the research process, is differentiated from the analytical framework (Marton & Booth, 1997), 
which is used more specifically in the data analysis process. 

7 For this study construct and constitute when talking about people’s experiences will essentially have the 
same meaning (Marton & Booth, 1997, p. 201). 
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The epistemology of social constructivism, whilst aligned closely with constructionism, has 

an emphasis on the individual rather than the collective, making it particularly apt in the 

representation of police educators’ ways of experiencing their teaching and its development 

in this study. However, it is relevant to consider both individual and collective perspectives 

because phenomenographic analysis requires a balanced consideration of both the 

individual and collective meanings of the research participants for establishing an outcome 

space (Marton & Booth, 1997), which is the goal of this research approach. In addition, the 

epistemological foundations of constructionism and social constructivism also align with the 

same assumptions of phenomenography in relation to advocating learner-centeredness at 

the practical level of teaching and learning in the classroom (Booth, 2008). 

Some phenomenographers have rejected social constructivism, perceiving it as being 

dualist in terms of a mind and body divide, unlike the non-dualist ontology underpinning 

phenomenography (Marton & Booth, 1997; Richardson, 1999). This non-dualist ontology 

emphasises that subject (a person) and object (world or more specific phenomenon) are 

not separated in a dualist manner. Rather, our experiences are comprised of an “internal 

relationship” between the two (Marton & Booth, 1997, p. 122), and the aim of 

phenomenography is to describe these types of relationships as a way people experience a 

given phenomenon. Other phenomenographers however have used constructionism and 

social constructivism as a basis for their studies, arguing that these perspectives are non- 

dualistic in their assumptions (Liu & Matthews, 2005), and as such provide a suitable 

foundation for phenomenographic studies. In this study, the internal relationships focused 

upon are those between police educators and their teaching, on the one hand, and those 

between the same educators and their development, on the other. 

 
 
 
1.5.2 Theoretical perspective 

 
The theoretical perspective taken by this study is based upon an interpretive stance. This 

perspective has a logical alignment with constructionism and social constructivism because 

it views human actions as meaningful and therefore in need of interpretation within social 

contexts, where these meanings are constructed through human interactions (Usher, 

1996). Interpretivism arose due to the limitations of the objectivist-analytical stance of 

science for explaining human actions within social contexts. In support of the interpretive 

stance, Carr and Kemmis (1986) emphasise that interpretive approaches are crucial in 
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understanding the meanings humans ascribe to their actions. 

An interpretive perspective is fundamental to phenomenography as it requires a search for 

meaning within the data collection and analysis phases. Whilst phenomenography is 

empirical in the sense that the interview transcripts become the sole source of evidence in 

the construction or constitution of meaning, that construction cannot but be filtered through 

the researcher’s interpretation of the data. More specifically, the interpretivist perspective of 

phenomenography implies people will experience phenomena in a limited number of 

qualitatively different ways at a collective level (Marton, 1981). It is up to the researcher to 

interpret the data to establish the limited number of ways the research participants 

experience the phenomenon. The researcher’s role thus aligns with a constructionist 

perspective that interaction between the researcher and data brings the results into 

existence (Walsh, 2000). Facilitating this interpretive approach is an iterative process that 

supports interpretative rigour. There is also a further role for the researcher to interpret the 

structure of meanings represented in the categories of description8 that represent the police 

educators’ ways of experiencing teaching and development. Again, the rigour of this 

process is supported by procedures that ensure a careful alternation in the search for 

meaning and structure, with findings also being confirmed by data in the transcripts.  

 

1.5.3 Methodology 
 
The project’s methodology and research methods are informed by the research 

specialisation or approach of phenomenography. The term phenomenography was coined 

by Ference Marton (Marton, 1981) in reference to the then emerging research approach 

aimed at describing people’s conceptions of and approaches to various phenomena they 

were learning about. More specifically, it seeks to describe a finite number of qualitatively 

different ways people understand or experience various phenomena at a collective level. 

This implies the unit of research in phenomenography is a way of experiencing something 

and the objective of the research is to constitute the variation in ways of experiencing that 

phenomenon (Marton & Booth, 1997). Research from phenomenography has been 

particularly useful within education contexts in the form of developmental 

phenomenography (Bowden, 2000).  

 
8 Is the representation of a range of individuals’ experiences of the phenomenon at a collective level, 
where individual characteristics and contextual factors are stripped away (See Glossary, p. xiv). 
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Some of the key definitions relating to the methodological aspects of phenomenography will 

be outlined in this section as a preface to more detailed discussion in Chapters 2 and 3. In 

phenomenography, the term way of experiencing something refers to the way a person 

experiences a specific aspect of reality (Sandberg, 1997). In relation to this study the term 

way of experiencing will encompass both conceptions and approaches described by the 

research participants. Typically, phenomenographic studies of teaching-related phenomena 

describe only conceptions, although some have chosen to focus on approaches, such as 

Trigwell, Prosser and Taylor (1994). A commonly used explanation of the term conception, 

which also clarifies how the term differs from approaches in an educational context, has 

been provided by Pratt: 

Conceptions are specific meanings attached to phenomena which then mediate our 
response to situations [our ‘approach’ to situations] involving those phenomena. We form 
conceptions of virtually every aspect of our perceived world, and in so doing, use those 
abstract representations to delimit something from, and relate it to, other aspects of our 
world. In effect, we view the world through the lenses of our conceptions, interpreting and 
acting in accordance with our understanding of the world. Thus, our conceptions significantly 
influence our perception and interpretation of events, people, and phenomena surrounding 
us. This connection between conceptions and behaviour has implications for our 
understanding of how adult educators think about teaching. (1992, p. 204) 

 
The quote highlights that conceptions represent what we think about certain phenomena 

and the meanings we give them. Additionally, it suggests that we interpret and act in certain 

ways (i.e. take certain approaches) due to these conceptions, thus implying a connection 

between how adult educators think and act in their teaching. This connection between 

conceptions and approaches in relation to teaching is described by a range of authors 

(Kember & Gow, 1994; Trigwell & Prosser, 1996; Richardson, 2005). However, this study 

does not assume a direct causal link between the two, as cautioned by Devlin (2006). In 

some cases, contextual factors can influence or limit actual teaching approaches despite 

more advanced conceptual understandings (Entwistle & Walker, 2000). For the purposes of 

this study, the inclusion of both conceptions and approaches under the broader term of 

experiences will provide more inclusive results for teaching development strategies than 

conceptions or approaches considered alone. 

It is also important to understand that in phenomenography a range of individuals’ 

experiences is represented in what is termed a category of description, a term generally 

reduced to category in this study. A category will not represent a defined group of 

individuals but a range of individual experiences. In this regard, a certain individual’s 

experiences may be represented across several categories, as part of a number of 
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collective experiences, because of the hierarchically inclusive relationships of these 

categories9. 

Sandberg describes the phenomenographic process leading to the construction of these 

categories: 

The basic idea of the phenomenographic approach, then, is to identify and describe 
individuals’ conceptions of some sort of reality as faithfully as possible . . . the more faithful 
we, as researchers, can be to individuals’ conceptions of an aspect of reality, the better we 
are able to understand learning, teaching and other kinds of human action within society. 
(1997, p. 157) 

 

Referring to this quote, Bowden (2000) agrees that a category of description is the 

researcher’s attempt to as faithfully as possible represent participants’ experiences of the 

phenomena in question. Bowden also emphasises the importance of the plural in the 

previous sentence, indicating that a category of description represents the collective ways 

of experiencing of a range of research participants. Therefore, this study does not claim to 

precisely report individual ways of experiencing the phenomenon, as individual 

experiences are not synonymous with categories of description (Lupton, 2008). Rather, 

this study will attempt to, as faithfully as possible, describe the range of collective 

experiences in relation to the phenomena studied. In this way, it will remain consistent with 

the basis of phenomenography, which is relationality - i.e. the object of study is the 

research participants’ relation with the phenomena, rather than the phenomena per se 

(Bowden, 2005). 

 
 
 
1.5.4 Method 

 
Typically, data collection in phenomenographic studies is undertaken via interviews, with 

this study utilising semi-structured interviews. The interview procedures in 

phenomenography are like those of other qualitative research specialisations. The 

specific strategies generally used by phenomenographers as part of their method are 

highlighted in Chapter 3. Analysis of the data occurs via an iterative process from which 

an initial group of categories of description emerge, representing the qualitatively different 

experiences police educators describe about their teaching and its development. 
 
 

9 The hierarchically inclusive nature of categories constituted in phenomenographic research will be 
further discussed in Section 4.3.1. 
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Further analysis via a how/what framework10 then determines the logical relationships or 

structure within the categories of description and assists in demonstrating hierarchical 

inclusiveness that is typically found in phenomenographic results (Åkerlind, Bowden & 

Green, 2005). More specifically, the differences between each way of experiencing the 

phenomena are highlighted in terms of their critical aspects11, which distinguish between 

the categories. 

Results from this kind of research are logically organised into an outcome space, 

which is typically used to represent a summary of the key results in a 

phenomenographic study (Bowden, 2000). The categories of description for both 

police educators’ teaching and their teaching development represent the meanings 

within the outcome space, whilst the structure is represented by the how and what 

elements or more specifically, the direct object, indirect object and the act12. 

 
 

1.6 Limitations and delimitations 
 
For this study, the examination of police educators is limited to those currently working 

within recruit learning programs in a police academy setting and those who worked on such 

programs within two years of the data collection period. There is an emphasis for the 

purposes of this study upon classroom teaching, although some teachers may at times be 

involved in teaching aspects of their respective program by distance education. 

A further limitation of this study is that it only relates to police educators teaching police 

recruits in their initial training and education programs, i.e. prior to their probationary field 

training stage. However, this limitation is off-set to some extent by the fact that it allows the 

study to focus on a consistent classroom teaching environment rather than the less 

consistent environment that obtains once students are in police stations and taught by part 

time field trainers. Another limitation to the study was the inability to interview police 

educators from each of the Australian policing jurisdictions.  

 
10 The how/what analytical framework and its presentation as applied to this study are detailed in Section 
4.3.2 and 4.3.3. 

11 Critical aspects are defined as “… critical differences between less and more successful learning 
experiences. These aspects are educationally critical to the development of a deep understanding of the 
phenomenon” (Cope & Prosser, 2005, p. 352). See also Glossary, p. xiv. 
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This was due to the large distances between each of the jurisdictions and the costs that 

would be involved in travelling to and being accommodated at each of these locations. 

Consideration was given to using telephone or Skype to conduct the interviews, thus 

minimising the issues of distance and cost. However, given the importance of learning in 

authentic situations for the researcher, it was decided face to face interviews for all 

participants but in a limited number of locations, rather than a mix of face to face and 

Skype, would provide the most consistent and, therefore, best results. 

Other limitations stem from the nature of the phenomenographic approach. Because 

phenomenography sees knowledge as a relation between the object and subject, there is 

no attempt to objectify knowledge, generalise facts or apply one study’s results to other 

contexts. There is also no attempt to quantify the findings or statistically compare the 

various locations of data collection within this study. The categories of description 

described in this study are not generalisable beyond the sample that was interviewed (Lee 

& Baskerville, 2003). Therefore, while the teaching experiences highlighted cannot be 

directly attributed to other police educators—such those at other police academies as 

police field trainers or lecturers on graduate programs—it is suggested that the results will 

be relevant to teachers and trainers working in the broad field of police education. The 

developmental recommendations will be potentially useful in any police academy teaching 

development program. 

From the technical rational viewpoint, more common in conventional scientific research, 

these limitations could be viewed as restrictive. However, an interpretive perspective, 

such as that of phenomenography, has different standards to ensure rigour, including 

descriptions of data collection and analysis processes, checks on these processes and 

the presentation of results in a way that permits scrutiny (Cope, 2004). These and other 

strategies will be discussed in more detail in Chapter 3. One specific strategy not used in 

this study is member checking. Not using this strategy might be seen as a limitation, 

however, Patton (2002) highlights its use is controversial among qualitative researchers. It 

was not used in this study due to time considerations and the complexity of representing 

interpreted phenomenographic results to participants about comments they made many 

months prior to any checking process. 
 

12 The how element is comprised of the act and indirect object, whilst the what element is represented by 
the direct object. These relationships are discussed further in Sections 4.3.2 and 4.3.3. 
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The decision was also based on comments by those such as Thomas (2016) who indicate 

there is little evidence to suggest member checking actually improves research findings. 

For this study, there will be no clear distinction made between education and training of 

recruits because aspects of both are typically present within the same initial learning 

program (including those linked with a tertiary provider) prior to police recruits commencing 

operational duties. This view is consistent among many police academics that education 

and training should be integrated within policing courses, rather than being seen as 

separate entities (Kratcoski & Das, 2007). Teachers from the academies in the selected 

jurisdictions were eligible to participate regardless of the balance of training and education 

in their respective program. 

 
 
 
1.7 Previous research: teaching experiences in higher education 

 
Several studies in relation to the teaching experiences of higher education teachers were 

conducted in the early 1990’s as a logical consequence of earlier studies of learning 

conceptions and approaches (e.g. Dall’Alba, 1990; Dunkin, 1990 & 1991; Dunkin & 

Precians, 1992; Gow & Kember, 1990 & 1994; Martin & Balla, 1991; Martin & Ramsden, 

1992; Pratt, 1992; Samuelowicz & Bain, 1992; Trigwell, et al., 1994). A proportion of this 

research was conducted using phenomenography; however, other studies that used 

cognitive research approaches have also been conducted achieving relatively similar 

results to the phenomenography based studies (e.g. Kember & Gow, 1994; Samuelowicz & 

Bain, 1992). These similarities suggest that the current study should be informed by all 

research related to higher education teaching experiences, where these experiences 

incorporate conceptions and approaches, irrespective of research specialisation used. 

A review and synthesis of these studies was conducted by Kember (1997). At the time of 

Kember’s review, there were also extant studies in relation to the beliefs of primary and 

secondary school teachers (Clark & Peterson, 1986; Pajares, 1992). However, despite 

commonalties with experiences uncovered by the higher education research, Kember 

chose not to include these school-based studies, stating that university academics do not 

necessarily conceive of themselves as teachers but rather as members of a given 

profession (Becher, 1989). While the professional identity of police educators is not 

specifically a focus of this research, most are serving or ex-police officers who tend to 
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identify more with their profession than as teachers per se. In this regard, they are like 

higher education teachers. Also, like academics in higher education, police educators are 

engaged in teaching adults rather than children. 

Prior to the studies of teacher experiences being conducted, research and staff 

development activities in relation to academics’ teaching roles tended to focus on specific 

teaching strategies and methods rather than the underlying understandings teachers held 

about their teaching practice (Trigwell & Prosser, 1996). Kember (1997), in his review of 

key studies in this area, highlighted the need to understand and recognise teaching 

experiences to improve teachers’ approaches and therefore enhance the quality of student 

learning. The importance of understanding teachers’ experiences of teaching lies in the 

impact those experiences have on teaching practice and the flow through effects on 

student learning (Kember, 2009). 

Research in this area has identified two broad categories of teaching conceptions and 

approaches that Kember (1997) characterised as teacher-centred/content-oriented and 

student-centred/learning-oriented. These broader categories or orientations will simply be 

referred to in this thesis as teacher-centred and learner-centred respectively. A teacher- 

centred approach places the teacher at the centre of the learning environment, transmitting 

information in the form of isolated facts and skills to students, who assume a relatively 

passive role that is dependent upon the teacher’s actions and knowledge (Kember, 1997). 

This contrasts with a learner-centred approach, which focuses on the students’ learning 

and an assumption they should be proactive and self-directed in the learning process 

(Åkerlind, 2007; Conti, 1989; Kember, 1997; Ramsden, 1992; Trigwell, Prosser & 

Waterhouse, 1999). 
 
Within the studies in this area, there is the conclusion that understandings or practices 

tending towards a more learner-centred teaching, with their emphasis on conceptual 

understanding and deeper student learning, represent a more sophisticated and effective 

model of teaching (Kember, 1997; Biggs, 1999; Trigwell & Prosser, 1996). Importantly, 

Trigwell et al. highlight research that has also “… consistently shown that deeper 

approaches to learning are related to higher quality learning outcomes” (1999, pp. 57-58). 

Correspondingly, Biggs (1999) suggests surface learning utilises only low levels of 

cognition, which yield only fragmented information without conveying appropriate levels of 

meaning. He contrasts this with deeper learning to achieve quality learning outcomes, 

where students undertake activities that result in higher levels of cognition by explaining, 
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applying and theorising knowledge in a way that allows a more effective transfer of learning 

to real world practice. This is not to suggest that being teacher-centred will always result in 

surface learning but that deeper learning is more likely when a learner-centred approach is 

taken. This research emphasises a need for staff development activities to encourage the 

adoption of learner-centred teaching approaches to improve the student experience and 

the quality of their learning outcomes (Kember & Gow, 1994; Trigwell & Prosser, 1996). 

This study can assist more widespread use of learner-centred teaching in police education 

by informing the development of police educators. 

 
 
 
1.7.1 Developing staff to encourage learner-centred teaching 

 
Developing teachers’ conceptions of teaching from teacher-centred to learner-centred 

thinking is not necessarily a simple or easy process. Kember (1997) discussed this issue in 

his review, differentiating teachers’ conceptions into a number of stages along a teacher- 

centred to learner-centred continuum. He demonstrated this finding via a model (see Figure 

1.1, below) that identifies two broad orientations to teaching along its first level and, on the 

second level, several transitional stages or categories (from left to right in Figure 1.1) that 

teachers may progress through in their development towards more advanced 

understandings of teaching practice. The model indicates that transitions within the broader 

domains, for example from Imparting information to Transmitting structured knowledge are 

relatively easy; however, moving from the teacher-centred to student-centred domain 

(indicated by arrows) is a more difficult and complex conceptual shift (Kember, 1997). 
 
 
 

 
Figure 1.1. A multiple-level categorisation model of conceptions of teaching. From Kember, 1997, 

p. 264. 
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This model (Figure 1.1) has been refined over the past two decades, with further studies 

questioning the existence of the middle or transitional stage, preferring to consider all 

categories as either teacher-centred or learner-centred (Kember & Kwan, 2000; 

Samuelowicz & Bain, 2001; Van Rossum & Hamer, 2010). However, what remains is the 

need for staff development activities that promote changes in teaching conceptions and 

approaches to assist teachers in transitioning through these stages (however many there 

may be) to become more learner-centred (Kember & Kwan, 2000). 

The model in Figure 1.1 also provides a useful way of describing the research to date in the 

broader field of higher education and the limitations of the existing research studies into 

teaching in the field of police education. The few studies in relation to police educators’ 

teaching (e.g. McCoy, 2006; Werth, 2009; Shipton, 2011) have only addressed the broader 

orientations or styles of teacher and learner-centeredness described in the first level of the 

model. Whilst these findings are important, they do not describe the qualitatively different 

experiences outlined at the second level that would allow a more detailed and nuanced 

understanding of how police educators think about and undertake their teaching and its 

development. A better understanding of these experiences is important in terms of teaching 

development and improving teaching practice and is the key focus of this study. 

Crucially, the development of more sophisticated teaching conceptions is necessary to 

change the way teachers approach their practice. This is because they are unlikely to 

utilise approaches that extend beyond the sophistication of their current conceptions if they 

are simply not aware of them (Trigwell & Prosser, 1996; Åkerlind 2007). Therefore, 

encouraging learner-centred approaches requires the broadening and developing of 

underlying conceptions of what teaching and learning means (Kember & Gow, 1994). This 

need is evident in the field of police education, particularly when methods such as problem- 

based learning (PBL) are introduced into police education programs and so police 

educators are required to develop learner-centred approaches for programs such as this to 

function effectively (Irby, 1996). For police educators to work at this level of sophistication, 

they require teacher development that moves beyond traditional approaches which simply 

highlight various teaching strategies and step by step guides to their use. Teachers instead 

require more sophisticated approaches that challenge current understandings and help 

them more fully understand the complexities of teaching and learning (Trigwell & Prosser, 

1996; McKenzie, 1999; Åkerlind 2007). Whilst these conclusions provide significant insight 

into the direction for staff development programs, changing teacher conceptions remains a 

challenging task (Dahlgren, Castensson & Dahlgren, 1998; Trigwell & Prosser 1996). This 
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task within the field of police education can be assisted by understanding teachers’ 

experiences of their role and its development. 

 
 
 
1.8 Contemporary issues in police recruit education and training 

 
Responding to the increasing demands on police will require addressing traditional policing 

practices that are ineffective and encouraging more effective collaboration and problem- 

solving skills to interact with the communities police serve (Peak & Glensor, 2008; 

Broadhurst & Davies, 2009). However, this evolution of policing has been hindered by a 

reluctant police subculture that often seeks to resist change (Chan, Devery & Doran, 2003; 

Paoline, 2003; Ryan, 2010). The education and training of police recruits has time and 

again been highlighted as a central aspect of encouraging community policing and 

developing new ways of reducing crime (Wood, 1997; Fitzgerald, 1989). Moreover, 

improvements in police education have consistently been identified as a way of influencing 

the police subculture in a more positive way, particularly given the negative impact of 

authoritarian and teacher-centred approaches (Ryan, 2010). These improvements require a 

reduced emphasis upon traditional police academy teaching methods and the acceptance 

of learning processes that align more effectively with the needs of community policing and 

other contemporary demands (Cleveland & Saville, 2007). 

The development of modern policing has seen significant if only gradual change in the 

training and education of police recruits. During the first century of modern policing there 

were only minimal levels of preparation of recruits for their role. Up until the early 20th 

century, training for recruits was generally restricted to joining experienced police on the 

beat and learning on the job, with little or nothing in the way of structured induction or 

training (Chappell, 2008; Kelling & Moore, 1988). As the 20th century progressed, police 

organisations in the United States and across the western world began to introduce initial 

training programs, consisting of several weeks’ instruction. These programs included only 

basic instruction in topics such as law, procedures, firearms and drill. In many ways, police 

recruit programs were modelled on militaristic and behaviourist assumptions of teaching 

(Birzer, 2003; Chappell & Lanza-Kaduce, 2010; Doherty, 2012). These programs for the 

most part was conducted and administered “in house” by individual police organisations, 

with police officers used almost exclusively within teaching roles and no links to external 

adult education providers. 
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There have been a range of criticisms in relation to police education over recent decades. 

Dantzker (2003) highlighted a renewed focus by the United States President’s Commission 

on Law Enforcement and Administration of Justice in 1967. The Commission identified that 

whilst many training programs prepared police recruits to undertake the basic mechanics of 

police work, they did little to help them understand their broader role or the community they 

would serve.  The Commission also recognised that the complexities inherent in the 

policing role required significant improvements in police education programs (Dantzker, 

2003). Goldstein, a key figure in the development of problem-oriented policing, reinforced 

this point by indicating traditional police education programs did not enable police recruits 

to identify and solve relevant policing problems, stating “That is one of the major reasons 

why recruit training has so often been criticized as having no relevance to the job” (1999, p. 

168). 

There is acknowledgement of significant changes to police education in the previous fifty 

years but questions about its adequacy in meeting the demands of contemporary policing 

remain (Dantzker, 2003). Criticisms by the earlier President’s Commission that police 

academies in the United States focus narrowly on the mechanical aspects of law 

enforcement at the expense of communication and critical thinking continued into the late 

20th and early 21st centuries (Birzer & Tannehill, 2001; Bradford & Pynes, 1999; Edwards, 

1993). The overwhelming assertion is that police education is overly teacher-centred, 

relying on the one-way transmission of information suggested in the two least sophisticated 

categories in Figure 1.1, leading students to become passive, and inhibiting the 

development of problem-solving skills and deeper learning (Cleveland, 2006; McCoy, 

2006). A range of authors suggest police education should make greater use of adult 

learning principles that encourage a learner-centred approach and promote critical thinking 

skills within authentic learning contexts related to their policing duties (e.g. Birzer, 2003; 

Bloss, 2004; Cleveland, 2006; Chappell, 2005; McCoy, 2006; Sims, 2012, Makin, 2016). 

Similar comments were also made in relation to police recruit education in the United 

Kingdom, where Pearce (2005) and White (2006) suggest contemporary adult learning 

techniques are only marginally adhered to and as such, the current teacher-centred 

approach does not accord with the principles of community policing. 

Similarly, in Australia, there has been criticism of police education via inquiries including the 

Fitzgerald Inquiry (Queensland) and the Wood Royal Commission (NSW), both of which 

criticised the narrow law enforcement focus and insular nature of police education 
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programs (Fitzgerald, 1989; Wood, 1997). Cox (2011) points to the narrow learning focus of 

police education in Australia, a point previously made by Bradley and Cioccarelli (1989) 

who suggested police education has only reinforced the traditional status quo of police as 

purely law enforcers typical of the reform era perceptions of police. More specifically, it is 

argued the predominant behaviourally based training model in Australian police academies 

only reinforces reactive policing in the operational sphere (Basham, 2014; Cox, 2011). 

 
 
 
1.8.1 Studies of teaching orientation in police education 

 
The narrow focus on content and an adherence to traditional teaching methods in police 

education is directly related to its teacher-centred nature. This teaching approach has 

generally required students to take a passive role, with the classroom under the control of a 

teacher who is perceived as the expert who imparts information (Birzer & Tannehill, 2001; 

McCoy, 2006; Cleveland & Saville, 2007; Chappell, 2008; Oliva & Compton, 2010; 

Basham, 2014). 
 
Whilst there appears to be a consensus amongst academics in police education about 

these findings, there is limited research in the specific area of teaching approaches and 

conceptions amongst police educators. One of the few studies on the teaching styles of 

police educators was conducted by Berg (1990) who was critical of the lack of teaching 

qualifications and the poor preparation of police for their teaching roles. The first specific 

study in relation to the variation of teaching styles of police educators was conducted by 

McCoy (2006), who found the staff at his selected academy were predominantly teacher- 

centred and using traditional teaching approaches that were at odds with the espoused 

community policing philosophy. McCoy agreed with Berg (1990) that police educators were 

not adequately prepared to utilise learner-centred approaches. 

Research similar to McCoy’s (2006) was conducted by Werth (2009), using staff at two US 

police academies in the process of implementing PBL into their curriculum. Werth still 

recorded scores indicating teacher-centred styles like those found by McCoy (2006). 

However, Werth (2009) highlighted several possible reasons for this relating to the ways in 

which PBL was being implemented and the time needed to break down resistance to it in 

the police sub-culture. These findings reinforced research from the broader literature 

highlighted above that changing from teacher-centred to learner-centred approaches is 

challenging and takes concerted and ongoing staff development programs (Dahlgren et al., 
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1998; Trigwell & Prosser 1996; Irby, 1996). 

Some of the most recent research into police educator teaching approaches was 

conducted at the NSW Police Academy by Shipton (2011), which established that staff 

were predominantly teacher-centred in their orientation. Shipton (2011) argued these 

findings underlined the need for future staff development to change the underlying 

conceptions police educators hold in relation to their teaching as suggested for the broader 

higher education sector (Trigwell & Prosser, 1996; Kember & Gow, 1994; McKenzie, 1999; 

Åkerlind 2007). These findings also supported earlier claims by Berg (1990), McCoy (2006) 

and Werth (2009) that police educators were not adequately prepared for their teaching 

roles. Crucially, these studies limited their findings to descriptions of the broader 

orientations to teaching described in Figure 1.1, without any identification of the more 

specific experiences that underpin them. Crucially, this is a gap in the extant research that 

this study seeks to fill both in terms of specific experiences underpinning broader teaching 

orientations and understanding how police educators experience their development to 

inform more effective learning programs in this area. 
 
 
1.9 Thesis Structure 

 
Following this introductory chapter, Chapter 2 will initially review the literature in relation to 

conceptions and approaches to teaching and developing in the teaching role. It will then 

review the literature in relation to police education, with a focus on the role of teaching in 

the context of police recruit learning programs. The relevance of the broader educational 

literature, and teaching development literature, to police education will be emphasised. 

Chapter 3 begins with an outline of the broader research philosophy relevant to this study 

before discussing the methodological implications of phenomenography. 

Phenomenography is not generally associated with any particular epistemology and so 

some explanation is provided to justify the epistemological position of constructionism and 

social constructivism that informs this study. This justification is also significant because it 

clarifies the compatibility of phenomenography’s non-dualist ontology with constructionism 

and social constructivism. 

Chapter 4 outlines the qualitative methods used in this study. It will describe the use of 

these methods considering the methodological assumptions of phenomenography and 

supported by specific examples from this study. 
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Chapters 5 and 6 describe the study results in relation to ways of experiencing teaching 

(Chapter 5) and ways of experiencing development as a teacher (Chapter 6). Each chapter 

initially presents the outcome space before detailing the categories of description and their 

internal structure with supporting evidence from the interview transcripts. 

Chapter 7 discusses the findings of this study in relation to similar research highlighted in 

Chapter 2, with a focus on key differences in relation to these studies. There is also 

discussion of relevant theoretical underpinnings and implications for teaching and its 

development in the police education context. 

Chapter 8 discusses answers to the research question and the practical implications of the 

study’s results for police educators’ practice. 
 
 

1.10 Conclusion 
 
The introductory chapter has indicated the questions in relation to police educators’ 

teaching and development that will be addressed in this study. It has also summarised the 

research approach to be taken and outlined some key contextual issues. Having set out the 

dimensions of the study within this chapter, the thesis will now turn to a review of the 

literature in relation to research of teaching and development experiences and what is 

problematic in police education. This will allow discussion of why police educators should 

move from teacher- to learner-centred practice and provide further rationale for this study. 
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Chapter 2 
 

Literature Review – Experiences of teaching and teaching 
development and their relation to police education 

 
 
2.1 Introduction 

 
The first part of this chapter will focus on experiences in teaching and the development of 

teaching within the field of adult education generally. It will be argued that an understanding 

of teachers’ experiences of teaching can provide a developmental framework that can 

inform us as to how police educators may progress from teacher- to learner-centred 

understandings of teaching. This argument will be supported by a review of research 

examining variation in teaching and teaching development experiences in the field of adult 

education. 

The second part of this chapter will highlight what has been problematic in police 

education, namely the limited awareness of learner-centred teaching practices and 

unsuitable teacher development. These points are paralleled with the learning theories that 

have informed police education, and education in a broader sense, particularly in relation to 

the development of adult education. It will be argued that an expanding awareness of 

teaching by police educators involves being aware of learner-centred understandings 

beyond less sophisticated teacher-centred understandings. An improved understanding of 

these phenomena should ultimately lead to more effective teaching and in turn promote 

better student learning outcomes (Trigwell & Prosser, 1996; Kember & Gow, 2003; 

Åkerlind, 2007). 

 
 
 
2.2 Why teaching experiences matter 

 
Understanding experiences of teaching and learning is important because “… we view the 

world through the lenses of our conceptions, interpreting and acting in accordance with our 

understanding of the world” (Pratt, 1992, p. 204). A range of studies, including those of 

Biggs (1978) and Entwistle and Ramsden (1983), have demonstrated differences in surface 

and deeper approaches to learning, the need for teachers to understand these concepts, 



25  

and that deep learning leads to high quality learning outcomes (Prosser & Trigwell, 1999). 

Therefore, this study begins from the proposition that it is desirable for teachers to promote 

deeper learning approaches in their students. This is not to suggest surface learning is 

necessarily bad or wrong, as students may at times need to employ this approach given the 

nature of the content being learnt or contextual factors. Also, surface learning may at times 

be incorporated into or be the starting point for a deeper learning approach, which is 

entirely appropriate given the assumptions of learning conceptions forming a nested 

hierarchy as described by Marton and Booth (1997). It is important, however, for teachers 

to encourage learning approaches that do not rely solely on surface learning (Biggs, 1999; 

Kember, 1997; Ramsden, 2003). 

This proposition has raised questions as to the most desirable teaching approach required 

to promote deeper learning. In a study linking the teaching and learning conceptions of 

teachers, Trigwell and Prosser (1996) reported that teachers with a learner-centred 

perspective viewed learning in a more sophisticated way, namely as conceptual change, 

while those having a teacher-centred perspective saw learning as essentially the receiving 

of transmitted information. Studies by Trigwell et al. (1999) and Kember and Gow (1994) 

both suggested being teacher-centred was more likely to encourage surface learning 

approaches while teachers who were learner-centred encouraged deeper learning 

approaches in their students. Importantly, these studies highlighted the need for teacher 

development activities to encourage the adoption of learner-centred teaching approaches 

to improve the student experience and the quality of their learning outcomes (Kember & 

Gow, 1994; Trigwell & Prosser, 1996; Van Rossum & Hamer, 2010). 

There is a demonstrable link between teaching approaches, student approaches to learning 

and quality learning outcomes (Kember, 1997; Virtanen & Lindblom-Ylanne, 2010; Marton 

& Booth, 1997). While students’ approaches to their learning are an important factor in 

improving learning outcomes, the role of the teacher and their influence in this process is a 

key variable in encouraging and guiding students towards a deeper learning approach 

(Kember, 1997; Prosser & Trigwell, 1999; Virtanen & Lindblom-Ylanne, 2010). This 

assertion is supported by a quantitative synthesis of 337 educational research meta- 

analyses covering 180,000 research articles of educational innovations conducted by Hattie 

(2009). This large study suggested that when learner related, and institutional variables are 

considered, the teacher remains one of the most important variables in the learning 

process. Therefore, the 
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approaches educators take towards their teaching are crucial in terms of achieving effective 

learning outcomes. 

Based on his review of previous research, Kember (1997) highlighted the correlations in 

these relationships as per Figure 2.1 (below). As can be seen in this diagram, it is 

suggested that teaching conceptions directly influence teaching approaches and curriculum 

design, which in turn influence student learning approaches and ultimately learning 

outcomes. It is for this reason that the focus of this study is on police educators’ 

conceptions and approaches in relation to teaching under the broader term of ways of 

experiencing. 
 

 
 

Figure 2.1. The relationship between conceptions of teaching, teaching approaches and 
learning outcomes. Adapted from, Kember 1997, p. 269. 

 
 
 
Kember’s (1997) findings in relation to the linkage between conceptions and approaches 

are also supported by Prosser and Trigwell whose research suggests, 

It is clear that teachers who approach their teaching from a student-focused conceptual 
development/conceptual change perspective also conceive of teaching and learning of the 
topic in the context in more complete ways. University teachers who are interested in 
adopting more complete approaches to teaching need to consider carefully how they 
conceive of teaching and learning. (1999, p. 154, emphasis added) 
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Devlin (2006) argues that researchers in the field of teaching conceptions prescribe a direct 

causal link between teachers’ conceptions and their practice that is not supported by 

evidence. Box (2013) agrees with this proposition based on her research comparing 

conceptions of and approaches to analysis and design of information systems. Box noted 

several influences that would encourage choices of approaches less sophisticated than the 

conceptions practitioners might hold. However, Boulton-Lewis (2004), Prosser, Martin, 

Trigwell, Ramsden and Lueckenhausen (2005) and Paakkari (2012) suggest teaching 

conceptions are congruent with the real-world approaches of teachers. They caution that 

contextual factors can mean that teachers at times may adopt less sophisticated 

approaches than their conceptions imply, although not vice-versa because teachers will not 

adopt teaching approaches beyond the sophistication of their conceptions. The present 

study does not argue that teaching conceptions and actual approaches applied in the 

classroom are always directly related. Rather, it will assume that the experiences described 

can represent a teacher’s capability to teach at a certain level of sophistication (Marton & 

Booth, 1997) and that an understanding of what teaching is will inevitably inform its practice 

(Shulman, 1986; Pratt, 1992; Paakkari, 2012). 

Moreover, teaching conceptions, at least from a phenomenographic perspective, are not 

stable for an individual but are dynamic in relation to the given context (Lupton, 2008). 

Lupton adds that a group of related categories of description describing experiences are 

not representative of maturation or learning stages from a cognitive psychology 

perspective. This is because individuals might use different teaching approaches as the 

context and perceived barriers or enablers to teaching are recognised. These contextual 

factors in teaching are noted in detail by Prosser, Ramsden, Trigwell and Martin (2003) 

who describe teachers taking less sophisticated teaching approaches due to various 

organisational, student and personal factors (see institutional influence and student 

presage factors in Figure 2.1). In relation to the context of the present study, and as 

highlighted by McCoy (2006) and Werth (2009), police educators will cite similar reasons 

such as excessive content to “cover” or organisational culture and pressures as reasons to 

use teacher-centred approaches even when they might conceive of more effective ways to 

teach. So, the present study will not assert that police educators will always apply their 

most advanced conceptions in the classroom; rather, it is suggested that the experiences 

described by the participants will represent the possible extent of their understandings of 

teaching and its development. 
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A final point in relation to Figure 2.1 that is important in the context of police academy 

learning, is the influence teaching conceptions may also have for curriculum development. 

Police academy programs are often centrally designed (rather than specific elements being 

designed by those responsible for teaching those elements). Therefore, if the key staff 

responsible for this design and development have less sophisticated understandings of 

teaching, the result may be more teacher-centred or behaviourist programs, that place 

constraints on the learning of police students. Such programs have been identified as a 

significant problem in Australian police education (Cox, 2011; Basham, 2014). 

 
 
 
2.2.1 Research into teaching conceptions and approaches and its contribution to 

understanding teaching practice 

The studies reviewed and synthesised by Kember (1997) comprised methodologies using 

both phenomenographic and cognitive psychology perspectives. From a cognitive 

perspective, development is conceptual change, which implies teacher-centred and 

learner-centred conceptions are independent of each other along a continuum of 

development (Åkerlind, 2008). As illustrated in Chapter 1 (see Figure 1.1), a person is 

replacing one conception (teacher-centred conception) with another (learner-centred). This 

contrasts with the phenomenographic perspective used in this study, where experiences 

are potentially related within a hierarchy of inclusiveness, implying development towards a 

more learner-centred understanding resulting in conceptual expansion (Åkerlind, 2008). 

Kember’s work (1997) also demonstrated a high degree of consistency within the results of 

the research reviewed in relation to teaching conceptions and approaches, thus providing a 

logical basis for comparison with later research. This synthesis by Kember established five 

distinct categories of conceptions, which in turn were placed under the two broader 

orientations of teacher- and learner-centeredness described in Figure 1.1 (Kember, 1997). 

Table 2.1 (below) outlines the categories from this review and some key studies conducted 

since then, with least sophisticated categories at the top of the table, progressing to more 

sophisticated towards the bottom. It should be noted that one exception to this is the study 

of Trigwell et al. (1994), which was one of the 11 studies included in the review (Kember 

1997). Trigwell et al. (1994) is included as an example of approaches to teaching rather 

than the more commonly studied conceptions and provides a comparison to show their 

similarities and highlight broader experiences of teaching beyond the narrower definition of 



29  

conception. The study of Samuelowicz and Bain (2001) provides an example of a cognitive 

psychology research perspective conducted since Kember’s review. Finally, Van Rossum 

& Hamer provides an example of more recent research. This list of studies is by no means 

meant to be comprehensive in terms of studies conducted in this field but are 

representative of the range of categories established. 
 
 
 

Table 2.1. 
Key studies in conceptions and approaches to teaching. 

  
Kember 1997 McKenzie 

2003 
Samuelowicz and 

Bain 2001 
Trigwell, 

Prosser & 
  Taylor 1994  

Van Rossum 
& Hamer 2010 

 
 
 
 

More 
teacher- 
centred 

orientation 

Imparting 
information 

 
 

Transmitting 
structured 
knowledge 

 
 
 

Student 
teacher 

interaction/ 
apprenticeship 

 
 

Facilitating 
understanding 

 
 

Conceptual 
change/ 

intellectual 
development 

Transmitting 
information 

 
 

Organising, 
explaining and 
demonstrating 

information 
 
 

Teacher 
focussed 
interaction 

 
 

A facilitative 
process 

 
 

Guiding 
students to 
explore & 
develop 

professionally 
 
 

Challenging 
and enabling 

Imparting 
information 

 
 

Transmitting 
structured 
knowledge 

 
 

Providing & 
facilitating 

understanding 
 
 

Helping students 
develop expertise 

 
 

Preventing 
misunderstandings 

 
 

Negotiating 
understanding 

 
 

Encouraging 
knowledge 

creation 

Transmitting 
information to 

students 
 
 

Students 
acquire the 
concepts 

 
 

Students 
acquire 

concepts via 
interaction 

with teacher 
 
 

Students 
developing 

their 
conceptions 

 
 

Students 
changing their 
conceptions 

Imparting 
clear/well- 
structured 
knowledge 

 
 

Transmitting 
structured 
knowledge 

(acknowledging 
receiver) 

 
 

Interaction and 
shaping 

 
 

Challenging to 
think / 

developing a 
way of thinking 

 
 

Dialogue 
teaching 

 
Mutual trust & 

authentic 
relationships: 

Caring 

 
 
 
 

More 
learner- 
centred 

orientation 

 
 

An attempt has been made in Table 2.1 to link related categories as a point of comparison. 

The least sophisticated category indicated by Kember (1997) of Imparting information is 

quite teacher-centred. Each of the other studies provides similar descriptions in relation to 

the transmission or presentation of information whilst the students remain relatively passive 
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(McKenzie, 2003; Trigwell et al. 1994; Samuelowicz & Bain, 2001; Van Rossum & Hamer, 

2010). Some studies emphasise that the teacher’s main attribute is sound content 

knowledge (Van Rossum & Hamer, 2010) while others appear to take this for granted 

(McKenzie, 2003). Essentially knowledge is viewed as something that is externally 

constructed and can be simply handed to the student and kept for later reproduction 

(Samuelowicz & Bain, 2001). 

Kember’s second category (1997), Transmitting structured knowledge like the equivalents 

across the other studies, also heavily emphasises teacher-centred transmission of 

knowledge, however, there is an increasing recognition of the need to structure and 

arrange this knowledge, so the student can better receive it (McKenzie, 2003; Samuelowicz 

& Bain, 2001; Van Rossum & Hamer, 2010). While the student is still seen as mostly 

passive, there is an increasing expectation of them having a deeper understanding 

(Samuelowicz & Bain, 2001) and a view of the relationships between concepts being taught 

(McKenzie, 2003; Trigwell et al., 1994). 

Kember’s (1997) next category of Student-teacher interaction captures a growing 

realisation that interaction between teacher and student is important to try and shape 

students’ understanding towards a certain learning goal or professional outcome. Whilst the 

idea of increasing interaction is highlighted by each of the other studies in Table 2.1, there 

is a difference between Kember (1997) and the other studies about where this category sits 

in terms of teacher- and learner-centeredness. Kember designates this as a transitional 

category between teacher- and leaner-centred orientations. While Trigwell et al. (1994) do 

not label their equivalent category a transitional one, they do imply this by not labelling it 

either teacher- or learner-centred like their other categories. Van Rossum and Hamer 

(2010), Samuelowicz & Bain (2001) and McKenzie (2003) all place their third categories 

highlighting teacher/student interaction within a teacher-centred orientation, with Van 

Rossum and Hamer (2010) specifically suggesting all categories of teaching should lie 

either side of a watershed point between teacher- and learner-centred orientations. 

It should also be noted that the category of Providing and facilitating understanding 

highlighted by Samuelowicz and Bain (2001) seems like categories described by other 

authors within their learner-centred domains. However, Samuelowicz and Bain (2001) 

stress that teachers within this category remain essentially teacher focused in their control 

over the learning process and furthermore emphasise the need for students to mostly 

remember or reproduce knowledge learnt. 
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The idea of a transitional category and the location of the watershed point have been 

refined over the past two decades. Further studies since Kember (1997) have questioned 

the existence of the middle or transitional stage, with a range of authors preferring to 

consider all categories as either predominantly teacher-centred or learner-centred (Kember 

& Kwan, 2000; Samuelowicz & Bain, 2001; Åkerlind, 2007; Van Rossum and Hamer, 

2010). These post Kember studies indicate the watershed or transitional point between 

teacher and learner-centred understandings is located specifically between the interaction 

category and facilitating understanding category rather than either side of a transitional 

category as suggested by Kember (1997). Importantly, with or without a transitional 

category, all authors agree that from a development point of view, moving from teacher- to 

learner-centred practice is often a difficult process. Since the watershed point represents 

perhaps the most difficult barrier for teachers to transition through in their development 

process — in fact, some have argued that many teachers might never actually progress 

through this point in their careers (Van Rossum & Hamer, 2010) — the importance of 

recognising this developmental barrier cannot be overstated. Discussion of the watershed 

point will be taken up again in Chapter 7. 

Returning to Table 2.1, the fourth category outlined by Kember (1997) is Facilitating 

understanding. This category is learner-centred, with an increasing emphasis on facilitation 

of learning (McKenzie, 2003; Van Rossum & Hamer, 2010). There is also an increasing 

recognition of students interpreting content (Samuelowicz & Bain, 2001) and thinking to 

develop their own understanding (Trigwell et al., 1994), rather than simply acquiring 

external knowledge (McKenzie, 2003). It should also be noted at this point that descriptions 

of more sophisticated teaching categories in Table 2.1, whilst having common elements, do 

begin to diverge to some extent, particularly in relation to the greater numbers of categories 

outlined by Samuelowicz and Bain (2001) and Van Rossum and Hamer (2010). These 

divergences can likely be partly attributed to factors such as different contexts, research 

approaches and interpretations. However, they also likely reflect increasingly complex and 

diverse understandings or experiences of teaching. 

The final category of Conceptual change/intellectual development from Kember (1997) has 

two facets. The first sees the teacher as providing a sympathetic or supportive environment 

that encourages students to challenge their own understandings and established views; for 

example, viewing the world as a science practitioner rather than a layperson. Similar 

descriptions of this facet can be found within the fifth category identified by Trigwell et al. 
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(1994), with elements also being found within McKenzie (2003) and Samuelowicz and Bain 

(2001). The second facet in Kember’s (1997) final category suggests a nurturing analogy 

between teacher and student that encourages the student to grow as a learner and a 

person and thus become more autonomous and responsible for their own learning and 

development. There is a strong emphasis on this facet within Van Rossum and Hamer’s 

(2010) final two categories and elements of it within McKenzie (2003) and Samuelowicz 

and Bain (2001). 

In each of the studies from Table 2.1, the range of teaching conceptions and approaches 

becomes increasingly more student and understanding focused from the top to the bottom 

of the table. Åkerlind in her summary of previous studies highlighted two key differences or 

aspects of variation in relation to ways of experiencing teaching, namely: 

• A variation in focus from transmission of information to students to the development 
of conceptual understanding in students; and 

 
• An associated variation in focus from the teacher and their teaching strategies to the 

students and their learning and development (2007, p. 22; emphasis in original). 
 
Therefore, while there may be some differences between studies in terms of meanings of 

words and terms, often because of differing interpretations and contextual variation, their 

descriptions highlight a strong degree of similarity across the range of recent studies in 

relation to teaching conceptions and approaches (Van Rossum & Hamer, 2010; Åkerlind, 

2007). When discussing the implications for future research in teaching experiences, 

Kember (1997) saw little value in further exploratory studies due to the broad consensus he 

described amongst the studies conducted to that point. However, there has been further 

development of our understandings in this area in relation to teaching experiences and their 

structure (Van Rossum & Hamer, 2010; Samuelowicz & Bain, 2001). For example, the 

location of an epistemological watershed point (Van Rossum & Hamer, 2010) has been 

further refined, casting doubt on the existence of a transitional category. Nonetheless, there 

remains a general consistency in relation to the broader orientations and more specific 

categories in higher education teaching. 

This review of the research into teaching conceptions and approaches illustrates a 

consistency in terms of findings but with the development of categories continuing since the 

review by Kember (1997). The findings of Samuelowicz and Bain (2001) demonstrated up 

to four qualitatively different categories within the learner-centred orientation alone, 

however, this diversity of categories has generally not been replicated in other studies. 
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Perhaps this is because their study covered a range of disciplinary contexts. What all 

studies do clearly show is qualitative differences in teachers’ experiences of teaching and 

learning that sit within broader teacher- and learner-centred orientations. This research has 

important ramifications for teaching quality and the development of teaching because 

teachers struggle to effectively utilise more advanced teaching methods beyond the limits 

of their understandings (Trigwell & Prosser, 1996; Entwistle & Walker, 2000; Åkerlind, 

2007; Kember, 2009). As highlighted by Kember (1997), transitioning between conceptions 

within either teacher- or learner-centred orientations is relatively easy from a developmental 

perspective, however, transitioning across the watershed point between these orientations 

is a much more difficult and disturbing process for teachers (Van Rossum & Hamer, 2010). 

 
 
 
2.2.2 Epistemological implications 

 
One other important point to be noted in relation to a review of teaching experiences is their 

epistemological basis. Van Rossum and Hamer (2010) highlight key differences in terms of 

epistemological beliefs between teacher- and learner-centred orientations. Referring to 

several studies of teachers’ specific epistemological beliefs by Yero (2002), Martinez, 

Sauleda and Huber (2001) and Tsai (2002), Van Rossum and Hamer (2010) describe 

teacher-centred understandings as being characterised by a traditional and positivist view. 

This view sees knowledge as an unquestioned representation of truth and reality, with the 

goal of education being to transmit this essentially unquestioned truth to students for 

accumulation and later reproduction. At its most extreme, the teacher is viewed as a 

showman who obstructs anything but reproductive learning with “fill in the blanks” exercises 

as a key learning and assessment tool. Unfortunately, this kind of teaching is often highly 

regarded by management, parents of school children and students themselves because 

they are seen to have the teaching/learning situation under control and reduced to a 

simplistic transmission process (Van Rossum & Hamer, 2010). This view of teaching 

echoes descriptions of traditional police academy education (McCoy, 2006; Werth, 2009; 

Basham, 2014). 

Teachers with a learner-centred orientation are described by Martinez et al. (2001) as 

constructivist teachers. These teachers view knowledge as being challengeable and 

constantly re-invented, with the goal of education not being to simply transmit knowledge 

but engage students in a way that encourages them to think about how facts and theories 
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are established. Importantly, constructivist teachers do not eliminate transmissive methods 

of teaching such as lecturing but alternate between these and more active learning 

situations such as small group inquiry (Van Rossum & Hamer, 2010). Constructivist 

teachers also focus on the students and their understanding, perhaps even encouraging 

meta-cognitive thinking to develop learning autonomy. 

Martinez et al. (2001) also found one other, more sophisticated, epistemological view 

beyond constructivist beliefs, shared only by a small percentage of teachers that they 

called a socio-historic approach, defined from the work of Vygotsky (1978). According to 

this view, deeper learning is encouraged through dialogic exchanges within a community of 

learners, of which the teacher is just one member (Van Rossum & Hamer, 2010). The 

studies referred to in this sub-section limit themselves to beliefs about epistemology in 

teaching, rather than the whole experience of teaching as outlined in the research on 

conceptions and approaches. However, they do align with the most advanced categories 

identified in Table 2.1. 

It should also be noted that the more learner-centred or constructivist categories described 

in Table 2.1 also include descriptions found in the teacher-centred or positivistic 

categories. This is explained by Entwistle and Walker (2000) in their description of more 

advanced conceptions of teaching emerging out of less advanced conceptions. They 

suggest that each more advanced level is inclusive of the skill and knowledge 

characteristics of the previous level and that “… earlier techniques (can be brought) back 

into play, but in a qualitatively different way” (2000, p. 353, emphasis added). This 

perspective, which forms a basis of this study, suggests teachers with more learner-

centred conceptions can use more traditional or teacher-centred approaches when 

required before moving back to more constructivist approaches typical of learner-centred 

understandings depending on their judgement of the learning situation (Åkerlind, 2008; 

Van Rossum & Hamer, 2010). 

 
 
 
2.3 Experiences of developing teaching 

 
Within the area of research relating to teaching conceptions and approaches, there has 

been an emphasis by researchers on the need to develop more sophisticated 

understandings of teaching to improve how teachers approach their practice and therefore 

enhance the quality of student learning (Trigwell & Prosser, 1996; Åkerlind, 2007; Kember, 
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2009). This emphasis on development is aimed at assisting teachers to transition through 

or potentially bypass the different stages or levels of awareness from teacher-centred to 

more learner-centred approaches highlighted by the research in this area (Kember & Kwan, 

2000; Van Rossum & Hamer, 2010). What the research on teaching experiences provides 

is a potential pathway relating to what teachers should try to achieve in relation to their 

practice. However, there is also the consideration as to how teachers conceive of and 

approach the developmental process itself to transition through the stages highlighted in 

Figure 1.1. In this regard, there is limited research relating to either the conceptions or 

approaches teachers hold in relation to their development, particularly from a 

phenomenographic perspective. However, what has emerged from research so far 

provides a discernible structure for teacher development. 

 
 
 
2.3.1 Teachers’ experiences of their professional development 

 
The published studies outlining conceptions and approaches to teaching development are 

outlined below in Table 2.2. As with Table 2.1, the least sophisticated understandings are 

indicated at the top of the table and progress downwards to the more sophisticated 

understandings. The studies of Kugel (1993) and Nyquist and Sprague (1998) are non- 

phenomenographic. The remaining studies employ phenomenography as their research 

approach, with McKenzie (2003), Åkerlind (2003) and Feixas (2010) describing conceptions 

and Åkerlind (2007) outlining approaches. It should also be noted that McKenzie (2003) 

has a more specific focus on change rather than development per se although there are 

similarities in her results which provide a relevant point of comparison. 

The colour coding in the table highlights both some of the critical aspects that differentiate 

the categories from each other and some of the key commonalities between them. Yellow 

highlights a developmental focus by teachers on themselves or more specifically, their 

content knowledge. Green indicates a developmental focus on improving teaching skills or 

acquiring new teaching strategies, while blue highlights a developmental focus on ways to 

improve student learning. 
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Table 2.2 
Key studies of teachers’ conceptions and approaches regarding their development 

 
 

 
 
 
 
 
 
 
 
 

More 
teacher- 
centred 

orientations 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

More 
learner- 
centred 

orientations 

 
Kugel 1993 

 
 
 
 
 
 
 
 
 

A focus on self 
 
 

A focus on the 
subject 

 
 

A focus on the 
student 

 
 

Sub categories of 
focus on the 
student include: 

 
 

Student as 
receptive 

 
 

Student as active 
 
 

Student as 
independent 

Nyquist & 
Sprague 

1998 
 
 
 
 
 
 
 
 
 
 
 
 

A focus on 
themselves, 

 
 
 
 
 
 

A focus on 
their skills 

 
 
 
 
 
 

A focus on 
their 
students 

McKenzie 
2003 

 
 
 
 
 
 
 
 

Change in 
the content 
that is 
taught 

 
 

Change in 
teaching 
strategies 

 
 

Relating 
teaching 
more 
closely to 
student  

 
 
 

Coming to 
experience 
teaching in 
a more 
student- 
focused 
way 

Åkerlind 
2003 

 
 
 
 
 
 

The teacher’s 
comfort with 
teaching, in 
terms of 
feeling more 
confident as a 
teacher or 
teaching 
becoming 
less effortful 

 
The teacher’s 
knowledge 
and skills, in 
terms of 
expanding 
their content 
knowledge 
and teaching 
materials, 
and/or 
expanding 
their 
repertoire of 
teaching 
strategies 

 
Learning 
outcomes for 
students, in 
terms of 
improving 
their students’ 
learning and 
development. 

Åkerlind 
2007 

Building up a 
better 
knowledge of 
one’s content 
area to 
become more 
familiar with 
what to teach 

 
Building up 
practical 
experience as 
a teacher to 
become more 
familiar with 
how to teach 

 
Building up a 
repertoire of 
teaching 
strategies to 
become more 
skilful as a 
teacher 

 
Finding out 
which teaching 
strategies do 
and don’t work 
for the teacher 
to become 
more effective 
as a teacher 

 
Continually 
increasing 
one’s 
understanding 
of what works 
and doesn’t 
work for 
students to 
become more 
effective in 
facilitating 
student 

Feixas 
2010 

 
 
 
 

A focus on 
self and 
surviving 
the first 
teaching 
semester 
which 
leads to 
improving 
content 
knowledge 
of what to 
teach 

 
 

A focus on 
improving 
the 
repertoire 
of 
strategies 
in order to 
gain 
experience 
in how to 
teach more 
effectively 

 
 

A focus on 
reflecting 
on what 
works and 
why in 
order to 
effectively 
facilitate 
student 
learning 

 
 

Note. Yellow: focus on teacher and their content knowledge; Green: focus on teaching strategies or skill; Blue: 
focus on student learning 

learning 

learning 
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Kugel’s (1993) study provides a detailed description of teachers’ progression through the 

various stages of development and their improving understanding of both teaching and how 

they develop in this role. This description is very similar to the processes described in the 

other studies highlighted in Table 2.2. Initially, Kugel, like Nyquist and Sprague (1998) and 

Feixas (2010), describes the focus on self as a teacher beginning their profession in an 

uncertain and even terrifying environment, where they “… assume that their effectiveness 

depends wholly on what they do” (1993, p. 317, emphasis added). The focus of this stage 

is for teachers to improve how they get their knowledge across to their students. Åkerlind 

(2003) agrees, indicating a teacher’s experience of growth and development is initially 

influenced by their feelings about themselves as teachers and the need to feel comfortable 

and confident in this new environment. 

The least sophisticated categories in Table 2.2 also highlight the importance for teachers of 

improving and expanding their content knowledge to make themselves more effective 

teachers. McKenzie (2003), Åkerlind (2007) and Feixas (2010) all place a focus on 

improving content knowledge earlier, at the very beginning of developmental 

considerations, perhaps because of differences in research methodologies. What remains 

consistent across all six studies is a clear focus early in teaching careers in higher 

education on increasing content knowledge as a way of making teaching more effective. 

This is generally done to the exclusion of improving teaching skills (Åkerlind, 2007; Feixas, 

2010) or at the very least limiting skill improvement to didactic forms of teaching (Kugel, 

1993). Kugel indicates this content centric approach to development can in fact be 

detrimental to effective learning as teachers attempt to squeeze more and more of this 

content into their lessons. Any resulting problems with student learning are then often 

attributed to the students themselves, with teachers sometimes using the refrain “I taught it 

… but they didn’t learn it” (Kugel, 1993, p. 319). 
 
Beyond developing content knowledge and gaining experience, teachers’ development 

begins to focus more on building a repertoire of teaching strategies (McKenzie, 2003; 

Åkerlind, 2003 & 2007) or skills (Nyquist & Sprague, 1998). Kugel (1993) does not highlight 

this as a specific category unlike the other authors; however, he does refer to how teachers 

expand upon teaching strategies when discussing the increasing developmental focus on 

students rather than the teacher alone. Kugel refers to this as the “buckshot approach” 

(1993, p. 320), with teachers using various methods to try and address different learning 

styles as they become aware their class is made up of uniquely individual learners and not 
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an undifferentiated mass. Åkerlind (2003 & 2007) and McKenzie (2003) suggest teachers 

at this stage are becoming increasingly aware that students need to be more active in their 

learning and so emphasis is placed on using an appropriate range of activities. In terms of 

developmental activities, while still developing content knowledge, teachers now become 

increasingly concerned with attending educational courses or workshops, observing peers 

and even reading educational literature (Åkerlind, 2007). 

The final categories of teacher development in Table 2.2 become increasingly focused on 

the student and their learning experience (McKenzie, 2003; Åkerlind, 2003; Nyquist & 

Sprague, 1998; Feixas, 2010). This student focus requires teachers to consider 

developmental strategies that assist the facilitation of deeper learning and independent 

learning among their students. Kugel (1993) describes teachers as now handing over more 

work to their students in terms of asking them to think more for themselves, with an 

increasing focus on how they think rather than just what they think. Åkerlind (2007) 

highlights that teachers in her last two categories importantly begin to reflect upon what 

does and does not work and in her final stage place an emphasis on the quality of longer 

term learning rather than students’ immediate satisfaction with a course of learning. 

An additional part of Kugel’s (1993) research should also be related to the other studies in 

Table 2.2. Kugel’s third category with a focus on the student is divided into sub-categories 

where the teacher attempts to make the student: more receptive, then more active, and 

finally more independent in relation to their learning. The developmental focus on assisting 

student reception of information or knowledge is consistent with the yellow coloured 

aspects highlighted in Table 2.2. Here, the aim is to improve student reception of the 

knowledge developed by the teacher. Kugel’s (1993) second sub-category with its focus on 

making the student more active also corresponds to the elements highlighted in green, 

which have the aim of keeping students engaged or interacting (McKenzie, 2003; Åkerlind, 

2007; Feixas, 2010). Kugel’s (1993) final student focussed sub-category, which aims to 

promote independent learning, is also highlighted by McKenzie (2003), Åkerlind (2003), 

Nyquist & Sprague (1998), and Feixas (2010) in their most sophisticated development 

categories. 

An examination of the studies in Table 2.2 indicates there are significant similarities in the 

variation of experiences described. Each suggests a development from less to more 

sophisticated beliefs, running from top to bottom of the table, with the focus of these 
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understandings moving from being teacher- to learner-centred. The initial categories in 

Table 2.2 focus on self and improving teacher comfort by increasing knowledge of content 

and developing more effective means of transmitting this knowledge. The focus then begins 

to shift to improving teaching skills, with an emphasis on increasing the repertoire of 

teaching strategies available. Finally, there is an increasing focus upon student learning as 

teachers begin to evaluate their teaching to make better use of strategies that specifically 

facilitate more effective learning and assist with the students’ learning development and 

autonomy. In contrast with teaching experiences, there is no clear watershed point evident 

across Table 2.2, with the green coded categories seeming to be more transitional 

categories, although some such as McKenzie’s (2003) Category 2 and Åkerlind’s (2007) 

Category 3 still suggest a predominantly teacher-centred focus. 

 
 
 
2.3.2 Linking experiences of teaching and teaching development 

 
While a comparison of the teaching development studies highlighted in Table 2.2 illustrates 

an expanding understanding of development beginning from a focus on the teacher that 

develops towards a focus on the learner, there is no clear or consistent watershed point 

between being teacher- and learner-centred. This contrasts with the teaching conceptions 

in Table 2.1, where the watershed point is relatively well defined (Van Rossum & Hamer, 

2010). This may be partly a result of the differing research approaches and interpretations 

within the studies in question. 

There is also the consideration that, from a phenomenographic perspective, all the 

conceptions and approaches to development identified in Table 2.2 are valid for a learner- 

centred teacher trying to develop because they exist within a hierarchically inclusive 

structure (Åkerlind, 2007; Van Rossum & Hamer, 2010). For example, from Åkerlind’s 

(2007) study, a teacher in Category 1 relies upon building content knowledge as the sole 

means of development. However, while a teacher in Category 5 might focus on how they 

develop to effectively facilitate learning, they would also utilise strategies from each of the 

preceding categories to achieve their development goals. This would include developing 

content knowledge but only as a part of a broader range of strategies. A Category 5 

teacher, because of a broader awareness of teaching development, has a greater range of 

sophisticated approaches at her disposal. What remains consistent when comparing 
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teaching and development experiences is the clear progression from teacher- to learner- 

centred understandings that teachers may experience as they develop (McKenzie, 2003). 

Åkerlind (2003) sought to compare the range of teaching and development conceptions, 

both of which were studied and compared in her research; see Table 2.3 below. 

Table 2.3 

Patterns of combinations of ways of understanding teaching, and growth and 
development as a teacher. From Åkerlind, 2003, p. 386. 

 
 
Conceptions 
of teaching 
development 

 
Teacher 
Transmission 
Focus 

Conceptions of teaching 

Student Student 
Relations Engagement 
Focus Focus 

 
Student 
Learning 
Focus 

Teacher 
Comfort 
Focus 

 
* 

 
* * 

 

Teaching 
Practice Focus 

  
* * 

 
* 

Student 
Learning 
Focus 

   
* 

 
 
 
 
The conceptions of teaching referred to in this table can be seen in Table 2.1 above, with 

the conceptions of teaching development outlined in Table 2.2. Both sets of categories 

were derived from the same group of participants by Åkerlind (2003) in her PhD research. 

This comparison demonstrates, ‘… that increasingly sophisticated understandings of 

teaching tend to be associated with increasingly sophisticated understandings of teaching 

development’ (Åkerlind, 2003, p. 386). 

However, there initially appears to be some inconsistencies in relation to these findings 

when comparing some combinations of conceptions. For example, the student engagement 

focus, a primarily learner-centred conception, is aligned with a teacher comfort focused 

conception of development, which is primarily teacher-centred. Also, the student learning 
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focused conception of teaching is aligned with the teaching practice focus for development, 

which is also primarily teacher-centred. Åkerlind (2003) explains that these alignments are 

not inconsistent where the relationship between conceptions is described as an “and” 

relationship rather than an “and/or” relationship. 

In the earlier discussion (Chapter 1) of differences between cognitive psychology and 

phenomenographic methodologies, it was explained that from a cognitive perspective, 

becoming more learner-centred was a process of change along a teacher/learner-centred 

continuum. From a phenomenographic perspective, becoming more learner-centred is an 

expansion of awareness, with earlier or less sophisticated conceptions or approaches still 

being useful but now within a qualitatively broader understanding (Entwistle & Walker, 

2000; Van Rossum & Hamer, 2010). In the case of Åkerlind’s (2003) comparison in Table 

2.3, a teacher with a student learning focused conception of teaching, while seeing the 

importance of developing their understanding of student learning and ways to improve this, 

will also still see benefits in specific skills that focus on themselves and presenting 

information. For example, our teacher with a student learning focus might be developing 

her ability to provide feedback for students’ reflective learning journals but at the same time 

might choose to refine her ability to design PowerPoint slides for lectures, even though they 

might be used less frequently or in a more learner-centred manner. 

Importantly though, teachers with less sophisticated conceptions are either not aware of 

more sophisticated conceptions of development or have a limited awareness that does not 

allow them to fully understand or appreciate their benefit. In this case, a person with a 

teacher transmission focused conception of teaching is not aware of developmental options 

beyond a teacher comfort focus. For a teacher in this situation, they remain focussed upon 

being more familiar with their own content knowledge and their own actions within the 

immediate teaching situation, unaware of options in relation to developing specific methods 

or understandings of how students learn. Therefore, teachers with more learner-centred 

conceptions of teaching are aware of both teacher- and student-focused developmental 

activities but the reverse is not true for those with teacher-centred conceptions of teaching 

who are not aware of learner-centred developmental options. In summary Åkerlind states, 

A range of combined understandings was found, and in each case the understanding of 
teaching development as either less sophisticated or of an equivalent sophistication to the 
understanding of teaching. The different understandings and combinations of 
understandings were explained in terms of an inclusive hierarchy of expanding awareness of 
different aspects of teaching and learning. These findings raise the possibility that, 
developmentally, a broader understanding of teaching may precede a broader 
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understanding of growth and development as a teacher (2003, p. 389, emphasis added).  

 

In relation to her final point, Åkerlind believes further research is required to establish the 

consistency of this statement. This study will outline experiences of teaching and 

experiences of teaching development and consider the combination of these two sets of 

results. As a counterpoint to previous research, which was in a university environment, this 

research will examine the context of police education, which is differentiated from higher 

education in several ways as mentioned in Chapter 1. 

 
 
 
2.4 Police Education 

 
Before exploring the nature of police education and teaching orientations within this 

context, it is important to first examine the traditional assumptions that underpin teaching 

practices in police academies. As highlighted in Chapter 1, many have argued that police 

education, particularly that occurring in police academy settings, is overly teacher-centred 

and should make greater use of adult learning principles that encourage a learner-centred 

approach and promote critical thinking skills within authentic learning contexts (e.g. Birzer, 

2003; Pearce, 2005; Cleveland, 2006; Chappell, 2005; McCoy, 2006; Cox, 2011; Sims, 

2012). It has also been suggested that police organisations possess a substantial 

militaristic or command and control culture that has strongly influenced the educational 

approach of police academies generally (e.g. Chan et al., 2003; Cleveland & Saville, 2007; 

Oliva & Compton, 2009; Chappell & Lanza-Kaduce, 2010; Ryan, 2010; Makin, 2016). 

These educational approaches and organisational attitudes in many ways align with the 

behaviourist assumptions that have been the dominant educational philosophy within police 

education (e.g. Birzer, 2003; White, 2006; Werth, 2009, Cox, 2011; Doherty, 2012; 
Basham, 2014). 

 
Behaviourism is an educational philosophy that equates humans to machines by 

suggesting learning is based upon new behavioural patterns being repeated until they 

become automatic (Mergel, 1998). This kind of teaching approach is typical of police 

academies, where teaching processes are traditionally mechanistic and uniform (Birzer, 

2003). Examples of behaviourist teaching within police education would include the 

repetition of key procedures to be memorized for exams, skill drills in weapons training, and 

demonstrating sequential steps in practical scenarios that are ticked off on checklists by an 

assessor (Birzer & Tannehill, 2001; Doherty, 2012). This is not to say that behavioural 
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learning strategies are never appropriate; they can be beneficial in some circumstances 

requiring a low degree of cognitive processing or automatic responses from learners 

(Mergel, 1998) – in the policing context, such contexts include aspects of weapons training 

and memorising certain policing procedures such as the phonetic alphabet. Therefore, 

while behaviourism has provided a useful approach when teaching some aspects of police 

education (Birzer, 2003; Chappell, 2008; Pearce, 2006), it remains a weak foundation on its 

own for comprehensive education programs (Mergel, 1998; Palinscar, 1998; Loftus, 2006). 

The weaknesses of behaviourism generally led to the rise of the cognitive psychology 

perspective of learning, which instead compares humans with computers rather than 

machines. This new analogy assumed the human brain stored and processed information 

through specific schema or cognitive structures (Palinscar, 1998). While cognitive 

psychology differed from behaviourism in that it intended to explain and assist learning 

processes in relation to the human brain, its influence on instructional design was not 

entirely different because it still viewed knowledge from an objectivist epistemology 

(Mergel, 1998). This viewpoint, then, required instruction to remain as the transmission of 

knowledge to the learner, therefore many of the teaching approaches of behaviourism 

remained but with increasing use of strategies such as mnemonic devices, chunking of 

information and the structured organisation of materials from simple to more complex. 

For teachers in police academies, this perspective reinforced the use of lectures presented 

by subject matter experts as the predominant teaching approach (Birzer & Tannehill, 2001; 

McCoy, 2006). As with some behavioural aspects of teaching, it should not be inferred that 

cognitive approaches have no place in police education. For example, Shipton (2009), 

while highlighting the use of problem-based learning (PBL) in police education, also 

recommended the use of strategies to manage the cognitive load of learners during the 

problem-solving process. Cognitive load is a concept from cognitive psychology that implies 

content should be structured and taught in a way that does not overwhelm the learners’ 

working memory. However, teaching only from behaviourist and/or cognitive psychology 

perspectives tends to favour mechanical skills and procedural knowledge rather than tasks 

that require problem solving and higher order thinking (Mergel, 1998; Palinscar, 1998; 

Pearce, 2006). 

The predominance of behavioural and cognitive psychology assumptions in police 

education has limited the effectiveness of learning programs in police academies. This 

situation has been exacerbated to some extent by the militaristic nature of traditional police 
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training (Chappell & Lanza-Kaduce, 2010; Ryan, 2010) and a “hidden curriculum”13 that 

seeks to perpetuate traditional practices and an insular police subculture (Chan et al., 

2003; White, 2006; Ryan, 2010; Basham, 2014). White (2006) examined the influence of 

behaviourist perspectives and police subculture on police education in the UK, critically 

reviewing a police education system that utilized competency-based training. He asserted 

that behavioural teaching approaches from within the scientific paradigm are in 

contradiction to the picture of transformation and professionalization and community 

policing espoused by the UK government (2006). At the teaching level, White suggests 

these assumptions have led to a didactic pedagogy with a focus on knowledge 

transmission and a failure to engage on relevant social issues. This approach contrasts 

with the assertion of student-centeredness espoused by Centrex, the agency responsible 

for centralised police education in the UK. As White goes on to suggest, 

The rhetoric is that of adult learning, but the actuality is a traditional transmission model of 
teaching. The underlying curriculum messages given by treating adults as passive subjects 
in the learning process are more reminiscent of most peoples’ experience in school. We 
seek to engender creative problem solvers, but the hidden curriculum values teach 
compliance and conformity, and a reliance on experts to do the thinking. (2006, p. 396) 

 
This analysis of police education in the UK is supported by Pearce (2006) who indicates 

that while Centrex claims to espouse adult education, the training of novice police still 

shares behaviourist characteristics with its US counterparts, with an overly didactic 

teaching approach focused upon law and procedures at the expense of problem solving 

and the higher order skills required for community policing. While only describing aspects of 

police education in the UK, White’s and Pearce’s descriptions are familiar to jurisdictions in 

Australia (Cox, 2011; Basham, 2014) and most likely other similar police jurisdictions 

across the world. 

In a similar critique of behaviourist approaches within the Australian police education 

context, Cox (2011) is critical of the move by most Australian police organisations into the 

Vocational Education and Training (VET) sector and its reliance on competency-based 

training and assessment processes. He suggests this has encouraged police academies in 

Australia to confine themselves to a behaviourist approach to learning, with an over 

emphasis on lower level competencies and a limited focus on higher order thinking skills 
 
 

13 The hidden curriculum is an educational term that describes the unspoken or implicit academic, social, 
and cultural messages that are communicated to students as opposed to learning objectives, content and 
assessment outlined in the formal curriculum (Sambell & McDowell, 1998). 
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important for the problem solving and judgement that are essential to the modern policing 

role. Cox (2011) also highlights the influence of police educators, who are perceived 

predominantly as experts who transmit information to students rather than encouraging 

problem solving in a learner-centred environment. Ryan (2010), in her Australian study of 

police education, also makes the point that pedagogical choices made within police 

academy contexts are not necessarily neutral but instead are often used to regulate the 

behaviour of police students. Ryan argues the traditional teaching practices used within 

police academies focus too much upon behavioural learning outcomes and conformity to 

the organisation. This argument implies that the socialisation process and traditional 

pedagogical practices tend to reflect doctrinal values of the organisation over educational 

values. Even while aspects of police curriculum advocate contemporary adult education 

and encourage community policing, police educators often undermine these philosophies 

by resorting to: teacher-centred approaches with which they are more familiar (Werth, 

2009; Shipton, 2011; Pearce, 2006; Basham, 2014), the practice of relying heavily upon 

“war stories”14, and command and control actions that encourage the socialisation of 

students into the police subculture (Ford, 2003; Chan et al., 2003; Ryan, 2010). 

The historical focus on behaviourist learning approaches can be seen to represent a limited 

awareness by police educators in relation to teaching and learning. This is certainly not 

unusual when compared to conceptions of and approaches to teaching by educators 

across a broad range of educational contexts; however, it could be argued the situation in 

police education is exacerbated by a range of factors. These factors include police 

organisations not having education and training as their primary focus and possessing a 

militaristic and insular subculture that actively seeks to promote more traditional values in 

ways that resist reform (Chan et al., 2003). There is also an assumption that policing 

experience is all that is needed to teach police students, with minimal developmental effort 

required for teaching skills (Spencer, 2002; Shipton, 2011). Despite these barriers to 

educational development, there are growing numbers of police organisations and individual 

educators who seek to expand their awareness of teaching beyond the confines of 

behaviourist and cognitive epistemologies to include educational approaches informed by 

constructivist philosophies. This has led to a growing number of police organisations and 

 
14 War stories are a narrative of a past policing example or situation presented by a police academy 
teacher that present a message in relation to the content taught but, in many cases, also attempt to send 
a covert or hidden message in relation to the underlying culture of the organisation (Caldero & Crank, 
2015). 



46  

individual police educators experimenting with and implementing learning programs 

inspired by constructivist or contemporary adult education principles (Cleveland & Saville, 

2007; Werth, 2009; Doherty, 2012; Basham, 2014). Importantly, this study seeks to provide 

a research basis for staff development programs that can facilitate the expansion of police 

educators’ awareness and support the delivery of constructivist-based learning programs. 

 
 
 
2.4.1 Constructivism as an alternative learning philosophy in police education 

 
The term constructivism encompasses a continuum of beliefs that have developed over 

time ranging from individual constructivism, stemming from cognitive psychology, to what is 

termed radical constructivism advocated by von Glasersfeld (1995). Palinscar (1998) 

suggests postmodern constructivist perspectives essentially reject the view that the locus of 

knowledge resides within the individual and claim instead that learning and understanding 

are inherently social and cultural activities. Importantly, in line with the social 

constructivist/constructionism epistemology and phenomenographic ontology of non- 

dualism in this study, I will remain consistent with the interpretation of the sociocultural 

theory of social constructivism developed by John-Steiner and Mahn (1996): that social and 

individual processes are interdependent in the co-construction of knowledge. Social 

constructivism is thus viewed as both an epistemological perspective and a learning theory 

(but not a specific learning strategy; Palinscar, 1998). In relation to teaching and learning in 

this study, I will simply use the term constructivism. 

As a learning philosophy, constructivism was derived initially from the work of Piaget 

(Palinscar, 1998), Dewey (2007) and Vygotsky (1978) who highlighted the social nature of 

learning (Garrison, 1995). While constructivism shares some aspects of cognitive 

psychology, it rejects the linear transmission of knowledge to the learner model and instead 

promotes a more open-ended learning experience where the teacher facilitates 

construction of meaning based on immediate learning activities and prior experiences 

(Mergel, 1998). The work of Vygotsky (1978) suggests knowledge is initially constructed 

within the social sphere before being considered by the individual, which in turn suggests a 

very different learning environment and teaching role than that proposed by the 

behaviourist and cognitive perspectives that have dominated traditional police academy 

programs (Birzer, 2003; White, 2006; Werth, 2009, Cox, 2011; Doherty, 2012; Basham, 

2014). 
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Constructivism has underpinned both the developing field of adult education and change 

within school-based learning. Constructivists suggest learning should not be simplified or 

restricted to the transmission of decontextualised knowledge but instead viewed as a social 

process of knowledge co-construction (Lave & Wenger, 1991; Palinscar, 1998; Mergel, 

1998). This perspective has been a key factor in the development of a range of learning 

theories that have been applied to both child and adult education. Some of the more 

prominent of these include: humanism (Rogers, 1969), andragogy (Knowles, 1980), critical 

pedagogy (Freire, 1970), experiential learning (Kolb, 1984), situated learning (Lave & 

Wenger, 1991), and the zone of proximal development (ZPD) (Vygotsky, 1978). Each of 

these theories places the learner and their needs at the centre of a learning situation and 

encourages them to be active and self-directed in this process while being guided by peers 

and a teacher who acts mostly as a “guide on the side” rather than limiting themselves to 

only being a “sage on the stage” (King, 1993, p. 30). 

 
 
 
2.4.2 The adoption of constructivist learning approaches in police education 

 
Challenging the assumptions of cognitive and behaviourist perspectives has been a 

common phase through which many professions have progressed to improve their 

educational approaches (Palinscar, 1998). However, adherence to these perspectives in 

police education has been encouraged by traditional militaristic attitudes and an insular 

policing subculture that have influenced both the explicit curriculum and the implicit hidden 

curriculum. In the footsteps of other professions and learning institutions worldwide, police 

education has, albeit slowly and inconsistently, begun to adopt aspects of constructivism as 

an educational philosophy (Shipton, 2011). The need for change has been driven by 

criticism that police recruit programs rely too heavily on teacher-centred strategies and a 

narrow focus on skills training that have failed to promote the effective transfer of learning 

to the workplace and the problem-solving skills required in the community policing era 

(Birzer, 2003; Bradford & Pynes, 1999; Chappell, 2005; Cleveland, 2006; McCoy, 2006; 
Doherty, 2012). 

 
The uptake of constructivist or learner-centred approaches within police education has 

been limited, despite the clear benefits these approaches have demonstrated in various 

domains of learning (Croal, 2006; Cleveland & Saville, 2007; Birzer, 2003). Learner-centred 

teaching approaches encompass a wide variety of specific strategies within and outside the 
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classroom to assist learners in constructing their knowledge within relevant contextual 

situations (Biggs, 1999). It could be argued that policing as an occupation provides many 

practical opportunities that can be transferred to academy learning situations in a 

constructivist manner. For example, a simulation or role play where students are required 

to stop and search a motor vehicle could incorporate a range of key policing topics such as 

officer safety, communication, investigation and law in addition to opportunities to develop 

critical thinking skills, team based learning and reflective practice. The use of examples 

such as this in scenario or simulation-based training (SBT) highlights the possibilities for 

experiential learning within police education. SBT has grown in use within police education 

over the past few decades, with many police academies constructing realistic scenario 

villages15, where policing situations can be role played and student police given the 

opportunity to act as police and receive feedback on their performance via instructors, 

peers and their own reflections. 

SBT and similar forms of experiential learning are often linked to the work of Kolb (1984) 

and demonstrate the attributes of adult education and critical thinking in professional 

learning environments similar to policing, such as nursing (Nagle, McHale, Alexander & 

French, 2009). However, as suggested by Cleveland and Saville (2007) approaching a 

learning method like this from a teacher-centred or behaviorist perspective can limit its 

effectiveness. For example, in conducting a SBT session, a teacher might limit the scenario 

to demonstrating a fixed procedure that learners are replicating from memory in a surface 

learning fashion without encouraging deeper learning processes. There might also be 

limited critical reflection by the learners or a checklist assessment that only evaluates basic 

mechanical tasks. Pearce (2006) exemplifies this situation by highlighting that experiential 

learning opportunities in police education are often utilized in a behaviourist way that simply 

reinforces knowledge accumulation rather than being used to promote critical thinking skills 

such as problem solving. 

Therefore, while SBT can be a very effective experiential learning method from a 

constructivist perspective, depending upon the teaching approach adopted, it may instead 

be utilised in more limited ways consistent with the behaviorist and cognitive perspectives 

highlighted above. Unfortunately, there is no specific research in Australia examining SBT 

in policing to clarify this point; however, anecdotal evidence within Australia suggests a 
 

15 These are usually mock up locations that might consist of streets, shops or houses representative of a 
typical public area police might encounter in their duties. 
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situation similar to what Pearce (2006) suggests is happening in the UK. In a paper 

discussing the application of SBT within a military context, its theoretical basis is linked 

directly to cognitive psychology (Fowlkes, Dwyer, Oser & Salas, 1998), rather than a 

constructivist perspective. This perhaps reflects the needs of a military organization to 

construct a controlled and organized environment and therefore interpret a learning method 

like SBT to suit its own perspective. However, policing does not share this need, despite 

the similarities often claimed to exist between police and the military. Importantly, this 

discussion emphasises the extent to which the perspective of a teacher or their 

organisation can limit the effectiveness or usefulness of a method such as SBT. 

Another notable learning method being used within police education, and one with a more 

classroom-based focus than SBT, is problem-based learning (PBL). PBL is a learner- 

centred approach incorporating a range of contemporary learning methods with the aim of 

empowering learners to research their subject area and apply knowledge and skills to solve 

relevant ill-structured problems (Savery, 2006). Critical to this method is the teaching 

approach of the tutor, who facilitates the learning of small groups of students by guiding or 

scaffolding their thinking processes to promote deeper learning approaches or high level 

cognitive engagement, where students construct meaning relevant to their professional 

context and develop transferable problem-solving skills (Biggs, 1999). The effectiveness of 

PBL has been established in a range of studies, including a relatively recent meta-analysis 

(Walker & Leary, 2009) and meta-synthesis (Strobel & van Barneveld, 2009). While there 

has been some debate about the theoretical basis of PBL, an argument has been put by 

Loftus and Higgs (2006) that Vygotsky’s social constructivist principles provide a strong 

underpinning for this learning approach. 

PBL was designed for use within medical education by Howard Barrows to improve 

learning beyond the mass memorisation of information evident in traditional programs and 

to help students transfer clinical problem-solving skills to their medical practice (Barrows, 

1996). While PBL has been a method employed to improve learning in police education 

and assist its application in the workplace, it is also aligned with the problem-solving 

approaches required for community policing. As such, Doherty (2012), Basham (2014) and 

Cleveland and Saville (2007) suggest PBL is an improved learning model in contrast to 

traditional teaching approaches and provides a crucial problem-solving perspective relevant 

to the application of community policing. Doherty (2012) points out this amalgam between 

learning theory and police problem solving in the Royal Canadian Mounted Police (RCMP) 
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problem solving model called CAPRA (Clients, Analysis, Partners, Response, 

Assessment). This model acts as a foundation to the learning process within a PBL 

curriculum during initial training and as an operational framework that student police go on 

to use as a community policing strategy (Doherty, 2012). This move towards PBL has also 

been encouraged by a range of academics and experts in the field of police education who 

view it as a more relevant learning model, especially given the transition to community and 

problem-solving policing (Cleveland & Saville, 2007; Palmiotto, 2002; Cox, 2011; Werth, 

2009; Chappell, 2008; Doherty, 2012; Basham, 2014). 

There is also a small but steadily expanding body of research in police education 

examining the growing application of PBL in police education. Croal (2006), in a study of 

recruit education by the Edmonton Police, highlighted the advantages of PBL to address 

varied learning styles, assist student motivation, improve learning in professionalism and 

ethics, and provide an important link to community policing. Croal goes on to suggest PBL 

is better equipped than traditional didactic teaching methods to provide police recruits with 

the skills they require. However, in line with the discussion so far in relation to behaviorist 

and cognitive perspectives, he also suggests there is a need for PBL to incorporate a range 

of teaching approaches traditionally used in policing. Croal believes there is a growing 

acceptance by police educators that a blended environment including instructor-led training 

and learner-centred training is necessary and cites one of his research participants who 

suggests that “… current training methodologies are not being abandoned; they’re being 

enhanced with problem-based learning” (2006, p. 66). A similar point is made by Makin 

(2016), where more traditional teaching practices are truncated rather than entirely 

removed and used to support PBL activities in police academies. 

These suggestions are entirely consistent with learner-centered teachers being aware of, 

and able to utilize, both traditional and constructivist methods and apply them in ways that 

maximize effective learning (Åkerlind, 2007; Van Rossum & Hamer, 2010). Similar benefits 

of PBL in policing programs have also been highlighted by Sims (2006), Barbian (2002) 

and Werth (2009). While these studies indicate positive effects for PBL in police education, 

Doherty (2012) cautions that movement towards PBL, or similar learner-centred methods, 

in police education has been sluggish and not yet widespread. Several of the issues just 

discussed can be seen in the situation at the NSW Police Academy since 1981, particularly 

in relation to the role of police educators. 
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Within the Australian context, implementation problems like those in North America have 

been experienced, with those at the NSW Police Academy being particularly well- 

documented. Criticisms of NSW recruit training were prominent in the Lusher Corruption 

Inquiry in 1981 and led to more specific criticism of a narrow content focus and an 

overemphasis on surface learning and didactic teaching approaches (Bradley, 1996). An 

initial upgrade of the existing Police Recruit Education Program (PREP) introduced adult 

learning methods, however, there was still a bias towards teacher-centred learning that was 

largely authority dependent and that in turn led to minimal development of problem solving 

capacities (MacDonald, Elliott, Logan, Norris, Norris, Schostak & Kushner, 1990). 

Suggestions by MacDonald et al. (1990) led to a range of reforms to PREP, including a 

shift to a more learner-centred philosophy and an attempt to implement PBL in a limited 

form. An initial evaluation of the then-new PBL program indicated some positive results 

and more effective learning (Jory, Layton, Hatte & Dickens, 1994). However, the 

redesigned curriculum included a large degree of control over the learning directions 

students could take. For example, while students were given an authentic policing problem 

or case to deal with, they were also given specific questions to answer rather than rely 

upon the development of their own learning issues. As such, the curriculum was more 

reminiscent of a case-based method rather than PBL as described by Barrows (1986), 

who identified this as a trap that institutions can fall into when attempting to implement 

PBL. 

Further changes to the program through the 1990’s, including a new university partnership 

in the provision of recruit education and training, still struggled with teaching staff being 

teacher-centred and relying upon surface learning approaches (Woolston, Maxwell, 

Armstrong, Corbo Crehan, Croatto, Heller-Wagner & Ivanoff, 2002). These problems 

continued, especially in relation to a lack of subject integration and limited application of 

knowledge and were again identified in a later review (Wooden, Davies, Prescott & 

Patterson, 2007). The teacher-centred bias of staff at the Academy was further described 

by Shipton (2011), who suggested more attention should be paid to ongoing teacher 

development programs. Additional evaluations of the program also suggested more 

effective curriculum design to encourage learner-centred approaches (Hudy, 2011; 

Doherty, 2012). However, despite significant and ongoing efforts to redesign the academy’s 

recruit education program, there are concerns it retains a bias toward teacher-centred 

control and the transmission of large quantities of subject content in preference to 

developing critical thinking skills (Absalom, 2014). 
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An examination of the change processes across a range of policing jurisdictions over the 

past three decades highlights several issues important to this study and exemplifies the 

challenges police academies face when implementing a more constructivist perspective 

within their learning programs. While curriculum design and teaching can be seen as 

separate issues to some extent, the success of either in a PBL or similar program will 

depend upon the staff involved being able to approach these tasks from a constructivist or 

learner-centred perspective. The NSW Police Academy, like similar police organisations 

highlighted in the literature, has struggled to shift its program away from a limited 

behaviourist or teacher-centred perspective, despite several distinct attempts to implement 

PBL or similar methods, including developmental programs for teachers. While there is a 

range of possible factors that hinder these attempts, it is argued that a central aspect of this 

problem is the limited awareness by police educators of their teaching and their 

development as teachers. This limited awareness reinforces the observations of Pearce 

(2006) and McCoy (2006) that even when espousing and using what are supposed to be 

learner-centred teaching methods, police educators will often remain teacher-centred in 

their approach and thereby limit their effectiveness as teachers. To explore this issue 

further, the discussion will now focus upon police educators and the teaching role. 

 
 
 
2.5 Police educators’ teaching and development in this role 

 
While there appears to be a consensus amongst academics in the research on teacher- 

and learner-centred approaches in police education, there is only minimal research in the 

specific area of teaching orientations or styles and no specific research into the 

experiences, i.e. approaches or conceptions, of police educators that underpin these 

orientations. The following section reviews the studies of teaching orientations or styles 

and considers what is problematic for police educators in relation to their development. 

 
 
 
2.5.1 Review of research relating to the teaching orientations of police educators 

 
One of the initial studies on the teaching styles of police educators was conducted by Berg 

(1990) in the United States. Berg highlighted that while there had been considerable 

research into the field of police education, particularly in relation to police recruit 

socialisation and the benefits of college or university education, there was in fact sparse 
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attention given to the role of police educators. The study in question used ethnographic 

methods, and rather than determine whether police educators were either teacher- or 

learner-centred, as did the other studies to be considered in this section (McCoy, 2006; 

Werth, 2009; Shipton, 2011), it categorised participants into various typologies. These 

typologies highlighted a range of contextual issues relevant to this study and provided an 

insight into the cultural aspects of police academy teaching. A summary of the typologies 

and a brief description of each are set out in Table 2.4 below. 
 

Table 2.4. 
Police educator typologies. Adapted from Berg, 1990. 

Typology Percentage of 
participants 

Description 

Police Academics 20% Began as police officers (may still be police or now ex- 
police) and have gained college or university qualifications. 
Police Academics tend to conduct their classes in a way 
more familiar to a tertiary college rather than a police 
academy, with an emphasis on underlying theory. They 
tend to use pedagogical techniques that emphasise at least 
some student participation and questioning. 

Police Careerists 33% Also began as police officers, however, their teaching 
makes limited reference to theory, with a greater emphasis 
upon discussions of past experiences or ‘war stories’ and 
encourage an us (police) versus them (civilians) culture. 
Pedagogically, they rely upon didactic lecturing, with limited 
discussion, debate or student feedback. 

Maladaptive 
Generalists 

15% Like Careerists, teachers in this category rely upon their 
experience but go further by tending to offer opinions that 
will often contradict and undermine departmental policies. 
Berg described their pedagogical approach as using 
‘pedantic lecturing’, a strategy preventing any meaningful 
discussion or debate (Berg, 1990). 

Legalists 22% Teachers in this category include police officers who have 
gained a law degree or non-police lawyers who are 
knowledgeable about police matters. Legalists tend to use 
a more Socratic teaching style that uses a question and 
answer format that encourages mastery of legal points. 

Civilians 10% As implied, these are non-police who tend to teach in areas 
of specific expertise, i.e. physical education. Their teaching 
pedagogies vary depending upon the subject but many of 
them are skill based and require more active participation 
by students. 
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While Berg did not intend to identify a preference for teacher- or learner-centred 

approaches, his descriptions seem to indicate a preference amongst the participants 

towards being teacher-centred. The Maladaptive Generalists and Police Careerists are 

identified as teachers who rely upon highly teacher-centred approaches. While the Police 

Academics and Legalists provide some respite from lecturing, they seem to conduct 

classroom situations in ways that are essentially teacher-centred. In this regard, when 

compared to the categories outlined in Table 2.1, the teaching approaches of Police 

Academics and Legalists seem most like the teacher/learner interaction categories, which 

the authors describe as teacher-centred. Other relevant observations from these findings 

include the influence of police culture, especially in relation to some of the more negative 

aspects of the Maladaptive Generalists and to a lesser extent of the Police Careerists. 

Berg’s (1990) study implies that police educators with a history of gaining further 

qualifications or experience tend to move away from strict lecturing methods and at least 

start to employ methods that require more student participation in the learning process. 

In his summary of this study, Berg was particularly critical of the lack of teaching 

qualifications and the poor preparation of police educators for their teaching roles. He 

agrees with Carter, Sapp and Stephens (1989) who, while indicating the need for tertiary 

educated recruits, also suggest police educators should have similar or superior levels of 

qualifications to their police students. But even given good formal qualifications, such as a 

law degree, Berg’s (1990) study does highlight certain categories of police educators who 

rely exclusively on lectures and war stories to not only transmit content to students but also 

to foster the socialisation process. Teachers in these categories also uphold their apparent 

mastery of subject content as the dominant aspect of their teaching skill like the least 

sophisticated developmental categories in Table 2.2. What is evident from this study is the 

disproportionate emphasis by teachers described by Berg on content knowledge at the 

expense of encouraging effective learning processes. 

The first specific study into teaching orientations of police educators was conducted by 

McCoy (2006) using surveys and interviews of staff at a mid-western US police academy. 

McCoy suggested the two fundamental ways of categorising teaching styles is into teacher- 

or learner-centred approaches. To determine the most dominant style within a police 

academy, he used a survey and analytical framework based on the work of Conti (1989), 

who highlighted teacher-centred and learner-centred teaching styles and devised the 
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Principles of Adult Learning Scale (PALS) to measure this. McCoy’s (2006) quantitative 

analysis of the 70 participants at the police academy indicated they were predominantly 

teacher-centred in their approaches. Qualitative responses also elicited within the survey 

highlighted several relevant issues. 

Lecturing in a teacher-centred fashion was the predominant method used within these 

traditional police academy environments, where the instructors’ role was seen mostly as 

the expert imparting knowledge. However, several participants did indicate reservations 

with this approach but felt obliged to use it to due to perceived time and organisational 

limitations that required them to “cover” the subject content in an efficient manner. 

Participants also felt their preparation for teaching duties was insufficient, believing it only 

gave them the skills to present lectures but not much else. McCoy (2006) indicated this lack 

of preparation could be seen in their reference to the need for their students to do more 

“hands on” learning activities. He suggested this term was a reference to more active 

learning approaches that would allow students to move beyond a passive mode to one 

where they could instead analyse situations and apply their knowledge in a way 

increasingly more familiar to a learner-centred approach. McCoy concluded that many of 

his research participants recognised this as a more effective way to learn but their 

terminology and hesitancy in fully applying these active learning approaches indicated a 

lack of familiarity and awareness of what being learner-centred entailed. 

McCoy emphasised that the police educators participating in his survey, 
 

... have been deeply ingrained in the traditional law enforcement education system. Their 
strong support for a teacher-centred style of teaching reflects their exposure to this 
behavioural-based approach to education. (2006, p. 88) 

 
Despite this, several of the participants did not have a strong commitment to being teacher- 

centred and sensed that helping students undertake active learning processes would be 

more beneficial to their development as police officers. McCoy stated they were ill prepared 

to teach based on a one-week instructors’ course that was limited to preparing them for 

lecture-based activity. He suggested that in an era of community policing, where problem 

solving skills are expected to be at the fore, police educators required a more 

comprehensive understanding of learner-centred teaching and the skills to facilitate this 

kind of approach (McCoy, 2006). 
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Research like that of McCoy (2006) was conducted by Werth (2009), who duplicated the 

use of PALS to determine and compare the teaching styles of staff at two US police 

academies in the early stages of implementing PBL into their curriculum. Werth also 

compared his results to McCoy’s earlier study (2006) to determine whether police 

educators using PBL were more learner-centred in their approach. Interestingly, the staff at 

the two police academies, despite having received specific PBL training and PBL having 

been implemented to some extent into their programs, still recorded scores indicating they 

were predominantly teacher-centred in their approach (Werth, 2009). Werth then compared 

these results to those from McCoy’s (2006) study and found only minimal differences in 

teaching approaches between staff at the PBL academies and staff at an academy using 

traditional lecture-based methods. Like McCoy (2006), Werth (2009) suggested there was a 

need for further teaching development to ingrain learner-centred practice. It was noted that 

organisational factors, including curriculum issues, limited the use of leaner-centred 

teaching. 

However, complicating this situation, Werth highlighted the policing subculture and an 

adherence to behaviourist teaching assumptions as contributing to the slow and difficult 

process of adapting to a new style of teaching. To highlight this point, Werth identified a 

quote from one of his participants indicating, 

PBL could be a successful educational method here. Many of my fellow instructors refuse to 
embrace the positives of this form of education by allowing a student to embrace their own 
learning. Many of my fellow instructors just love lecture because of the command and 
control of their classroom. (2009, p. 87) 

 
Werth cites this and other evidence to suggest many of the teaching staff at the two 

academies did not understand or had yet to accept the principles of facilitation or self- 

directed learning so crucial to successful PBL. This quote also repeats the idea of control in 

the classroom that is a barrier to being truly learner-centred. 

Despite the potential limitations of his study, Werth (2009) suggests that initial facilitator 

training prior to the implementation of an approach like PBL does not alone guarantee 

learner-centred principles will be applied by teaching staff in a police academy. He 

suggests any initial training in this approach to teaching should be augmented by several 

strategies. Werth suggests this might firstly involve including curriculum development staff 

in the training process, so the curriculum writing and implementation processes can be 

more closely integrated with the teaching skills developed. Werth also highlighted the 
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importance of continued training and development, especially through the implementation 

stage to assist staff in overcoming barriers to PBL implementation within a police academy 

environment (Cleveland & Saville, 2007; Doherty, 2012). Finally, Werth (2009) emphasises 

the need to recognise the importance of learning flexibility within the curriculum. Several 

participants in Werth’s survey indicated the need to use teacher-centred approaches not 

because they were particularly effective but because of a perceived need to “cover” content 

within a restricted timeframe and the belief their academy curriculum restricted the 

approaches that could be taken to learning situations. 

The most recent research into police educator teaching approaches was conducted at the 

NSW Police Academy by Shipton (2011). This research utilised a survey method but not 

the same PALS questionnaire used by McCoy (2006) and Werth (2009). Rather, it 

comprised closed and open-ended questions designed to incorporate issues from the 

broader literature describing teaching transitions to PBL (Irby, 1996). Considered at face 

value the findings from this study were contradictory in relation to how participants 

approached their teaching roles. The closed questions, asking participants to choose 

between two or more options, indicated about two thirds favoured learner-centred 

descriptions of their practice. However, the open ended or narrative descriptions, indicated 

predominantly teacher-centred beliefs. That is, most of the research participants favoured 

learner-centred over teacher-centred options when given a clear choice of statements but 

analysis of their narrative descriptions indicated their actual conceptions or approaches 

tended to be more teacher-centred. These findings were therefore consistent with the 

general conclusions of McCoy (2006) and Werth (2009) that police educators tend to be 

teacher- rather than learner-centred. Shipton (2011) likewise identified concerns from 

participants in relation to an inability to cover large quantities of subject content without 

resorting to teacher-centred methods. Basham (2014) also suggests this concern with 

covering large amounts of content as a reason for police instructors not to adopt learner- 

centred practices. Prosser et al. (2003) refer to this problem in the broader education 

literature and suggest it often occurs when teachers perceive issues such as workload, 

timeframes and class sizes are beyond their control. This seems to be a consistent theme 

within each of these studies and is perhaps partly attributable to the shorter time frames of 

months, rather than years, for police recruit programs when compared to the broader 

higher education sector or VET sector. There was also a strong emphasis by participants in 

the survey (Shipton, 2011) on the need to develop their subject content knowledge as a 
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primary means of development to the exclusion of improving their teaching skills, with only 

a limited number of participants suggesting development of facilitation and reflection skills. 

This finding aligns most of the research participants’ understandings of development with 

the least sophisticated development experiences described in Table 2.2. 

The discrepancies in Shipton’s (2011) findings are most likely explainable by the disjunction 

between teachers’ stated beliefs and their actual practice as earlier described by Argyris 

and Schön (1978). These authors highlighted the differences between teachers’ espoused 

theory, or what they might state publicly about their teaching style, and their theory in use, 

which refers to the undeclared values and strategies that inform their actual practice. This 

concept was further explored by Samuelowicz and Bain (1992) and Murray and Macdonald 

(1997) in their qualitative studies of approaches to teaching in higher education. Applied to 

Shipton’s findings (2011), these explanations implied that participants could identify and 

would tend to choose ideal options in their responses to closed questions, however, when 

prompted to reflect on their actual practice, they were more likely to provide authentic 

descriptions that reflected teacher-centred approaches. Shipton (2011) suggested these 

findings underlined the need for future and ongoing staff development to change or expand 

the underlying conceptions police educators hold in relation to their teaching as suggested 

by a range of researchers in the broader higher education sector (Trigwell & Prosser, 1996; 

Kember & Gow, 1994; McKenzie, 1999; Åkerlind 2007). These findings also supported 

earlier claims by Berg (1990), McCoy (2006) and Werth (2009) that police educators were 

not adequately prepared for their teaching roles and required more effective staff 

development processes. 

However, McCoy’s (2006) belief that his research participants were lacking in the full 

terminology and skills to exploit active learning methods indicates the importance of 

awareness or lack of awareness of this object as described in variation theory (Marton & 

Booth, 2007). This lack of awareness of learner-centred approaches was also identified by 

Werth (2009) and Shipton (2011), who both noticed their respective participants seemed 

not to fully understand or be able to elaborate upon learner-centred approaches and as a 

result often rejected aspects of them that did not fit with their assumptions of what teaching 

should look like within a traditional police academy context. The problem of teacher quality 

is what Barrows (1986) refers to as an “unplanned variable” in the PBL process and is a 

common concern in its implementation. Essentially, Barrows suggests that a teacher who is 

overly directive or not skilled enough to adequately guide students during the problem- 
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solving process will compromise the quality of learning outcomes within PBL. It is 

suggested that this was one of several key issues in the circumstances highlighted at the 

NSW Police Academy in this chapter and is a crucial issue for police academies 

implementing constructivist inspired learning approaches like PBL. 

 
 
 
2.5.2 Staff development for police educators 

 
Linked to the theme of awareness in relation to teaching approaches is the issue of what is 

required for the teaching development of police educators. More generally, the educational 

literature emphasises the importance of formal teacher development, with Hendricson, 

Anderson, Andrieu, et al. stating, “… the success of educational reforms ultimately lies with 

individual instructors and their capacity, individually and collectively, to implement ‘new 

ways of doing things’ ...” (2007, p. 1514). In relation to “educational reforms”, the authors 

are referring to enhancing teaching effectiveness for new learner-centred curriculum 

initiatives such as PBL, with faculty development being central to driving this process. 

While this quote refers to the field of dentistry, it strongly echoes the assertion of this study 

that staff development is similarly crucial in the field of police education. 

In terms of experiences of development, there have been no specific studies conducted in 

the field of police education. However, the need for improved staff development is 

highlighted in the studies by Berg (1990), McCoy (2006), Werth (2009) and Shipton (2011), 

even though these studies, as indicated above, were about teaching orientations. Each 

includes some suggestions about development based on their respective results. 

Specifically, all four indicate there are varying degrees of emphasis on the preference by 

teacher-centred practitioners for content knowledge over the ability to facilitate learning 

processes. In addition, there is also a rationale of covering content in limited timeframes as 

a reason to maintain teacher-centred approaches. The focus on content knowledge and 

expertise at the expense of learning facilitation is particularly highlighted in the more 

dysfunctional categories highlighted by Berg (1990) and is also evident in the narrative 

comments described by Shipton (2011). The rationale of covering content is highlighted in 

the studies of McCoy (2006), Werth (2009) and Shipton (2011) and confirms the suggestion 

by Cleveland and Saville (2007) that learner-centred approaches are often dismissed 

because of the incorrect perception by teaching staff that they apparently do not suit police 

academy curricula. Also linked to the adherence to teacher-centred approaches is the 
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imperative of controlling the classroom that many police educators seem to see as a 

necessary action within a traditionally militarised education context (Werth, 2009; Shipton, 

2011; Cleveland & Saville, 2007; Basham, 2014). Each of these points imply experiences 

of teaching development like the less sophisticated categories outlined in Table 2.2. 

These themes also correspond with the suggestion by Shipton (2008) that three basic 

myths permeate traditional teaching practices within police academies and are problematic 

in terms of teacher development. The first of these myths is that police educators only need 

experience as police, rather than specific teaching skills or qualifications, to teach police 

recruits. This assumption is closely linked to the second myth that learning is limited to 

memorisation or the acquisition of mechanical task-oriented skills as described in detail by 

Spencer (2002). The third myth described by Shipton (2008) is that close control needs to 

be maintained in the classroom as it is in many operational policing situations. These myths 

represent aspects of the policing subculture within police education and are highlighted in 

the reviewed studies via the focus on teachers as the content experts who transmit their 

knowledge to police students in a controlled and militaristic environment that sits 

comfortably within a behaviourist teaching paradigm. Importantly, these three myths seem 

to represent a lack of or limited awareness amongst most police educators of what it 

means to be more learner-centred and are reminiscent of the least sophisticated categories 

described above in Tables 2.1 for teaching and 2.2 for development. As such, these myths 

represent a barrier to more effective teaching development. 

Therefore, given what is problematic with the stance of many police educators, 

consideration should be given to improving staff development programs that specifically 

address these issues. As noted earlier in this chapter, police academy programs are 

largely run internally by police organisations and although they may often seek credit for 

their students with external education providers, historically there has been little in the way 

of formalised teaching standards or qualifications for police educators. Many of the sources 

cited so far in this chapter have strongly encouraged better teaching preparation and 

qualifications for police educators (e.g. Berg, 1990; Birzer, 2003; Dantzker, 2003; McCoy, 

2006; White, 2006; Pearce, 2006; Cleveland & Saville, 2007; Werth, 2009; Shipton, 2011; 

Doherty, 2012; Basham, 2014). However, change in this regard has been limited for 

several reasons including: police educators and their organisations perceiving themselves 

to be police first and educators second, the relatively short length of recruit programs, and 

these programs being narrowly viewed as training in basic skills rather than a complex of 
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interrelated concepts that underpin these skills. There are also various reasons relating to 

costs and time, especially for some police educators who have fixed tenures in police 

academy positions (Basham, 2014). It is also important to recognise that many police 

educators, as with novice teachers generally, often see their development as consisting of 

only improving content knowledge, with a limited focus on developing teaching ability 

(Feixas & Euler, 2012). This recognition must be the first step in moving police educators’ 

development beyond this limited focus to a more specific focus on abilities. Without 

recognising this starting point, the development activities are unlikely to be pitched 

correctly. 

Within the Australian context, the historical process of training and developing police 

educators would generally consist of police turning up for their first day at the academy to 

teach and walking into a classroom with perhaps several days of induction and training 

processes. They might have also been lucky enough to view some lessons conducted by 

experienced teachers first or perhaps gathered some feedback on their first few lessons 

before continuing teaching on their own, with pedagogical development left to their own 

devices. Fortunately, there has been some improvement in this situation in recent decades, 

with most Australian police organisations attempting to conduct teacher development 

courses ranging from several days to a week and attempting to formalise some coaching or 

mentoring processes. However, despite these attempts, there is little available in terms of 

evaluation or research to determine their effectiveness or whether they simply reinforce 

teacher-centeredness or police cultural norms (Basham, 2014). 

Many Australian police educators with extended tenures are also seeking to undertake, 

either with their organisation’s encouragement or on their own initiative, qualifications such 

as the Certificate IV in Training and Assessment16 or even university level teaching 

qualifications. Basham (2014), however, is critical of the Certificate IV as a primary 

qualification because it is designed for workplace training in a competency-based 

environment, which is not suitable for the role police educators in academy environments 

undertake. Basham suggests police educators should be encouraged to undertake more 

advanced higher education programs to improve pedagogical practices and participate in 

research and evaluation of education in their workplaces to further develop their expertise. 
 
 

16 Within the Australian Qualification Framework (AQF), a Certificate IV is equated to half a Diploma level 
qualification. 
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Despite attempts to improve the quality of staff development for police educators, their 

initial level of preparation for their teaching role can be criticised as not being adequate or 

consistent. However, even when teacher preparation programs are provided for police, 

McCoy (2006) and Werth (2009) suggest they do not assure effective teaching. While there 

is strong agreement with the staff development recommendations of Basham (2014), it is 

also recommended that a program based on developing underlying teaching conceptions 

and approaches would be a valuable and complementary strategy to encourage learner- 

centred teaching practice. The specific issue of staff development programs in relation to 

expanding awareness of teaching and learning will be discussed further in Chapter 8 

considering the results from this study. 

 
 
 
2.6 Conclusion 

 
The studies referred to in this chapter are context dependent (Marton, 2000) and thus 

caution should be maintained when generalising results across contexts. It is suggested 

that although police education has similarities to the broader field of adult education, it 

exists in a context that is differentiated to some extent from the practice of academics in 

universities and other tertiary teachers. Whilst the studies of police teacher orientations 

described above have examined the teacher- or learner-centeredness of police educators, 

there has been no research conducted in relation to the variation of teaching experiences 

that underpin these broader orientations. Therefore, examining variation in police 

educators’ experiences can provide new insights into their teaching and development. 

A limited understanding of learner-centred teaching by police educators is a key reason 

why they tend to be teacher-centred. This is because their less sophisticated or incomplete 

understandings do not give them the necessary confidence, knowledge or skills to fully 

realise the benefits of constructivist inspired methods. Crucially, this review identifies a lack 

of awareness in relation to learner-centred teaching methods and emphasises the 

importance of more effective developmental processes beyond initial training programs for 

police educators to promote more sophisticated approaches and lay the groundwork for a 

shift from an authority dependent and teacher-centred culture to one that is increasingly 

learner-centred and focussed upon the problem solving and self-directed learning 

attributes required by police recruits in the 21st century. 
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Chapter 3 
 

Philosophical Underpinnings 
 
3.1 Introduction 

 
This chapter will initially describe the broader strategic framework used for this study based 

on the work of Crotty (1998). Outlining this framework is important as there are variations in 

the epistemological underpinnings researchers use when employing phenomenography. 

The discussion will address assumptions in relation to social constructivism and 

constructionism to align these epistemologies with the ontological assumptions of non- 

dualism underpinning phenomenography (Marton & Booth, 1997; Svensson, 1997). There 

is then a discussion of how phenomenography is used to inform the research methodology 

of this study, with reference to the use of sampling, data collection and data analysis to 

establish variation in police educators’ experiences of teaching and development. The 

application of specific methods used in this study will be discussed in Chapter 4. 

 
 
 
3.2 Strategic Framework 

 
To broadly conceptualise my research approach for this project, I have used a strategic 

framework that allows choices about specific study design and method to be integrated 

towards a common purpose (Patton, 2002). For this study, the strategic framework 

espoused by Crotty (1998) will be used. This is a broad philosophical framework 

encompassing the whole study and should not be confused with the analytical frameworks 

that will specifically inform the second stage of data analysis17. Highlighted in Figure 3.1 

below, the framework uses four layers to distinguish key elements of the overall research 

approach and provides scaffolding for the researcher to move through the research 

process. The foundation of this framework is epistemology, which in turn provides a basis 

for a theoretical perspective, followed by methodology, then finally the research methods. 

Loftus (2006) suggests this framework is useful in providing a format for researchers to 

conceptualise a foundation for their project and the ways in which their ideas can fit 
 
 

17 Two analytical frameworks will be used to examine the how and what elements of categories in relation 
to both teaching and teaching development. These frameworks will be detailed in Sections 4.3.2 and 
4.3.3. 
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together through the different layers to ensure consistency between them. Other research 

perspectives could have been used instead of Crotty’s; for example, those of Lincoln and 

Guba (2003) and Higgs (2001) which describe research frameworks that relate more 

closely to Crotty’s theoretical perspective element. However, Crotty’s framework was 

ultimately chosen for this study due to its simplicity in explaining the full depth of the overall 

research structure. 
 
 
 

 
 

Figure 3.1. Crotty’s research framework. From Crotty, 1998, p. 4. 
 
 
 
In relation to Crotty’s framework, epistemology is used as its foundation because it asks 

what knowledge is, how we acquire it and to what extent a given subject can be known 

(Crotty, 1998). This study will use a combination of constructionism and social 

constructivism as its epistemological basis. The non-dualist ontology of phenomenography 

is placed next to epistemology, with the relationship between the two being elaborated on 

in Section 3.3. The next element in Crotty’s framework is a statement of the theoretical 

assumptions within the research task. Interpretivism will provide the theoretical basis of this 

study, which is closely aligned with constructionism and social constructivism. 

Interpretivism distinguishes the inherently meaningful actions in human social contexts and 

is described further in Section 3.4. The third element of the framework refers to 

methodology, which Crotty describes as a strategy or plan of action (1998). The 

methodology for this study is the research approach or specialisation of phenomenography. 
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This approach was chosen to examine, establish and detail variation in the ways police 

educators experience teaching and its development. In fact, phenomenography was 

chosen as the research approach to this study in the initial stages of its conception, and the 

levels corresponding to Crotty’s framework were determined around it. The methodology in 

relation to phenomenography will be discussed in Section 3.5; and the method used for this 

study is discussed in Chapter 4. A summary of Crotty’s model, as it is applied in this study, 

is set out below in Figure 3.2. 
 
 
 

 
 

Figure 3.2. Strategic Framework. Adapted from Crotty, 1998. p. 4. 
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3.3 Epistemology 
 
Crotty (1998) does not highlight ontology in his framework, suggesting it tends to merge 

with epistemology. However, both are highlighted in Figure 3.2 because the non-dualist 

ontology of phenomenography will be linked to the epistemologies chosen to underpin this 

study. In relation to this study’s epistemology, the terms constructionism and social 

constructionism are often used interchangeably in the literature but there are differences in 

their interpretation. Crotty (1998, p. 54) suggests some use the word “social” to imply “… 

construction of social reality”, rather than “… social construction of reality”, however, he 

prefers the latter definition. He states social realities that are socially constructed would be 

a notion even the most ardent positivist would find difficult to contradict but suggests this 

meaning should extend to the construction of all meaningful reality. The key to the word 

‘social’ is that it is a mode of meaning-making, rather than an object (in this case, social 

situations) that has meaning (Crotty, 1998; Gergen, 1999). For this study, the term 

constructionism will mean social constructionism in the sense described by Crotty. A similar 

distinction is not made between constructivism and social constructivism because 

constructivism is a broader term that sees the individual mind constructing reality (Gergen, 

2009), whilst social constructivism emphasises a more specific focus on the collaborative 

nature of learning in a social and cultural context (Vygotsky, 1978; Palinscar, 1998). For 

this study, a constructionist epistemology will be assumed, with an additional focus on 

social constructivism. The differences between constructionism and social constructivism 

are outlined in Section 3.3.2. 

 
 
 
3.3.1 Constructionism 

 
Constructionism is an epistemological position according to which all understandings are 

human constructions that cannot be objective, absolute or generalisable (Crotty, 1998). 

Crotty defines constructionism as, 

… the view that all knowledge, and therefore all meaningful reality as such, is contingent 
upon human practices, being constructed in and out of interaction between human beings 
and their world, and developed and transmitted within an essentially social context. (1998, 
p. 42) 

 
The emphasis here is on meaning being constructed by the research participant in relation 

to the phenomena in question, rather than discovering pre-existing knowledge, as would be 



67  

implied by an objectivist/positivist epistemology. The same applies to the researcher, who 

constructs or constitutes meaning in the research results for this study as part of his 

relationship with the world generally, which specifically includes the interview transcripts 

obtained from the research participants. In this regard, there is a primary emphasis upon 

discourse as the means through which the self and the world are articulated (Gergen, 

1999). 

While Crotty (1998) emphasises the differences between constructionism and objectivism, 

he is also careful to distinguish the former from the epistemological stance of subjectivism, 

which suggests our thoughts are the only unquestionable facts we experience. 

Subjectivism can also lead to the philosophical idea of solipsism, which suggests that we 

can be unsure of anything that exists outside our mind (Richardson, 1999). 

Constructionism is different to a subjectivist epistemology in that it acknowledges the 

existence of the world and objects within it and suggests they are our partners in the 

generation of meaning. A similar argument was proposed by HusserI (1931), who 

suggested the perception of objects was not passive but a constitutive process by the 

human consciousness that allows people to construct as much as they perceive of the 

world (Holstein & Gubrium, 2000). In this sense, constructionism brings and holds together 

both objectivism and subjectivism (Crotty, 1998). This view resonates with the statement of 

Marton (2000) in relation to phenomenography, that the objective and subjective worlds are 

not separate and explains why constructionism can align with the non-dualist assumption of 

phenomenography (Richardson, 1999). 

This constructionist perspective certainly recognises the existence of the real world beyond 

human consciousness but also suggests that humans will construct their own meanings of 

this real world within various social contexts. To highlight this point, Crotty (1998) uses the 

analogy of a tree. The tree certainly exists as a thing; however, before humans existed, 

there would have been no meanings attached to this object. Our understanding and 

perceptions of a tree have been constructed by humans over time. While this 

understanding may seem straightforward to us as individuals, Crotty (1998) suggests this 

meaning would have different connotations to a logger, an artist or a person in a treeless 

slum. These differences or variations in meaning of the same thing are an important 

consideration in phenomenographic studies because this variation allows a researcher to 

describe peoples’ qualitatively different ways of experiencing a given phenomenon (Marton 

& Booth, 1997). Constructionism is compatible with phenomenography in this regard 
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because it accepts different perceptions or multiple realities from a collective viewpoint 

without suggesting one is more right or true than the other (Patton, 2002). This 

epistemological perspective is important in relation to the researcher being non- 

judgemental in the data collection and analysis processes. 

The bringing together of objectivity and subjectivity highlights another important 

consideration within phenomenography, namely its emphasis on a non-dualist ontology. In 

relation to phenomenography, the key ontological assumption is the non-dualistic nature of 

the human mind and its body or environment (Svensson, 1997), which suggests human 

reality is not divided into an objective and subjective world (Ireland, Tambyah, Neofa & 

Harding, 2009). The same can be said for constructionism, which rejects the mind-body 

divide described by Descartes (Crotty, 1998; Gergen, 2009). 

Constructionism also aligns with the concept of intentionality (Crotty, 1998), in a way similar 

to non-dualism (Marton & Booth, 1997). The nineteenth century philosopher Franz 

Brentano proposed that our consciousness is always directed towards an object of 

consciousness and the idea was similarly described by Husserl (Holstein & Gubrium, 

2000). This concept became known as intentionality, based on the original word from Latin, 

which means moving or tending towards rather than describing a choice or planning 

(Crotty, 1998). The concept of intentionality emphasises the active relationship between a 

conscious subject and the object of the subject’s consciousness, suggesting humans “… in 

their totality are intentionally related to their world” (Crotty, 1998, p. 45). However, there are 

different forms of intentionality used by phenomenographers. Typically, phenomenographic 

studies use Brentano’s intentionality as a philosophical basis (Pang, 2003), although Box 

(2013) suggests it is not necessarily applicable to every phenomenographic study as it is a 

theory of mind rather than a theory of action. Whilst it is still suggested that intentionality is 

an important part of this study’s epistemological perspective, a folk concept18 of 

intentionality outlined by Malle and Knobe (1997) will be used to inform this study as a 

more appropriate representation of intention in action (Box, 2013). Further detail of how the 

folk concept of intentionality relates to this study will be described in Section 3.5.6. 
 
 
 
 
 
 

18 It was labelled a folk concept based on empirical research demonstrating how people distinguish 
intentional and unintentional actions (Malle & Knobe, 1997). 
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3.3.2 Social Constructivism 
 
In addition to constructionism, social constructivism will also inform the epistemological 

basis of this study. From an epistemological viewpoint, the focus of constructivism is upon 

meaning-making in the individual mind, as opposed to constructionism, where the focus is 

upon collective generation and transmission of meaning (Crotty, 1998). Ackermann (n.d.), 

in his comparison of Piaget’s constructivism and Papert’s constructionism, highlights that 

both share the construction and reconstruction of knowledge through personal experience 

of the world and a developmental view as to how people outgrow their views and construct 

deeper understandings about themselves and their environments. Papert himself agrees 

with this view and further suggests how these concepts vary by stating, 

Constructionism—the N word as opposed to the V word— shares constructivism’s view of 
learning as “building knowledge structures” through progressive internalization of actions … 
It then adds the idea that this happens especially felicitously in a context where the learner 
is consciously engaged in constructing a public entity, whether it’s a sand castle on the 
beach or a theory of the universe. (1991, p. 1) 

 
Constructionism and constructivism are therefore different facets of the same approach, 

with constructivism highlighting the individual learning perspective of the research 

participants and constructionism representing the experiences of the given collective of 

research participants. This emphasis upon both individual and collective levels will inform 

the analytical approach in this study. 

For this study, there will be an emphasis upon social constructivism rather than 

constructivism more generally. Broadly speaking, there are two main areas of 

constructivism that grew out of the dissatisfaction with the behaviourist approaches to 

learning (as discussed in Section 2.4 in relation to police education). The first is often 

referred to as personal or cognitive constructivism and stems largely from the work of 

Piaget, with an emphasis upon the intrapersonal process of individual knowledge 

construction (Talja, Tuomine & Sovoainen, 2004; Liu & Matthews, 2005). The 

epistemological argument of this tradition is that knowledge is not a self-sufficient entity that 

can be transmitted; rather it is individually constructed (Liu & Matthews, 2005). The other 

variant is social constructivism, which has been strongly influenced by the work of Vygotsky 

(1978) and the later work of Bruner (1976). This perspective shares the same basic 

premise of knowledge construction with cognitive constructivism but emphasises the 

influences of societal and historical perspectives as well as the interactions with significant 

others (Talja et al., 2004). The epistemological stance of social constructivism is that 
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knowledge is constructed through negotiation and interaction with other people in situated 

and context bound activity (Liu & Matthews, 2005; Palinscar, 1998). 

Vygotsky (1978) emphasised the dynamic interdependence of social and individual 

processes in the construction of knowledge, with society and culture providing the cognitive 

tools to develop meanings. He theorised that people use a dialectic process of synthesising 

contradictions, where speech and thought become intertwined along with the social and the 

individual. This synthesis drives development in a way that rejects the idea that 

development is a gradual accumulation of separate changes; rather, it is a complex, 

uneven and qualitative transformation intertwining external and internal factors (Vygotsky, 

1978). From this perspective, thinking is embedded in and reflective of social life, with 

Vygotsky suggesting there is nothing in the mind that is not first in society (Gergen, 2009; 

Bakhurst, 2007). This epistemological stance of social constructivism is particularly relevant 

to the community of police educators who are participating in this study. They share and 

discuss their teaching roles with fellow educators in a context strongly influenced and 

defined by the policing occupation and its culture. 

 
 
 
3.3.3 Compatibility of phenomenography and social constructivism 

 
Within the literature relating to the research methodology chosen for this study there is a 

key difference highlighted between the social constructivist perspective and 

phenomenography (Marton & Booth, 1997). While phenomenography holds a non-dualist 

perspective, social constructivism is described by some as holding a dualist perspective, 

wherein the inner world of the mind and the outer world of society are separated (Ireland et 

al., 2009; Marton & Booth, 1997). Thus, some of the key authors of phenomenography 

theory such as Ference Marton and Shirley Booth, although acknowledging an affinity 

between phenomenography and social constructivism, rejected the latter as part of the 

former’s underlying theory and instead proposed a non-dualist ontology that sees a relation 

between the inner and outer world (Richardson, 1999). However, it should be said that not 

all social constructivists hold a dualist perspective (Linder & Marshall, 2000). There is also 

the argument put forward by Liu and Matthews that Vygotsky’s theories, rather than 

espousing a dualist perspective, instead present a historical-dialectical-monist philosophy 

that “… is at odds with the dualist approaches inherent in many popular accounts of 

constructivism …” (2005, p. 387). 
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The western Cartesian model of mind-body dualism promoted by Descartes had cast a 

long shadow over philosophy and psychology as it struggled to address what had become 

known as the mind-body problem (Bakhurst, 2007). Phillips (1995) and Liu and Matthews 

(2005) highlight a wide variety of views situated under the broad umbrella of constructivism, 

with many theorists gravitating to the paradigm of mind-body dualism, a position Liu and 

Matthews believe constructivism was instead meant to avoid. Liu and Matthews (2005) also 

suggest the position of dualism leads to epistemological relativism and has resulted in 

misinterpretations of Vygotsky’s work. Vygotsky himself argued that previous attempts by 

theorists to develop a monistic rather than dualistic picture of mind and body had been 

thwarted by a reduction of the mind to a mechanistic nature and an unwillingness to depart 

from Descartes’s terms of the debate (Bakhurst, 2007). 

While Bakhurst (2007) suggests Vygotsky’s work did not provide an exact form that non- 

reductive monism should take, Liu and Matthews (2005) and Robbins (2001) suggest he 

found an alternative to dualism through historical-dialectical-monism, which provided a 

functional unity of mind and body. These authors claim this epistemological paradigm 

informs Vygotsky’s educational philosophy, where the mind interacts with the external world 

in at least three key aspects, namely: (a) social collectivity, which is quantitatively different 

from the sum of isolated individuals; (b) language, which functions as an indicator of 

objective reality as the mental generalisations and activities; and (c) consciousness, being 

conceptualised as human rationality, with its development based in the ongoing dialectics 

of mind and world (Liu & Matthews, 2005). This argument suggests that social 

constructivism, along with constructionism, is a compatible epistemological basis for the 

non-dualistic ontology of phenomenography. 

 
 
 
3.3.4 The non-dualist ontology of phenomenography 

 
Ontology relates to “… the nature of existence ... the structure of reality …” (Crotty, 1998, p. 

10). From a phenomenographic perspective, the reality experienced by research 

participants is not psychological or physical but is comprised of “… an internal relationship 

between the subject and the world …” (Marton & Booth, 1997, p. 122, emphasis added) or 

in the case of this study, the relation police educators have with their teaching and their 
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teaching development. Essentially, experience is non-dualist as opposed to a positivist or 

objectivist ontology of dualism that views subject and object as separate entities (Crotty, 

1998). This ontology used in phenomenography is based on the work of Husserl (Marton, 

1986; Richardson, 1999; Sandberg, 2005) and Heidegger (Sandberg, 2005; Box, 2013). 

 
 
 
3.4 Theoretical perspective of interpretivism 

 
The second stage of Crotty’s framework (see Figure 3.1) refers to a theoretical perspective 

that should provide a context for the research process and a basis for the knowledge 

assumptions used in this process (1998). In the case of this study, the theoretical 

perspective is that of interpretivism. This choice is closely aligned with the interpretive 

assumptions of phenomenography (Svensson, 1997) and demonstrates consistency with 

the epistemological nature of constructionism (Richardson, 1999) and social constructivism. 

A given research perspective or paradigm provides the researcher with a set of beliefs and 

feelings about the world that makes demands in relation to the questions asked and the 

interpretations made (Denzin & Lincoln, 2003). From an interpretive perspective, human 

actions are meaningful and therefore they need to be interpreted and understood within a 

social context, where these meanings are constructed through human interactions (Usher, 

1996). Interpretivism stems from the German human sciences tradition of Verstehen 

(understanding), which arose from the work of neo-Kantian sociologists including Weber, 

Dilthey and Windelband in reaction to the then dominant philosophy of positivism (Crotty, 

1998; Denzin & Lincoln, 2003; Loftus & Rothwell, 2010). 

Carr and Kemmis (1986) suggested that positivistic researchers could not explain the 

reasons behind their observations of human movements. For example, a person might be 

observed to raise their hand and make a gesture, however, without understanding their 

cultural context or individual intentions, this gesture could be interpreted in a variety of 

ways, be it a greeting, an insult or a request to do something. Carr and Kemmis use the 

word “actions” to clarify what an interpretive researcher is attempting to achieve in relation 

to understanding meaning. In this sense, actions cannot be observed the same way as an 

object in nature or a simple human movement. They suggest these actions, 

… always embody the interpretations of the actor, and for this reason can only be 
understood by grasping the meaning that the actor assigns to them. A task of interpretive 
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social science is to discover these meanings and so make action intelligible. (Carr 
& Kemmis, 1986, p. 88) 

 
It should also be noted at this point that within the field of interpretive practice, there is also 

some variation in views of what the researcher’s stance should be towards the object of 

research. Denzin and Lincoln (2003) suggest that traditional interpretive approaches tend 

to see the researcher as external to and unaffected by the interpretive process, 

metaphorically looking over the shoulder of a research participant and using procedural 

processes to keep an objective distance. In this respect, Carr and Kemmis (1986) suggest 

this perspective is in some ways like positivism because it represents a researcher 

interpreting an object in a neutral and disinterested way, without fully understanding the 

social context in question and limiting the degree of critical analysis. They further suggest 

this can restrict the researcher’s ability to confront deeper questions from this context and 

provide practical solutions, which should be a particularly important goal in educational 

research. 

Denzin and Lincoln (2003) put forward philosophical hermeneutics as an interpretive 

approach that takes a different perspective on the researcher’s positioning when compared 

to traditional interpretivism. Attributed to Gadamer and Taylor, who were inspired by the 

work of Heidegger, philosophical hermeneutics argues that understanding is interpretation 

and a fundamental part of the human condition, rather than a procedure or rule-like process 

conducted apart from the social context. This understanding is not an isolated activity but a 

basic part of human experience of life that cannot be reduced to anything simpler or more 

immediate (Denzin & Lincoln, 2003, p. 301). 

Gadamer (1998) argues the process of understanding or interpreting is not an activity that 

can be undertaken separate from our normal human processes and socio-historical 

context. In this sense, the subject and object of research are co-located within a cultural 

framework, therefore understanding cannot be achieved by setting aside one’s prejudices 

or pre-judgements. Rather, as a researcher we should recognise we belong to a given 

social context and engage with it while also trying to understand our own bias in a reflective 

manner (Usher, 1996; McIntyre, 1998; Denzin & Lincoln, 2003). 

This interpretive process requires engagement that is both participative and dialogical, 

where understanding is produced through mutual negotiation in the act of interpretation, 

rather than the interpreter simply finding an answer and reproducing it in his own words 

(Denzin & Lincoln, 2003). Gadamer’s (1998) approach within this process suggests any 
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interpretation of the whole depends also upon an interpretation of the parts. This process, 

developed from Heidegger’s (1962) hermeneutic circle, asks the researcher to move from 

the parts to the whole and back again in an expanding circular motion and always against a 

backdrop of assumptions, beliefs and practices (Usher, 1996). An analogy used by Usher 

(1996) asks us to consider this process when reading a book. The book’s meaning 

depends upon the meanings within the chapters (or parts), yet the meaning of the chapters 

also depends upon the meaning of the whole book. We also bring to this process our 

broader understanding from the social context in which we reside. Usher emphasises that 

“Knowledge-formation is therefore conceived as circular, iterative, spiral – not linear and 

cumulative as portrayed in positivist/empiricist epistemology” (1996, p. 19). 

Phenomenography and its association with variation theory correspond with Usher’s 

assertion that knowledge construction “…is always a matter of knowing differently rather 

than cumulative increase, identity or confirmation” (1996, p. 19). 

An interpretive perspective views the researcher as part of the socio-historical background, 

or what Gadamer (1998) described as our tradition, which ultimately influences research. 

Kuhn (2012), whose work on changing paradigms in the natural sciences posed similar 

questions to Gadamer, disputed the notion of a researcher standing outside the world to 

question it because the researcher would be otherwise influenced by assumptions or bias 

within their own tradition or paradigm (Usher, 1996; Loftus & Rothwell, 2010). So as a 

researcher, rather than trying to suspend my beliefs or assumptions during the interviews 

or analytical process, I attempted to be aware of them without influencing my 

interpretations but also allowing myself to question these fundamental beliefs and 

assumptions in a reflective manner as part of a process of bracketing my own beliefs that 

is consistent with phenomenographic principles (Ashworth & Lucas, 2000). 

 
 
 
3.5 Methodology of phenomenography 

 
Methodology refers to a strategy or process lying behind the research methods chosen 

(Crotty, 1998). Phenomenography is a research approach or specialisation informing the 

methods used in this study that is, 

… adapted for mapping the qualitatively different ways in which people experience, 
conceptualise, perceive, and understand various aspects of, and phenomena in, the world 
around them. (Marton, 1981, p. 31) 
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In other words, a phenomenographic study attempts to describe the variation in 

experiences of the sample group of research participants. There is an orthodoxy in 

phenomenographic approaches (Marton, 1981, 1986; Marton & Booth, 1997), although 

over time there has been increasing variation in how this approach has been applied 

(Åkerlind, 2005a). This study sampled a group of research participants, interviewed them, 

then analysed and interpreted the transcribed data. 

Phenomenography developed out of research by Marton, Säljö, Dahlgren and Svensson in 

the mid 1970’s (Marton, 1981). This research studied the qualitatively different ways that 

students experienced their learning and was differentiated from other methodologies in that 

it studied education from the students’ or a second order perspective. This research 

approach provided results that were useful in terms of understanding how a body of 

knowledge might be formed, thus assisting the development of appropriate pedagogy 

(Marton, 1981). Phenomenography has been used in a range of contexts, including 

approaches to teaching and learning, school students’ understandings of scientific 

principles, and general issues unrelated to education (Bowden, 2000). This study aligns 

with the description of Marton (1981) in that it seeks to use research results to inform 

learning about teaching. 

For this study and its educational goal of informing the practice of police educators, 

developmental phenomenography informed its methodology rather than what is termed a 

pure phenomenographic approach. With pure phenomenography, there is a focus upon 

describing people’s conceptions of everyday reality rather than educational contexts 

(Marton 1986). In contrast, developmental phenomenography generally has a focus on 

teaching and learning issues, with a view to using research to help participants develop and 

change within these situations. Therefore, with the pure approach, the research outcomes 

become the key objective, while within a developmental approach the research outcomes 

are used as a stepping stone to suggest ways of developing conceptions and approaches 

to teaching and learning (Bowden, 1995). This focus on developmental rather than pure 

phenomenography influenced how the research method was applied in relation to the 

analysis of the data and the presentation of results. More specifically, the analytical process 

in this study emphasised the construction of useable outcomes over exploring theoretical 

boundaries of phenomenographic practice. 
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For the purpose of this study a way of experiencing is “… a way of discerning something 

from, and relating it to, a context” (Marton & Booth, 1997, p. 112). The term “way of 

experiencing” has often been synonymous with terms such as “conceptions” or “ways of 

understanding” (Marton & Booth, 1997; Säljö, 1997), however, Marton and Pong (2005) 

also clarify that conceptualising is not the same as experiencing, with experience also 

including what is known via our senses. As such, experience from a phenomenographic 

perspective can mean the content of consciousness or the product of knowing something 

via the senses (Box, 2013). For this study, a way of experiencing19 is defined as being 

inclusive of conceptions, or what the research participants think about teaching and 

development. It is also inclusive of approaches, or what participants do when teaching or 

developing their teaching. Studying ways of experiencing, rather than taking a narrower 

focus on conceptions, was considered important in this study for several reasons. First, 

there have been limited studies of teaching approaches in the field of adult education 

(Trigwell et al., 1994), with most studies focussed on conceptions as seen in Table 2.1. 

Second, I believed that police educators would likely respond to their interviews with 

examples of their practice or approaches rather than engage in a more theoretical 

discussion of teaching and development conceptions. This belief is based on my 

experience of policing being an action or outcome based culture that can often be 

dismissive of theory based discussion. In other words, police educators tend to focus on 

practical classroom strategies rather than theoretical points. Third, I agree with the 

suggestion of Lupton (2008) that describing a way of experiencing is more communicable 

or easier to explain to the reader rather than describing conceptions. The following sections 

from 3.5.1 to 3.5.6 will discuss the elements of relevant phenomenographic methodology. 

 
 
 
3.5.1 Relationality 

 
In considering the perspective of the researcher when undertaking phenomenography, it is 

important to understand the phenomenographic assumptions of relationality and the non- 

dualistic ontology mentioned in Section 3.3. On one level of relationality, the non-dualist 

assumption recognises there is no dividing line between the inner world of the human mind 

and the outer world surrounding the individual. Marton and Booth suggest the world is not 

constructed by the individual alone or imposed by the outside on the individual; rather, 
 

19 The terms “way of experiencing” and “experiencing” or “experiences” are used interchangeably. 
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...it is constituted as an internal relation between them. There is only one world, but it is a 
world we experience, a world in which we live, a world that is ours (1997, p. 13). 

 
This relation between the internal and external or between individual thought and external 

reality is fundamental to assumptions of knowledge in phenomenography, where the main 

aim is to represent the collective experiences of interviewees regarding the phenomenon 

(Svensson, 1997). These experiences will vary depending on how each research 

participant thinks about their external reality because the object of study in 

phenomenography is not the phenomenon per se, but the relation between the 

phenomenon and each interviewee or subject (Bowden, 2005). This second order 

perspective, adapted to experiences of teaching20 for this study, is expressed in Figure 3.3 

below. 

 

 

Figure 3.3. Object of research for this study. Adapted from Bowden, 2005, p. 13. 
 
 

A first order perspective in research would ask the researcher to directly study the 

phenomenon in question, however, phenomenography seeks a second order perspective 

by studying research participants’ or subjects’ relation with the phenomenon (Bowden, 

2005). A further aspect of relationality is the view that participants’ experiences are 

influenced by their intentions or purpose within the context in which the phenomenon is 

embedded. This context can in turn influence the participants’ experience (Svensson, 1997; 

Trigwell, 2000). The focus on contextual situations is central to the requirement of 
 

20 In relation to a way of experiencing teaching development, the same model applies, simply substituting 
“teaching development” for “teaching”. 
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phenomenography to be sensitive to individual experiences, which must be grounded 

within participants’ lived experience or “lifeworld” (Ashworth & Lucas, 2000, p. 299). 

Svensson (1997) also highlights the relation of ways of experiencing the phenomenon to 

language, through which they are the most accessible, and the cultural and social contexts 

in which these experiences are embedded. Therefore, phenomenographic interviews tend 

to focus on contexts related to the phenomenon and explore concrete examples from the 

participants’ experiences (Åkerlind, 2005b). McKenzie (2003) also warns that each 

research participants’ conceptions can vary between different contexts and suggests the 

researcher can help them consider differing contexts and thus reveal different aspects of 

their experiences during the data collection process. 

 
 
 
3.5.2 Data collection from a phenomenographic perspective 

 
These considerations regarding relationality call for guidelines to ensure the data collection 

process is conducted in a way that avoids distorting the research outcomes, as outlined in 

Section 4.2. Bowden (2005) emphasises the importance of the researcher controlling their 

own relations with the phenomenon and the subject to minimise distortion of a participant’s 

experiences. Ashworth and Lucas (2000) refer to this methodological requirement as 

“bracketing”, where the interviewer, as far as possible, sets aside their own assumptions to 

make a participant’s point of view clear. Ashworth and Lucas (2000) base their discussion 

of bracketing on the knowledge developed by phenomenological researchers, particularly 

from the Husserlian tradition, in terms of what should or should not be bracketed. However, 

they also caution that a pragmatic approach should be taken in relation to bracketing by 

accepting that it is most likely not possible to be philosophically absolute regarding what 

can or cannot be bracketed. 

Gadamer (1998), however, is critical of the extent to which people can bracket their 

experiences, indicating the difficulty of escaping our socio-historical context, within which 

we are attempting to interpret. The concept of bracketing was developed from Heidegger’s 

philosophical hermeneutics, where Gadamer suggests an understanding is established 

within the “hermeneutic circle”. This is an iterative and linguistically mediated process that 

occurs when reality is explored with others and an agreement is reached in relation to a 

new understanding (1998, p. 271). Thus, what Gadamer describes as the “fusion of 

horizons”, requires the researcher to acknowledge their own bias in a way that allows them 
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to accept and understand new or contradictory information in a way that can help fuse 

different understandings or awareness in a learning process (1998, p. 305). As part of the 

bracketing process, biases and assumptions will be considered in a reflective manner to 

inform the interpretive process (Laverty, 2003). Some phenomenographers are now 

advocating the approach of Gadamer rather than the use of bracketing purely from a 

Husserlian phenomenology perspective (Barnacle, 2005; Dortins, 2002). 

Gadamer’s (1998) philosophical hermeneutics informed the bracketing process used in this 

study, in that I have acknowledged my own socio-historical context and attempted to reflect 

upon this context in the light of engaging with participants and their transcripts. I have also 

remained aware of my opinions and was open to the range of ideas and experiences put 

forward by research participants, consistent with the phenomenographic assumption that 

their experiences are not right or wrong but perhaps more or less limited in relation to each 

other (Åkerlind, 2007). This approach is also consistent with the constructionist/social 

constructivist epistemology used as a foundation of this study as there was a recognition 

that the researcher exists as a practitioner within the social-historical context of police 

academy teaching. 

The use of interviews as the sole method of data collection, can be explained by the nature 

of phenomenography and how police educators’ experiences are explored from a second- 

order perspective in this study. In relation to phenomenography, there are guidelines and 

suggestions made by various researchers (Åkerlind, 2005; Ashworth & Lucas, 2000; Sin, 

2010) to minimise the researcher’s influence and let the participant define his or her own 

terms of reference as much as possible. Despite this, there are occasions where the 

interviewer must provide direction in relation to the phenomenon. For example, to begin the 

interview, the researcher must verbalise a shared topic that is meaningful (Ashworth & 

Lucas, 2000; Dortins, 2002). The nature of the semi structured interview also requires 

direction via new questions at planned stages within the interview (Bowden, 2005). Beyond 

these structured questions, it is important for the interviewer to refrain from introducing new 

terms and inputs or making verbal or non-verbal judgements that may influence the 

participant (Bowden, 2005; Sin, 2010). 

While conducting the interview, and considering what further questions to ask, it is 

important to keep a focus on the meaning of the phenomenon from the perspective of the 

participant (Åkerlind, 2005b). This is part of a dialectic process that requires an open and 
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non-judgemental attitude towards what the participant is saying, but at the same time 

maintaining a good awareness of which comments require further exploration (Åkerlind, 

2005b; Ashworth & Lucas, 2000; Dortins, 2002). The role of the researcher here is to assist 

the participants with the expression of their ideas and understandings of the phenomenon 

but without trying to influence their relation with the phenomenon. Dortins (2002) suggests 

that while the participant should maintain authority over his or her ideas, it is up to the 

researcher to make decisions as to which topics will be explored in greater depth. Åkerlind 

(2005) agrees with the directive role played by the researcher but concedes there is 

potential for some bias as their relation with the phenomenon can determine the direction of 

the conversation. There is also a continual process of negotiation in relation to the 

meanings of questions and participant responses as the interview progresses (Dortins, 

2002). This may require asking modified versions of questions or articulating ideas back to 

the participant to establish a shared meaning. 

As part of the quest for meaning during the dialectic process of interviewing, there are also 

some fundamental attitudes the researcher should bring to the situation. Åkerlind (2005b) 

and Bowden (1995) describe the value of being focused on the meaning of the 

phenomenon from the participant’s perspective. Bowden (1995) indicates that the 

researcher during the interview should ask themselves what the participant understands 

the phenomenon to be, based on what they are saying during interviews. For me, this 

meant questioning the meanings police educators attributed to their teaching and 

development. This consideration is important because participants may use similar words 

to each other and yet attribute different meanings to them (Bowden, 1995). For example, 

the term “engage” was used on numerous occasions by a range of the participants in this 

study in relation to what they wanted their students to do as part of the teaching process. 

However, as a researcher, I remained aware that educators have a wide range of 

meanings for this term (Harris, 2008) and so I would often ask follow up questions to 

explore its meaning, particularly in relation to what the participants expected their students 

to do to be engaged. Follow up questions are also useful for exploring a participant’s 

intentions toward the phenomenon and building upon their ideas and how they think about 

them. Trigwell (2000) emphasises the importance of exploring intentions, as these strongly 

influence a participant’s experience and reflect how they approach issues such as teaching. 

This opening towards a participant’s experience and being aware of other aspects of it can 

also be assisted by an empathetic approach during the interview (Ashworth & Lucas, 
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2000). An example of this might involve listening to a participant making factual claims in 

relation to a phenomenon that the interviewer might regard as incorrect or simplistic. The 

researcher may mistakenly disregard this data or choose not to explore it further; however, 

Ashworth and Lucas (2000) suggest that by empathising with the participant’s experience 

or lifeworld, this risk should be minimised. It is crucial for phenomenographers to see the 

range of experiences described by their subjects as important due to their search for 

variation amongst the sample group. By dismissing data not seen as correct, the 

researcher would be allowing their relations with the phenomenon and the subject to 

influence and diminish the data collection process. Instead, an empathetic attitude towards 

the participant should encourage the researcher to see any factual claims, whether 

considered correct or not, as interesting and valuable because they represent a point on 

the range of possible variations rather than a right or wrong answer. 

In terms of influences on the data collection process, there are also considerations in 

relation to the role of the participant. Marton and Booth (1997) suggest research 

participants can assist or subvert the researcher’s intentions to explore their experience in 

relation to the relevant phenomenon. On the positive side of this situation, the participant 

may enjoy being able to reflect upon their practice and may wish to impress the researcher 

via an exploration of their experience (McKenzie, 2003). However, McKenzie (2003) also 

warns the intention to impress may be problematic as participants may describe facts that 

are not directly related to their teaching. This issue is described by Argyris and Schön 

(1978) in terms of their distinction between espoused theory and theory-in-use. Espoused 

theory represents what a teacher might declare publicly in relation to their beliefs and views 

of their role and might suggest ideal learner-centred descriptions. Theory-in-use is based 

on undeclared values and strategies that inform their practice and reflect what is happening 

in their practice, which might often be a more teacher-centred approach. Samuelowicz and 

Bain highlighted this same issue in their studies, describing it as, 

… one of the mysteries of higher education - the disjunction between the stated aims 
(promotion of critical thinking) and educational practice (unimaginative coverage of content 
and testing of factual recall). (1992, p. 10) 

 
This disjunction also relates to the issue of “What is x” questions raised by Bowden (2005), 

where participants are inadvertently encouraged to describe what they think they should be 

doing, or espoused theory, rather than their actual approaches or theory-in-use. In relation 

to the phenomenographic interview, exploring theories-in-use rather than espoused theory 
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is an important goal in addressing the research object, with the previous suggestions of 

Åkerlind (2005a) and Bowden (2005) to encourage discussion of a participant’s direct 

experience. However, it should be acknowledged that some participant responses may 

include an element of socially desirable responding and not always provide a complete 

experience from a participant’s point of view (Harris & Brown, 2010). 

 
 
 
3.5.3 Data analysis in phenomenography 

 
The strategy of bracketing the researcher’s relation with the phenomenon remains equally 

valid in the analysis phase as it does with data collection (Bowden, 2005). Other rules of 

phenomenological reduction are also important from the start of data analysis, including 

seeing all descriptions from the transcripts as equally important and seeking to describe 

rather than explain (Box, 2013). The interview transcripts collected from the research 

participants are the source of data for analysis in this study. During analysis in 

phenomenography, it is important to remain faithful to the transcripts as it ensures the 

categories of description constituted by the researcher are justified in terms of what was 

represented in the transcripts themselves (Åkerlind, Bowden & Green, 2005). However, the 

role of the researcher in the interpretation of the transcripts differs amongst researchers, 

and this is discussed in Section 3.5.4. 

From a broad perspective, the analysis process requires the researcher to, 
 

... establish a perspective with boundaries within which she is maximally open to variation, 
boundaries derived from her most generous understanding of what might turn out to be 
relevant to depicting differences in the structure of the pool. (Marton & Booth, 1997, p. 133) 

 
The term “pool” relates to the pool of meanings within the interview transcripts. Importantly, 

this pool is viewed from both an individual and a collective viewpoint, with the researcher 

constantly moving from individual to groups of transcripts in the search for meanings. 

Marton and Booth (1997) describe the analysis process the researcher undertakes as 

focusing upon one aspect of the object to find its aspect21 of variation, while at the same 

time holding other aspects frozen. This might be done for several aspects and in relation to 

an individual or a group of transcripts in an iterative process until meanings are stabilized. 
 

21 The word aspect in relation to this study it will be used to refer to a part or feature of the data discerned 
by the researcher during analysis. Some of these aspects will eventually be defined as critical aspects 
based on further analysis and interpretation. See also Glossary (p. xiv). 
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Broadly speaking, the first phase of the analysis process sees the researcher interpreting 

the data to establish meanings. The phenomenographic focus is on establishing variation in 

meanings among the research participants and sorting these differing meanings, or ways 

the participants relate to the phenomenon, into separate categories (Marton, 1986; Marton 

& Pong, 2005; Bowden, 2000). There is no standard practice in phenomenographic 

research in relation to whether key quotes are removed from the transcripts and considered 

in a separate pool or whether the transcript is dealt with all the time. Regardless of the 

approach taken, it is important for the meanings to be considered in terms of the context of 

the transcript (Säljö, 1997; Bowden, 2000). At the end of this first phase, a limited number 

of draft categories of description should emerge, with the requirement that there should be 

the minimum number of categories needed to explain variations in the data (Orgill, 2002). 

Whilst the experiences of each individual research participant can be described as unique 

constructions, the sharing of these experiences via a common language requires 

commonality, thus narrowing the ways they can be described (Marton & Booth, 1997). Box 

(2013) also suggests there are limits to what can be common to a group of people, further 

limiting the ways of experiencing that might be expressed at a collective level. 

Finding and delimiting this variation in how the research participants experience the 

phenomena in question is the main aim of phenomenography (Säljö, 1997; Marton & 

Booth, 1997) and importantly it is the researcher who must sense and describe this 

variation (Pang, 2003). As already mentioned, it is important for the researcher to bracket 

or hold in check preconceived ideas that may contaminate their analysis (Marton, 1986; 

Richardson, 1999). Instead, the researcher seeks to experience variation in certain parts or 

aspects of the data. In this regard, if an aspect is seen to be experienced in a different way 

by participants, a dimension of variation22 is experienced by the researcher and as such 

may be seen to be critical or salient (Pang, 2003; Box, 2013). In relation to this study, the 

term critical aspect refers to what characterises a certain way of experiencing the 

phenomenon as discerned by the research participants (Pang, 2003). From an educational 

perspective and in line with the goals of developmental phenomenography, Cope and 

Prosser suggest,  
 
 
 
 
 

22 A dimension of variation is a description of the different ways of experiencing a phenomenon and can 
be one way of outlining the structure of meanings (Marton & Booth, 1997, p. 108). 
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… there are critical differences between less and more successful learning experiences. 
These aspects are educationally critical to the development of a deep understanding of the 
phenomenon. (2005, p. 352) 

 
Therefore, the variation between the ways of experiencing teaching and teaching 

development and the categories of description they represent will be differentiated by these 

critical aspects and represented in the results chapters. These aspects are educationally 

critical because they provide a target understanding or learning goal for those learners with 

less sophisticated understandings (Cope & Prosser, 2005; Marton & Booth, 1997). For 

example, in Table 2.1, the categories outlined by each author describe less to more 

sophisticated conceptions or approaches, with each category being differentiated from 

others via critical aspects, although not all authors have used this term. The critical aspects 

highlighted in each category within the table form the target understandings for those in the 

category above, thus making them educationally critical. In relation to this study, police 

educators are learners in terms of their understanding of teaching and its development and 

the critical aspects described will provide target understandings for police educators with 

less sophisticated understandings. Once they become aware of these critical aspects and 

discern the variation between this and their current understanding, they are on the path to 

new learning and development as teachers. 

By identifying these critical aspects, the researcher can begin to categorise them to 

represent the different ways of experiencing the phenomena (Marton, 1986; Åkerlind, 

2005b). This categorisation is facilitated by an iterative process that examines the 

similarities and differences between transcripts and alternates between parts and wholes 

within and across the transcripts (Åkerlind, 2005b; Orgill, 2002; Svensson, 1997). This 

iterative process is consistent with the theoretical perspective of interpretivism in its 

alternation between parts and wholes (Carr & Kemmis, 1986; Usher, 1996). The first phase 

of analysis can be considered complete when the meanings in the draft categories of 

description become stable after testing, adjusting and retesting against the data (Marton, 

1986; Walsh, 2000). 

Initially, I did this, so I was open to anything relevant to the phenomenon, however, once I 

began to distinguish certain aspects, I would search with more specific aspects in mind. For 

example, in terms of experiencing teaching, I read through the transcripts looking for 

similarities and differences in terms of communication between teacher and student, as this 

was identified in an earlier reading as an aspect that potentially varied between the groups 
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of categories. These aspects were critical if they demonstrated a qualitative difference 

between categories that helped distinguish between them. For example, the critical 

difference between the experiences of teaching in a less sophisticated category might see 

communication as predominantly from teacher to student in a one-way process. 

Descriptions in a more sophisticated category, however, might see communication as more 

of an interactive process or conversation between teacher and student in a two-way 

process. 

Bowden (2000) suggests similarities and differences are only established by keeping them 

in one’s mind and picturing how they relate to the underlying meaning within a whole 

transcript. For example, a participant in this study may describe an understanding of 

developing as a teacher but then discuss another aspect of development that may indicate, 

at least on the surface, a different understanding. As part of this process, Bowden (2000) 

indicates the researcher should consistently keep the research question in the back of his 

mind and look beyond merely what the participant is saying to what they mean. Sometimes 

the meaning of an utterance may be obvious in the language used but often there is a need 

to interpret meaning within the context from which the utterance is taken (Marton, 1986). In 

addition, while some participants may say similar things, their meanings may be different, 

thus the need to iterate at the different levels described above by Åkerlind (2005b), 

constantly looking for similarities and differences, while keeping in mind the research 

questions. 

 
 
 
3.5.4 Meaning versus Structure 

 
In relation to the terms meaning and structure, it is important to understand that, 

 
… from a phenomenographic perspective, the meaning and structure of human awareness 
are seen as dialectically intertwined, in that they mutually constitute each other. (Åkerlind, 
2005a, p. 70) 

 
Phenomenographers should emphasise both meaning and structure in their analysis. In 

this way, they are alternating between the categories of description, which represent 

meaning, and the structure of that meaning within or between the categories23. However, 

there are differences amongst the approaches of phenomenographers in constituting the 
 
 

23 Remembering that, for this study, the focus is on the structure within each category only. 
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outcome space that comprises meaning and structure. Åkerlind (2005c), in her comparison 

of several notable phenomenographers, has highlighted that this variation relates to: 

1) The degree to which the logical structure of the outcome space needs to emerge as 
directly as possible from the data; and 

 
2) The degree to which the logical structure of the outcome space may more explicitly 

reflect the professional judgement of the researcher. (Åkerlind, 2005c, p. 329) 
 
Bowden (2005), in a discussion of analysis in phenomenography, emphasises establishing 

the structural links relating to the categories of description only after the categories are 

established. This is because categories of description should only be derived from the 

transcripts, with the structure then being determined by the researcher’s interpretation of 

the data. In effect, this is a warning that the researcher’s bias may impose a structure on 

the data, instead of letting the categories of description emerge from the data (Bowden, 

2005; Ashworth & Lucas, 2000). Therefore, the emphasis is upon empirical evidence being 

taken only from the data to determine meaning. Walsh (2000) refers to this approach as 

“discovering categories”, with the assumption that meanings in the categories of description 

are constitutive of the data and as such are independent from the researcher’s method of 

analysis. 

Contrasted with this approach is an emphasis upon constituting an outcome space based 

upon a logical structure that accounts for the need to emphasise educational outcomes and 

the inevitable limitations of any data collected (Åkerlind, 2005b). Walsh (2000) refers to this 

approach as “constructing categories” rather than discovering them, with the key 

assumption here being that the categories emerge from the relationship between the data 

and the researcher, who draws upon his perspective to describe this relation. This process 

of construction suggests the researcher will follow certain procedures and principles, 

however, it is also assumed there is an inevitable tension between being true to the data at 

the same time as creating an outcome space that is useful for an educational purpose. This 

educational purpose is a key focus for developmental phenomenography, with an emphasis 

on providing usable outcomes for practical educational development – in the case of this 

study, in a police academy context. 

It should be noted, however, that the difference between these two approaches is only a 

matter of degree, with the outcome space always reflecting some aspect of both the data 

and the researcher’s interpretation (Åkerlind, 2005a & 2005c). Therefore, all researchers in 

this specialisation will begin their analysis with a consideration of the data only, with no 
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anticipation of either the categories of description or structural relationships at that point. 

However, there will be differences as to how quickly the researcher moves to considering 

structure and thus involving their own interpretation (Åkerlind, Bowden & Green, 2005). The 

danger of moving too quickly in this respect is that the researcher’s bias may influence the 

categories of description and a focus on structural relationships may lead to certain data 

being ignored (Åkerlind, 2005a; Bowden, 2005; Walsh, 2005). 

For this study, I have followed the suggestion of Åkerlind (2005b) to place an equal 

weighting on the use of empirical and logical evidence in the construction of an outcome 

space. This was done to address and balance the need to emphasise empirical data from 

the transcripts and provide the sort of practical research outcomes that are a goal of 

developmental phenomenography. While it has been suggested that considering structure 

too early can be a problem, according to Åkerlind (2005b) a late focus on structure can in 

turn lead to meaning and structure not being adequately “co-constituted”. This relates back 

to the epistemological assumption of meaning and structure being intertwined and mutually 

constitutive of each other. This point also corresponds with the argument of Walsh (2005) 

that considering meaning and structure together implies a constructivist view of 

phenomenography, where meanings in the categories of description are logically consistent 

and can be understood by an educational expert who will use the research outcomes in a 

practical context. Importantly, this logical consistency implies selecting data, so categories 

bear a relation to one another. Åkerlind (2005b) also notes that, unlike some other 

qualitative research approaches, phenomenography is not attempting to represent the full 

richness of variation; rather, it is highlighting those aspects that distinguish the limited 

number of qualitatively different ways of experiencing something at the collective level. 

Important to this task is a focus on the critical aspects that highlight structure within the 

categories and make this meaningful and usable in an educational context. In other words, 

non-critical aspects, or those that do not highlight qualitative differences between the 

categories, are not described (Lupton, 2008). Importantly, the categories are distinguished 

from each other by the critical aspects described. These aspects are grouped into logically 

related elements reflecting the analytical framework used in this study. These elements are 

highlighted in the outcome spaces detailed with supporting evidence in Chapters 5 and 6. 

In taking this approach, Walsh (2005) and Åkerlind (2005b) acknowledge the danger of 

researcher bias. One suggestion to address this problem is to use more than one 

researcher, however, given the nature of PhD study that is difficult, as it can be for many 
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researchers. Walsh (2005) also suggests bracketing as a strategy for reducing researcher 

bias, with the researcher making explicit his input into the analysis and allowing other 

researchers to examine these results and potentially provide feedback. Expanding on this 

point, Åkerlind (2005b) outlines a strategy that has been used in this current study to 

support an interactive alternation between logical argument and empirical evidence from 

the transcripts, while minimising researcher bias. 

The first part of this strategy, which was followed in this study, involves prioritising the 

search for meaning over structure in the early stages of analysis, with an initial focus on 

holistic meaning. After the initial stage, a search for structure began but with a conscious 

and explicit attempt to alternate between searches for meaning and structure in achieving 

the categories of description. The second strategy outlined by Åkerlind (2005b) pertains to 

the criteria used to determine the structure proposed in the outcome space. The standard 

suggested for use is that the structure should be confirmed by the data (Åkerlind, 2005b). 

This is a stronger standard than ensuring the outcome space is not contradicted by the 

data and helps maintain a stronger link to the empirical evidence. This approach should 

also be compared to the more rigorous standard of suggesting the outcome space should 

be derived solely from the data. In a practical sense, I ensured that at least some of the 

transcripts from which a category of description was constituted showed some reference to 

aspects of the phenomenon that were present in categories lower in the hierarchy but not 

vice versa (Åkerlind, 2005b). It should also be noted that there need not be a simple linear 

hierarchical sequence, with there being the possibility of non-hierarchical relationships 

between some categories, although that was not the case with this study, with each lower 

category being nested within the next higher category. 

 
 
 
3.5.5 Analytical frameworks 

 
The first phase of the analytical process in phenomenography is meant to identify and 

describe meanings in terms of experiences, whilst the second phase has a focus on 

identifying structure in those meanings (Marton, 1986). Importantly, the interpretation of 

structural links within or between the individual categories explicitly requires the 

researcher’s perspective and evidence from the data, as opposed to the first phase of 

analysis which requires all meanings to be based solely on evidence from the transcripts 

(Bowden, 2005; Åkerlind, 2005c). From a phenomenographic perspective, structuring the 
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categories’ relationships with each other involves ordering from less complex and complete 

to more complex and complete. Often, the categories form an inclusive hierarchy, where 

each less complex category forms part of the next more complex category (Bowden, 2005). 

However, in line with the phenomenographic principle of the researcher not imposing his 

beliefs on the analysis, Patrick (2000) suggests assuming a hierarchical structure in 

advance would be prejudicial. Some phenomenographic studies have been known to have 

least complex categories that are not inclusive of each other but may sit next to each other 

and form part of a higher category (Box, 2013). 

Whilst the phenomenographic approach to the first phase of data analysis has been 

relatively stable since its inception, there has been considerable development and change 

in relation to how phenomenographers analyse and describe the structure of meanings in 

categories of description, with complexity being derived out of researchers’ attempts to mix 

and match different parts of two basic frameworks (Harris, 2011). These frameworks have 

been outlined by Marton and Booth (1997) and are represented in Figures 3.4 and 3.5 

below. The first is the how/what framework. 
 
 

 
Figure 3.4. How/What Framework. From Marton & Booth, 1997, p. 85. 

 
 
Figure 3.4 represents an analytical framework for examining the experience of learning. 

This structure of learning is based on Marton and Booth’s (1997) interpretation of 

Brentano’s intentionality, with the how of learning having an intention towards the what of 

learning. The how component of the framework is further broken down into an act and an 

indirect object which refers to the quality of the act or the capabilities the learner is trying to 

master. The what element or direct object refers to the content of learning (Marton & Booth, 

1997). This and other frameworks are used in phenomenography to reduce categories of 
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description into smaller parts as part of the analytical process (Harris, 2011) and can 

improve rigour and depth of analysis (Cope, 2004). The other basic framework described 

by Marton and Booth (1997) is the structural/referential framework outlined in Figure 3.5. 
 
 

 
Figure 3.5. Structural/Referential Framework. From Marton & Booth, 1997, p. 88. 

 
 
The structural/referential framework in Figure 3.5 is theoretically based on the work of 

Gurwitch (1964), with the referential aspect relating to meanings in a category of 

description, while the external and internal horizon break down the structure of awareness 

(Marton & Booth, 1997; Harris, 2011). In relation to this framework, the internal horizon 

represents aspects of the phenomenon simultaneously present in the theme of awareness 

and the relationships between these aspects, whilst the external horizon represents 

marginal aspects that are part of awareness at an instant but are not part of the central 

theme (Cope, 2004). 

As mentioned by Harris (2011), there has been significant variation in how these 

frameworks have been used. For example, Marton and Booth (1997) proposed a combined 

framework where each of the act, indirect object and direct object could be further analysed 

in terms of the referential aspect and the external and internal horizon as part of the 

structural aspect. This combined framework has generally not been used in its entirety 

(Box, 2013) but has been used in a wide variety of versions and adapted in different ways 

to suit the goals of various studies (Harris, 2011). 

For this study, the how/what framework in Figure 3.4 was used in relation to the analysis of 

ways of experiencing development and adapted for the analysis of ways of experiencing 

teaching. The choice of this framework is guided by methodological considerations relevant 

to this study, particularly in relation to the goals of developmental phenomenography. The 
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purpose of this study is to provide usable outcomes to inform the development of police 

educators and this goal fits with the how/what framework which, 

… encourages researchers to analyse data in light of not just what is being understood, but 
to also consider the process, actions, and motives behind this understanding. (Harris, 2011, 
p. 117) 

 
Therefore, a focus on actions and motives would be most likely to provide more practical 

educational outcomes than the structural/referential framework with its aim of 

contextualising conceptions and examining their parts (Harris, 2011). Policing tends to be a 

very action oriented or practical culture (Ryan, 2010) so highlighting actions and the 

intentions behind them in this study is consistent with the aim of developmental 

phenomenography to focus on the participants and their learning (Bowden, 1995). More 

specifically in relation to Figure 3.4, the intentions of teaching actions or the act, will be 

represented in the indirect object. However, there is no specific link between the how 

element (represented by the act and indirect object) and the what element or direct object, 

with its meanings being described separately within the analytical framework. 

 
 
 
3.5.6 Intentionality 

 
The idea of intentionality in relation to this study has already been introduced in Section 

3.3.2, as a concept within constructionism and phenomenography. More specifically, 

intentionality is relevant to the use of the how/what framework, particularly in relation to the 

act and indirect object. While it is stated that phenomenography is based upon Brentano’s 

intentionality (Pang, 2003) and that it relates directly to the how/what framework (Marton & 

Booth, 1997), Harris (2011) suggests the link remains unclear. As previously indicated, the 

folk concept of intentionality established via empirical research by Malle and Knobe (1997) 

was used to inform this study as it sees intentionality as a theory of action (Box, 2013). 

Malle and Knobe (1997) indicate intentionality has traditionally been studied in psychology 

as an objective fact of the mind but they established it is also a social fact – hence the term 

“folk” – which people can use to study and understand others’ actions. 

The model of the folk concept of intentionality is set out in Figure 3.6 below and describes 

how an observer would understand a person performing an action intentionally. The model 

is hierarchical and begins with a desire for an outcome and belief about an action that it will 

lead to that outcome. Both elements are necessary to establish the next element of 
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intention. The elements of skill and awareness combined with intention are then necessary 

conditions for acting intentionally. 
 
 
 

 

Figure 3.6. A model of the folk concept of intentionality. From Malle & Knobe, 1997, p. 112. 
 
 
 
Because this study is describing police educators’ experiences, and actions form a 

significant part of those, the folk concept of intentionality informs the how/what frameworks 

used. When considering the analytical framework in Figure 3.4 and how it relates to 

intentionality, the what element or direct object is the object of intentionality in terms of what 

is being learnt (Marton & Booth, 1997). However, in terms of actions and intentionality, the 

model in Figure 3.6 is more specific in relation to the how element of the analytical 

framework. Trigwell et al. (1994) in their study of teaching approaches adapted the how 

element of Figure 3.4, labelling the indirect object as intention and the act as strategy. The 

focus on intentions in the study of Trigwell et al. (1994) was based on the suggestion by 

Johansson, Marton and Svensson (1985) that a person’s experience is strongly influenced 

by their intentions, which is consistent with the interpretive perspective of linking actions 

and meanings in a social context (Carr & Kemmis, 1986; Denzin & Lincoln, 2003; Usher, 

1996). The results of the study by Trigwell et al. (1994) established a logical relationship 

between intentions and strategy and highlighted the importance of intentions within the 

how/what framework from Figure 3.4. While Trigwell et al. (1994) did not specify the 

theoretical basis of intentions in their study, for this study, the folk concept of intentionality 
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will provide a rationale for intentions informing actions. The specifics of how intentions will 

be analysed in terms of the analytical framework will be detailed as part of the method in 

Sections 4.3.2 and 4.3.3. 

 
 
 
3.5.7 Interpretive rigour 

 
Whilst the evaluation of quantitative research depends upon establishing reliability and 

validity, these criteria are not always suitable for qualitative research (Schofield, 2002; 

Patton, 2002; Lincoln & Guba, 2000). Northcote (2012) indicates there are a range of terms 

researchers use to describe the “goodness” of interpretive research. One of these terms 

chosen in relation to this study is “rigour”, which is defined as research being conducted, 

“… through the systematic and transparent collection, analysis and interpretation of 

qualitative data” (Northcote, 2012, p. 106). 

In considering interpretive rigour within this study, it is important to return to the suggestion 

by Bowden (2000) emphasising clarity of purpose throughout the research process, 

including data collection and analysis. It should be noted, that while analysis and 

interpretation are separate parts of any study, Bowden suggests they are intertwined in 

relation to the investigation of meaning and structure. In terms of rigour in relation to 

phenomenographic analysis, the reading process used in this study can be summarised as, 

…a series of iterative cycles between the transcript data, researcher interpretations of the 
data, and checking of interpretations back against the data. It is in the conduct of this 
iterative process that phenomenographers most clearly establish their interpretive rigour. 
(Åkerlind, Bowden & Green, 2005, p.87) 

 
By detailing this research process, I have provided guidelines that, if followed, can 

maximise interpretive rigour in relation to the outcomes. These outcomes can be justified 

by having a transparent process that can be argued for based on a coherent framework 

(Bowden, 2000; Cope, 2004). 

A key strategy highlighted in phenomenography to assist with interpretative rigour is the 

use of interpretative awareness, which is proposed by Sandberg (1997) and is considered 

specifically below in relation to this study. Sandberg, in the spirit of hermeneutic philosophy, 

suggests interpretative awareness means “... to acknowledge and explicitly deal with our 

subjectivity throughout the research process instead of overlooking it” (1997, p. 209). This 

argument is based on terms derived from Kvale (1994) who contrasted “biased subjectivity” 
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with “perspectival subjectivity”. In relation to the former term, a researcher would take note 

of evidence that would support their opinion and selectively interpret statements to support 

their conclusions. In relation to the latter term, the researcher becomes more aware of how 

their interpretations influence the research process and as such, this can become a 

strength rather than a weakness (Sandberg, 1997). This process of interpretive awareness 

was also seen as part of the process of bracketing described in Section 3.5.2. 

To strengthen the interpretive awareness in this study, I followed Sandberg’s (1997) 

recommendations in relation to this approach. The first of these is being oriented to the 

research question throughout the analytical process, as also previously mentioned by 

Bowden (2000). To assist with this, there was constant reference back to the research 

questions as the transcripts were read and contemplated. The questions were also 

specifically addressed in the research notes, particularly in relation to the guiding questions 

described as part of the analytical frameworks. 

Consistent with a phenomenographic approach, Sandberg (1997) also suggests the 

researcher should stay oriented towards describing the experience being investigated 

rather than attempting to explain why it is that way. By doing this, the researcher avoids 

generating descriptions that ignore parts of the evidence and might instead move towards 

his or her own theories to explain the experience. This advice was followed by taking a 

whole of transcript approach in the generation of the categories of description and by being 

explicitly aware of the alternation between individual and groups of transcripts to ensure 

this was the case. 

Another strategy involves horizontalization, which suggests the researcher should treat all 

that the individual said as equally important (Sandberg, 1997). This is the same as 

refraining from dismissing certain issues and ideas put forward by participants in the 

interview process (Ashworth & Lucas, 2000). As with the interview process, the transcripts 

were viewed with an empathetic approach that initially considered all of what the participant 

had to say as important before making judgements about what was critical or not in terms 

of differentiating the categories and considering their structure. This process included not 

letting personal bias encourage judgements about whether these statements were either 

wrong or right. Again, there was a very mindful approach to this throughout the analytical 

process to prevent my relation with the phenomena influencing interpretation of each 

participant’s experience. In other words, it was kept in mind that the researcher was not a 
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judge about what was wrong or right but instead the purpose of the research was to 

describe the experience of the participants (Svensson, 1997). 

A further strategy highlighted by Sandberg (1997) is a search for structural features, which 

is achieved through what is called free imaginative variation in phenomenology. This 

implies that a tentative interpretation of variation in individual experiences should be 

checked for stability by adopting different interpretations in the reading of relevant data. 

This was achieved by moving through the similarities and differences and between parts 

and wholes as highlighted in the iterative process and keeping the construction of 

categories based upon the data, albeit with some inevitable interpretation based upon the 

researcher’s experience. Potential for bias in this process was minimised by an initial sole 

focus upon meaning in the transcripts during the first phase of analysis and then an explicit 

alternation between meaning and structure as the process continued. The analytical 

frameworks used allowed the structure to be considered separately from meanings 

previously established in the draft categories of description. 

A final strategy described by Sandberg (1997) refers to using intentionality to explicate 

variations in the experiences identified from the data. The recognition of intentionality 

corresponds with the non-dualistic assumptions of phenomenography that research 

participants’ conceptions and approaches are directed towards phenomena in a relational 

manner (Marton & Booth, 1997). In a practical sense, this is demonstrated through the 

interview questions and in the use of the analytical framework highlighting the how and 

what elements of the data as have been described in this chapter. The use of this 

framework in supporting a rigorous process is advocated by Cope who suggests, 

... a researcher seems more likely to make appropriate interpretations, and become aware 
of correct problems, if the analysis and description are underlain by an elucidated, structured 
framework. (2004. p. 14) 

 
Cope is saying that any analysis, and description, should be underpinned by a clearly 

explained and structured framework, like those highlighted in Section 3.5.5, to justify its 

outcomes. As previously described, the framework used in this study was considered in the 

design of the interview questions and provided an analytical guideline for the alternation 

between the what and how elements in describing the structure within the categories of 

description. 
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3.5.8 Presentation 
 
The mapping of research outcomes is described as several qualitatively different ways of 

experiencing the phenomenon, which are represented by categories of description 

(Åkerlind, 2005a). As previously mentioned, there has been an increasing emphasis on 

defining the structural aspects that link the meanings within and between the categories of 

description, most typically into hierarchical relationships. This relational representation 

between meaning and structure represents the fundamental assumption that different ways 

of experiencing are logically related through a common phenomenon being experienced 

and are represented in what is termed an outcome space (Marton & Booth, 1997). This 

outcome space will incorporate the key meanings constructed in relation to the analytical 

framework. The meanings highlighted in the outcome space are “stripped” descriptions 

(Marton & Booth, 1997), which contrasts with many other qualitative research traditions 

(Green, 2005). However, the stripped descriptions are given depth via quotes from the data 

and descriptions by the researcher in the results chapters. The outcome space for teaching 

and teaching development is represented in tabular form in Chapters 5 and 6. 

 
 
 
3.6 Conclusion 

 
In summary, there are two fundamental reasons why phenomenography was chosen as a 

research approach for this study. First, this approach provides a degree of theoretical and 

methodological coherence with many previous studies of teaching and learning in higher 

education (McKenzie, 2003). More specifically, it builds upon research in relation to 

teaching and teacher development. Second, phenomenography provides a means to apply 

research findings specifically to teaching practice within the field of police education. It is 

argued that phenomenography provides a methodological approach that aligns with a 

theoretical perspective of interpretivism and an epistemology of constructionism and social 

constructivism. Chapter 4 will now discuss the specific application of methods within this 

study. 
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Chapter 4 
 

Method 
 

4.1 Introduction 
 
Having outlined the underpinning philosophy of this study in the previous chapter, this 

chapter will now detail how phenomenography shaped the methods used in this study to 

establish variation in police educators’ experiences of teaching and development. There 

are no phenomenographic methods as such, however, various authors have documented 

how phenomenography should inform the use of specific methods in research. The 

methods used for this study are sampling, semi-structured interviews and comparative 

analysis. Purposive sampling was used to determine the relevant policing jurisdictions and 

to choose the research participants within these locations, and semi-structured interviews 

were chosen for data collection. In terms of data analysis, comparative analysis, which is 

broadly defined as a method in qualitative research (Patton, 2002) is used and adapted to 

fit the guidelines of an orthodox phenomenographic approach. 

 
 
 
4.2 Data Collection 

 
Purposive sampling was used in the selection of both the police academy locations and the 

research participants, as is typical of a qualitative study where a small sample is selected to 

understand a phenomenon in depth (Patton, 2002). By far the most common method of 

data collection in phenomenography is the semi-structured interview and this was the 

approach taken in this study. This method is used specifically to explore the lived 

experiences of the research participants which is the object of research (Bowden, 2005; 

Sin, 2010). 

 

4.2.1 Interview sample 
 
There are eight distinct police organisations in Australia24. Each has its own police 

academy, the primary function of which is to provide preparatory training and education for 

police recruits in the respective jurisdiction prior to their field training as probationary 

constables. While the aim of phenomenography is to seek maximum variation in a sample, 

limited time and financial resources, in addition to the logistics of travelling to every capital 
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city in Australia, presented challenges. Consideration was given to perhaps using 

telephone or Skype to conduct the interviews, as this would have allowed for interviews at 

more academies. Whilst the use of Skype or similar technologies in qualitative studies can 

provide researchers with opportunities to gather data from greater distances, it has 

noticeable limitations in terms of rapport building with participants and missing nonverbal 

cues during the interview (Lo Iacono, Symonds & Brown, 2016). As such, given the 

importance of learning in authentic situations for a PhD, it was decided face to face 

interviews would provide a better result and so choices were made about which academies 

to include in the sample. 

Rather than apply specific exclusion criteria, locations were chosen to capture the diversity 

in regional differences and to include examples of both academies with and those without 

tertiary partners. In this way, five of the nine academies were selected for the sample, 

namely those in: New South Wales (NSW), Victoria, Tasmania, Western Australia (WA) 

and the Australian Capital Territory (ACT). Consistent with purposive sampling, the 

selection of these locations provided information-rich sources across different types and 

sizes of Australian police academies in what is termed maximum variation (heterogeneity) 

sampling (Patton, 2002, p. 234). 

The NSW Police Force was chosen as it is the largest police jurisdiction in Australia and 

its Academy provided easy access to research participants being the location of my 

workplace. The NSW Police Force is also one of only two Australian police organisations 

that deliver their program with a university partner. Victoria Police was similarly chosen 

because it is the second largest policing organisation in Australia but unlike NSW, 

Victoria Police does not deliver its program in conjunction with a tertiary education 

provider and kept differentiation in this regard. The Tasmania Police was chosen 

because it also maintains a partnership with a university provider in the delivery of its 

recruit training and provides an example of a smaller Australian police organisation. The 

WA Police was chosen as another point of differentiation as an example of a larger 

regional state in Australia. The Australian Federal Police (AFP) provides an interesting 

differentiation with the state police organisations because its police undertake both 

federal and local level policing duties in the ACT and federal jurisdictions, as well as 

overseas duties. 
 
 
 

24 These are: Australian Federal Police, New South Wales Police, Victoria Police, Queensland Police, 
Tasmania Police, South Australia Police, Western Australia Police and Northern Territory Police. 
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The participants for this study comprised police and non-police educators involved in 

teaching police recruits at the selected academies. Only two of the participants could be 

considered academics, i.e. lecturers working for a university with or without a policing 

background. Most participants were serving police officers in teaching only positions. There 

were also participants who are not serving police or academics and are referred to as 

Civilians. Civilians, with and without a policing background, were teaching staff hired by 

police organisations due to a specific expertise relevant to teaching policing students. 

Most of the research locations accepted my Charles Sturt University Human Research 

Ethics Committee approval (Appendix A), whilst the WA Police and Victoria Police required 

an additional ethics approval via their organisations (Appendices B & C). Within each of the 

research locations a contact person was established. The academy contacts distributed an 

email from the researcher to all teachers involved in their respective recruit training and 

education programs. These emails briefly introduced the purpose of the study and invited 

teaching staff to volunteer for a one-hour research interview; only individuals who chose to 

participate were asked to inform the researcher of their decision. A maximum of six 

participants from each location was sought. In the event of receiving more than six 

nominations, as occurred only in relation to the Victoria Police Academy, purposive 

sampling was used to select participants25. As well as having regard for gender and 

professional backgrounds, preference was given to less experienced teachers in the 

Victorian sample to balance the number of well qualified and experienced nominations 

already received from other academies. All the participants who volunteered in the other 

jurisdictions were chosen for interview. 

The final sample comprised 25 participants, however, fewer than this would have been 

adequate given that 15 to 20 participants is considered an appropriate number to establish 

the degree of variation required in each population for phenomenographic studies (Trigwell, 

2000). While findings from phenomenographic studies are typically not generalised beyond 

the context of the sample taken, they can be transferred to similar contexts (Sin, 2010), in 

this case allowing applicability to other Australian police academies not included in this 

study. The 25 participants are identified as T1, T2, etc. in the results chapters. 
 
 
 

 

25 Participants in Victoria who were not chosen for an interview were sent an email thanking them for their 
time and interest, and informing them of the rationale for my decision not to include them. 
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Table 4.1 provides a summary of participants. Due to the small sample size, the 

characteristics of the participants are not further described as this would likely have 

compromised the confidentiality and anonymity they were promised. 
 

Table 4.1. 
Summary of participants (n = 15). 

Gender Male – 20 Female – 5    

Police Jurisdiction Victoria – 6 WA – 5 NSW – 4 Tasmania – 4 AFP – 6 

Position/Rank Sergeant – 7 Constable – 9 Academic – 2 Civilian – 7  

Policing 
background 

Serving police – 
16 Ex-police – 4 Never been 

police – 5 
  

 
 
4.2.2 Interview Design 

 
The interviews were semi-structured, with the participants being asked what being a 

teacher and developing as a teacher meant to them. Each interview required about one 

hour, with attempts being made to elicit specific examples from each participant’s 

experience to illustrate how they went about their teaching and development, what they 

were trying to achieve by the examples of teaching and development practice they gave, 

and why they did things that way (Åkerlind, 2005b). This type of questioning provided a 

focus on actual experiences and strategies with the “why” questions assisting to identify 

intentions in relation to specific strategies. 

The structured questions in the interview (attached as Appendix D) were designed around 

contextual, primary and follow up questions (Åkerlind, 2005b), which set the context and 

asked participants open questions about the meaning of the phenomena. The contextual 

questions asked the participants to reflect on their experience of the phenomena and 

helped to make transitions between questions more natural and conversation-like. For 

example, Question 8, which asks “Do you envisage what you’re doing as a teacher 

changing over time?” (Appendix D). The question aimed to encourage the transition from 

thinking about teaching to thinking about teaching development and at the same time, 

offered an opportunity to broadly reflect on their practice. 

Åkerlind (2005b) also describes primary questions that can be in the form of an open 

question about participants’ meanings of the phenomenon or questions that ask the 

interviewee to supply concrete examples illustrating the phenomenon from their own 
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experience. An example of a primary question would be Question 10, which asked “Can 

you give me a concrete example of something you’ve done to help you develop or grow as 

a teacher?”, which tries to elicit concrete examples of teaching development that provide 

relevant experiences that can be described and explored in follow up questions. 

These follow up or probing questions are important in encouraging further elaboration and 

were often more valuable in achieving this than the structured questions (cf. Åkerlind, 

2005b). Examples of follow up questions used in this study include: “Could you tell me 

more about that?”, “Why did you do it that way?”, “What did you mean by that?”, “What 

were you hoping to achieve?” and “Could you give me an example?” (Åkerlind, 2005b, p. 

106). However, not all questions were exactly like this, as some were developed ad hoc to 

fit the topic of discussion at the time, which is consistent with the concept of a semi- 

structured interview. 

 
 
 
4.2.3 Conduct of interviews 

 
Keeping within the broad guidelines of interviewing from a phenomenographic perspective 

(outlined in Section 3.5.2) yet having to engage in a conversation about a topic with the 

research participant can be difficult but was achievable through additional strategies used 

during the interview. These strategies included taking brief notes of key terms or actions 

mentioned by the participants, and then factoring these points, using the research 

participants’ words, into follow up questions rather than introducing my words or ideas. I 

also used follow-up questions to ask why participants did certain actions or what they were 

trying to achieve to uncover their intentions. My note taking of key words and ideas allowed 

me to check and explore meanings with the participants during the interview. 

The contextual and follow up questions I used enabled me to stay focussed on the 

participants’ actual practice rather than having a narrow focus on general conceptions or 

theoretical ideas. I emphasised the prompting of concrete examples about the phenomena 

from participants’ experiences. On reflection, I did not find it difficult to keep interviews 

focussed on discussion of teaching and development practice, although on occasion I did 

find participants would move onto workplace issues not directly related to teaching and 

development. In these situations, I would let them talk to a point they obviously felt was 

important and then use follow up questions to redirect them back to their experience with 

the phenomenon. 
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Reflecting on the interview process, I was concerned about whether my own views of 

teaching would be difficult to manage in the interviews. However, having structured 

questions allowed me to stay focused on, and engage with, what each participant 

described. The questions also ensured that any preconceptions I may have had about a 

participant’s likely sophistication in terms of teaching and development did not influence the 

ways in which I elicited information from them. 

 
 
 
4.3 Data analysis 

 
As mentioned in Chapter 3, there are two broad phases to the analysis process. The first is 

to constitute categories of description from the data in a comparative analysis involving 

exhaustive iterations of the transcripts. This process remained the same for experiences of 

both teaching and teaching development but with a focus on aspects relevant to each of 

those phenomena. The second phase of analysis involved the use of two different 

how/what frameworks (described in 4.3.2 and 4.3.3) for each of the phenomenon in 

question to constitute the internal structure of each of the categories established in the first 

phase of the analysis. 

Marton and Booth (1997) emphasise that during the analysis process the researcher is in 

effect a learner who is seeking, at a collective level, the limited qualitatively different 

meanings and structures of the phenomenon in question in the relation between the 

participant and the phenomenon. For this study, this meant a separate focus on teaching 

and teaching development and keeping experiences of these two phenomena separate. 

Because they are closely related, it was difficult when analysing development experiences, 

not to transgress into describing teaching instead. To address this problem, when reviewing 

the results of my analysis in relation to development experiences, I specifically checked 

whether the quotes and comments used were in relation to development rather than 

teaching and made appropriate adjustments. 

Each of the interviews was recorded and transcribed verbatim. The transcriptions were 

undertaken by a professional service to save time26; however, I checked each of the 

transcripts against the recordings to make sure there were no significant anomalies. Only a 

few minor errors in wording were thus detected and then corrected. This process was also 

beneficial in developing a familiarity with the transcripts and signalled the beginning of the 

analysis process. 
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Based upon suggestions from Trigwell (2000) and Åkerlind (2005c), I made the decision to 

limit the initial reading to only 15 of the 25 transcripts. The 15 were simply taken randomly 

from the 25 transcripts. This preliminary analysis was based on the findings from these two 

phenomenographers that up to 15 was an ideal number of transcripts to analyse at any one 

time. An initial group of tentative categories of description was derived from this batch of 

transcripts before reading the additional transcripts. Åkerlind (2005c) suggests these 

additional transcripts should not be analysed from the beginning, rather, they should be 

used to modify the existing tentative descriptions and further develop the relationships 

between them. In practice, this strategy worked well in terms of managing the analysis 

process. The initial batch of 15 was manageable and the remaining transcripts were 

considered in relation to the draft categories and the critical aspects that were already 

established. The draft categories required minimum modification or development as per the 

additional transcripts. During this process, I made notes of the draft categories to keep 

track of their development. The notes highlighted which transcripts were placed in each 

category, including summaries of transcripts. I would also list similarities between the 

transcripts in each category. Importantly though, these notes would only serve as a guide 

to the bigger picture, with specific decisions relating to the analysis being based on the 

totality of each transcript. 

This practice of basing analysis on whole transcripts is not one adopted by all 

phenomenographers; some choose to focus on selected parts removed from the 

transcripts. Åkerlind (2005c) describes the practice of analysing whole transcripts initially, 

with meaning considered in relation to the whole transcript, as common in Australian 

studies. The advantage of this approach is that it favours contextualisation within the 

transcript with all its interrelated meanings, which can be best understood in relation to 

each other (Åkerlind, 2005c; Bowden & Green, 2005). This is contrasted with the approach 

more common in Sweden, where key descriptions are selected from transcripts and 

analysed as small chunks of meaning (Åkerlind, 2012). This less contextualised approach 

is preferred by some because it favours the broader collective meaning rather than giving 

too much focus to the individual meanings. There is also an argument that it can provide a 

greater clarity of meaning than a focus on individual transcripts (Åkerlind, 2005c). 

For this study, the approach of considering singular meanings within the context of the 

whole transcript was used in the analysis process. This was done because it allowed me to 
 

26 The transcription service was reminded of the confidentially obligations of this study. 
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maintain a focus on the context of the transcript itself. For example, when considering a 

quote or section from the transcript, I would also consider other meanings and discussions 

in that same transcript to check its context and identify any other information that would 

support or refute that meaning. In one specific example, a research participant (T7) 

mentioned that he “facilitated” his students’ learning but based on follow up questions and 

other statements within the transcript, it was interpreted that the interviewee did not fully 

understand or apply this concept in his teaching. To assist with this process, I would mark 

sections within individual transcripts that were more meaning-laden with a highlighter. 

When considering whether these sections supported or refuted the relevant meanings, the 

context of the transcript was kept in mind in terms of what I was entitled to include about 

the participant. 

Also, the advice of Åkerlind (2005c) was followed by constantly considering whether the 

analysis was becoming biased towards the individual perspective as opposed to that of the 

collective. To avoid understanding one transcript or meaning in isolation from the others, I 

compared it with all other transcripts within a group of transcripts that represented a draft 

category. This comparison involved looking for commonalities and differences in meanings 

for each aspect arising in the analysis process. In phenomenography, the key is to interpret 

these meanings in the context of the whole group to determine if a certain aspect is 

educationally critical (Åkerlind, 2005d). 

In relation to making judgements about the meanings of descriptions in the transcripts, 

three indicators proposed by Sjostrom and Dahlgren (2002) were used. The first relates to 

the frequency with which an idea or term is articulated, which required me to note 

repetitions of an idea or term, indicating its possible importance as an issue. Second, 

Sjostrom and Dahlgren (2002) suggest the positioning of the statement is significant, with 

more important elements being found in the initial part of a section of transcript. The third 

indicator is pregnancy, where there is explicit emphasis on certain aspects or meanings, 

indicating their importance (Sjostrom & Dahlgren, 2002). An example of using these 

indicators during analysis can be seen in the following quote from T6: 
 

As a teacher, my practices, I try and engage the class and the individual students as much 
as I can to reduce the fear and anxiety with learning. I try and activate positive response 
from them so they're not just sitting there in the old teacher student regime where everything 
was just passed forward. You took it all in and there was no room for questions or no room 
for conversation. I try and engage them as much as I can to allow me to judge that they're 
picking up the subject matter they need to be taught and to give them the confidence and 
create a bond or a trust between myself and the students. 
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First, in relation to the frequency of an idea being articulated, two mentions of the term 

‘engage’ (highlighted yellow) are present in the quote. Not seen within the quote are 

additional mentions of the term that can be checked across the rest of the transcript. 

Second, in relation to positioning, the term is mentioned very early in the quote in terms of 

what T6 does as a teacher, emphasising its importance. The term is also placed at the 

beginning of each sentence it is used in as an attempt to explain what it means to his 

teaching. The degree of pregnancy is established through the remainder of the quote as T6 

describes what it means to him in terms of reducing “… fear and anxiety with learning” and 

its importance to his teaching practice in relation to activating a “… positive response …” 

and creating “… a bond or trust between myself and the students”. Pregnancy can also be 

seen in T6’s explanation of what engaging should avoid, that is, the “… old teacher student 

regime where everything [subject content] was just passed forward”. 

The use of Sjostrom and Dahlgren’s (2002) indicators assisted with the identification of 

meanings expressed by the participants that were potentially important to them and these 

were highlighted in the transcript by myself during the analysis process. However, it should 

be noted that ideas or terms in the transcript that did not demonstrate all three indicators 

were not entirely rejected as evidence but still provided context for the highlighted 

statements. The notation of these indicators also allowed me to discern the differences in 

meanings that may be given to the same or similar terms. Finally, a description of a belief 

or action was only included in the analysis if it was clear from the context of the interview 

that the participant identified it as their own. (Where descriptions held by others were 

shared in interviews, these were not included in the analysis unless there was a clear 

indication that the participant themselves endorsed those descriptions.) 

 

4.3.1 The Iterative process and constructing categories of description 
 
In phenomenographic analysis, iteration means the re-reading of transcripts until, at least in 

relation to the first phase of analysis, several draft categories stabilise. This process was 

conducted separately in relation to teaching and teaching development experiences. 

More specifically, this process is described by Åkerlind as, 
 

… a continual process of iterating between a focus on parts and on wholes, plus the attempt 
to integrate the outcomes of these two foci over time. (2005b, p. 320) 

 
The initial batch of 15 transcripts was read with a general openness to what was significant 
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within each of them to gain familiarity but with a specific focus from the beginning on 

emerging similarities and differences. Aspects highlighted during the analysis were 

interpreted as critical if they demonstrated a qualitative difference between draft groups of 

categories and therefore helped distinguish between them. During subsequent readings, 

parts of each transcript were marked as being of interest regarding the research questions, 

however, care was taken not to disregard unmarked parts of the transcripts as they still 

provided context and potentially new information on further readings. 

As suggested by Åkerlind (2005b), separate notes were made about the groups of 

transcripts, which helped to make sense of the large quantity of data. The notes also 

provided a guide to the forming categories of description separate from the transcripts. As 

previously mentioned, this guide only supplemented a continual focus on the transcripts 

themselves. More specifically, I would write notes with descriptions of early draft 

categories. These notes would describe individual transcripts but more importantly, they 

would list various similarities between the transcripts in the group. These descriptions 

would allow me to judge whether the individual transcripts belonged in that group or should 

be moved to another draft category. 

As the transcripts were read and re-read, an understanding of meaning and structure 

gradually developed and there was an appreciation of Bowden’s (2000) description of the 

reading process, where approaching the transcripts from different perspectives would 

encourage a new and different experience in relation to previous readings. By constantly 

re-reading transcripts during the iterative process over weeks and months, I picked up new 

points and constructed new meanings, especially when returning to specific transcripts 

after a period of analysing other transcripts. Marton and Booth (1997) describe this as a 

“play” in the transcripts, where the constant re-reading makes them seem to change their 

appearance and reveal further insights. Marton and Booth (1997) further explain the focus 

on different perspectives in phenomenography. They describe how an aspect of the 

phenomenon in question can be taken and inspected across all the transcripts. Another 

aspect can then be taken and examined in the same way, followed by further analysis of 

how these two aspects relate to each other and additional aspects that have been studied. 

I found the notes made in relation to each draft category useful in undertaking this 

process. 

Eventually, the different groupings of transcripts formed what Dall’Alba (1994) described as 

draft categories, where the focus is upon determining the qualitatively different ways the 
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research participants experience the phenomena in question. Transcripts not fitting into any 

group were placed in between them, at least temporarily. As Åkerlind (2005b) suggests, 

this process of placing transcripts into groups is not meant to be tidy or precise, however, it 

provided a means of then reading groups of transcripts that appear similar. The aim of this 

was to analyse these groupings as a set for similarities and differences separately from the 

rest. 

An example of the development of categories during the analysis process can be seen in 

the preliminary or draft categories outlined in Table 4.2 below, that initially emerged and 

evolved into the final categories in relation to the experience of teaching. The categories 

represented the most sophisticated experience in Draft Category 5, to the least 

sophisticated in Draft Category 1. The table also included a summary of possible critical 

aspects within the category that I had noted during the analysis process (these are 

included in brackets in the table). A more comprehensive list of emerging similarities was 

developed separately and constantly refined through the analysis process. 
 

Table 4.2. 
Early draft categories of description for ways of experiencing teaching. 

Draft Category 5: Focus on student ownership of learning (learning 
autonomy, problem solving & reflection, learning a process) 

 
Draft Category 4: 

Focus on engaging students to find their own answers 
(encouraging learner thinking, finding their own answers, 
facilitating understanding of content) 

Draft Category 3: 
Focus on engaging in a practical context focus (engaging in 
discussion within authentic policing situations) 

 
Draft Category 2: 

Focus on Interaction between teacher and student 
(question and answer, a conversation about content, 
producing the right answers) 

Draft Category 1: Focus on transmission of content (getting a message 
across, listening to remember) 
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Individual transcripts were grouped into the categories identified in Table 4.2 according to 

the most sophisticated category represented in their descriptions. In other words, because 

the categories showed evidence of being hierarchically inclusive, a transcript in Draft 

Category 3 for example, included aspects mentioned in lower categories. So, it was 

important for me during the analysis process not to view a transcript as only representing 

one category but with the potential to provide evidence of lower categories as well. 

As the analysis process continued in this first phase, Draft Category 3 tended to merge into 

Draft Category 2 and to a lesser extent Draft Category 4. This was because with further 

iterations, it become clear there were increasingly limited differences between Draft 

Categories 3 and 2 and more similarities than initially realised. Essentially, the existence of 

Draft Category 3 as a distinct way of experiencing teaching could not be justified based on 

the evidence in the data. The final four categories eventually constituted are described in 

Chapter 5. 

The task of re-reading and re-grouping became an extended process over time, with the 

process alternating between searches for similarities and differences in the meanings 

within and across the transcripts as represented by critical aspects of these meanings 

(Åkerlind, 2005b). The critical aspects only emerged via the iterative process and delimited 

the categories from each other. However, the meanings are not seen as separate, rather, 

they have meaning when viewed as a total set (Lupton, 2008). This perspective 

underpinned the iterative process as the description and categorisation of experiences 

required emphasising similarities within the categories and differences across the 

categories but in a way that showed their relationship to each other. An example of this can 

be seen in the following quote from T3 in relation to his experience of teaching 

development: 

… when I first was teaching, I was quite reliant on PowerPoint and explaining it from there, 
but then once I became more comfortable with what I was doing, then I introduced more 
interactive type learning, where I got scenarios from them, taking people outside down to 
the village [27]. 

 
The initial part of this quote described a lower or less sophisticated draft category of 

development where the teacher becomes comfortable with a transmission method of 

delivery. He then describes developing a more interactive teaching method, which is 

representative of a higher category experience of development. This is a critical aspect that 

differentiated the ways of experiencing development represented by the two categories. 

Therefore, whilst this quote suggests the relevant transcript is representative of the higher 
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category, it is hierarchically inclusive in that it also provides evidence of the experiences 

described in the lower category, because the teacher is describing an earlier stage of 

development. This hierarchical structure demonstrated the relationship between categories 

and is viewed when considering all the transcripts and the differences between the groups 

of transcripts. 

The first stage of analysis in relation to both teaching and development experiences, which 

were considered separately, began with an exclusive focus upon meanings that would 

eventually constitute the categories of description. There was then a gradual process of 

establishing critical aspects that would differentiate the meanings of the categories. This 

process helped to distinguish between different groups of transcripts and ultimately the 

different categories that represented the collective experiences. Once a stable set of 

categories was established, the second phase of data analysis began to constitute the 

structure within the categories. 

 
 
 
4.3.2 Analytical framework for experiences of teaching 

 
Once a stable set of draft categories was established, the second phase of data analysis 

using an analytical framework began. Importantly, different adaptations of the how/what 

framework, developed by Marton and Booth (1997) were used for analysing teaching 

experiences and development experiences (See Figure 3.4). This section will outline how 

the framework was adapted to analyse ways of experiencing teaching, whilst Section 4.3.3 

will outline how the framework was adapted for analysing ways of experiencing 

development. Marton and Booth’s (1997) how/what framework comprising an act, indirect 

object and direct object is based upon analysing the structure of the experience of 

learning. It has been argued that the experience of teaching can be similarly represented 

using an adaptation of the original framework (McKenzie, 2003; Ireland, 2011). The 

adapted framework used in this study is presented in Figure 4.1 below. The framework 

was used to describe the how/what structure of each category of description established 

during the first phase of analysis. 
 
 
 
 

27 Here, ‘village’ refers to the scenario village where police students are applying their classroom learning 
in the scenario-based learning (SBT) method described in Chapter 2. 
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Figure 4.1. Analytical framework for experiences of teaching. Adapted from Marton & Booth, 1997, 
p. 85. 

 
In relation to constituting the act of experiencing teaching from the transcripts, the following 

guiding questions were asked to highlight teachers’ actions as part of the teaching 

experience: 

• How do they go about teaching? 
 

• What teaching strategies do they use? 
 

• What do they do as teachers? 
 

 
In relation to the indirect object, I constituted the intentions or consequences of the 

teaching actions outlined in the act. There was a focus on establishing the intention of 

teaching for each action established by the research participant; in other words, 

establishing the link between the act and indirect object. Questions guiding the constitution 

of the indirect object were: 

• What is the purpose of a certain teaching action? 
 

• What is the immediate teaching goal? 
 

• What are the consequences for teaching that way? 
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The direct object is what the research participants experience teaching as in a police 

academy context, with the meanings of this element being considered separately from the 

act and indirect object. During the analysis process, the following guiding questions were 

used to determine what the research participants were trying to express in the transcripts: 

• What is teaching? 
 

• What is the broader outcome of teaching? 
 

• What is achieved by teaching? 
 

• What is teaching comprised of? 
 
Whilst the transcripts might describe specific experiences in relation to teaching outcomes 

in the classroom, there is an attempt in the data analysis process to constitute what 

experiencing teaching is from a broader perspective that represents the direct object. 

Use of the analytical framework in terms of the act and indirect object for example can be 

demonstrated via the following quote from T9 in relation to her experience of teaching: 
 

You show them how it's done right at the beginning, and then you let them do it, providing 
them feedback. Then you just gradually pull away, so they are now having to do it all on their 

They are having to think about how they're going to do this without me prompting them. 
 
The link between the act and indirect object is viewed in the same way as Trigwell et al.’s 

(1994) use of strategy and intention to show the reasoning behind teaching actions. In 

terms of the quote, there is an initial description of the act of teaching (see yellow highlight). 

As a researcher, I ask myself the questions relating to the act listed above and whilst I do 

not see a specific teaching strategy described, I can interpret a generalised description of 

the participant’s actions in terms of demonstrating to students, then allowing them to 

undertake the task with feedback from the teacher. The second sentence (see green 

highlight) describes support for the student in this learning activity being reduced over time 

to a point where they can do it unassisted, indicating a further part of the act and alluding to 

the indirect object. In the third sentence (see blue highlight), the participant provided a 

description of the indirect object in that they highlight the purpose of that action in terms of 

what they want their students to do. Here, that goal or consequence is preparing the 

students to think and do their own learning or activity with minimal or no support from the 

teacher. Again, the questions listed above in terms of the indirect object allow me as a 

researcher to confirm these descriptions relate to that element of the analytical framework. 

Importantly, aside from highlighting both the act and indirect object, it also demonstrates 

own. 
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the link between actions and the intention or reasoning typically seen within the category of 

experiences this quote represented. 

Another example of using the analytical framework to establish the direct object can be 

seen in the following quote from T14: 
 

I'm trying to get them to actually do it [investigate or problem solve] that particular way 
because it's all right saying look try this and see how you go. But if I get them to continually 
do it this particular way it'll become the norm and they won't be frightened by it. They won't 
only use it for important - the so-called really big cases, they'll use it for everything. 

 
Like the previous example of the act and indirect object, this quote begins with a reference 

to a teaching strategy. In this case, the strategy is to investigate or problem solve in relation 

to a policing scenario (highlighted yellow) provided to groups of students that is mentioned 

earlier in the transcript. The direct object of the participant’s teaching becomes clearer in 

the next two sentences (highlighted green), with a focus on ingraining this investigative or 

problem-solving process as a broader outcome of teaching. This outcome implies students 

using this process to successfully investigate or solve a range of policing “cases” in their 

future career beyond the police academy. This finding supports the critical aspect of 

encouraging independent learning and problem-solving skills as part of the teaching role or 

purpose. 

 

4.3.3 Analytical framework for experiences of development 
 
The how/what framework of Marton and Booth (1997) is also used to describe the structure 

of development categories but in a way that is closer to its original application. Although the 

original framework refers to the experience of learning, for this adaption of the analytical 

framework, the term “development” will replace “learning”. Whilst each of these terms have 

slightly differing meanings, they are similar enough to use the framework in the same 

manner. In this regard, a broad definition of development is used, with the term including 

“… activities that develop an individual’s skills, knowledge, expertise and other 

characteristics as a teacher” (OECD, 2009, p. 49) as well as both change and growth that 

is “… centred on personal awareness of the possibilities for change, and of what influences 

the change process” (Head & Taylor, 1997, p. 1). As such, descriptions of the act, indirect 

object and direct object are like those in the original framework in Figure 3.4. 
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Figure 4.2. Analytical framework for experiences of development. Adapted from Marton & Booth, 
1997, p. 85. 

 
Åkerlind (2007) used this analytical model to study key structural components of 

academics’ experiences of growing and developing as teachers, and it was considered by 

her to be a useful model for mapping constraints on academics’ potential for development 

as teachers. In a description of how the model in Figure 4.2 is applied for this purpose, 

Åkerlind states, 

…developing as a teacher can be represented as having both a direct and indirect object, 
intertwined with an act. The act of development represents the way in which an academic 
undertakes their development as a teacher. The indirect object of development represents 
the type of capabilities the academic is trying to develop, and the direct object, the content of 
their development. (2007, p. 33) 

 
These different ways of experiencing in turn provide people with different capabilities of 

acting in the real world, with some of these being more powerful or inclusive than others 

(Marton & Booth, 1997). 

In relation to the act of experiencing development, the analytical focus is on constituting 

how the research participants undertake their development. Like the research of Trigwell et 

al. (1994) there is a focus on strategy but more specifically, there is analysis of strategies 

underlying certain developmental acts. For example, whilst a participant might describe 

peer observation as a developmental activity, the underlying strategy might be to simply 

increase content knowledge or learn ways to present information more efficiently. Guiding 

questions considered here included: 
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• How do they go about development? 
 

• What development activities do they use? 
 

• What are the strategies underlying the development activities? 
 
In relation to the indirect object, this is the type of capability the research participants are 

trying to develop or the consequences they want to bring about in terms of their teaching. 

My analysis of the indirect object was guided by the questions: 

• What are their immediate development goals? 
 

• How does this development improve them as a teacher? 
 

• Why are they using a certain development strategy? 
 
For this study, the direct object of experiencing development is the content of development. 

For example, the direct object might relate to what the overall development process is 

comprised of or its longer-term outcomes. Describing the direct object also includes 

considering the broader purpose of learning or reasoning for undertaking development and 

asking what it means in terms of improving teaching. To constitute this element of the 

framework I asked myself these questions in the analysis process to describe the research 

participants’ experience: 

• What is teaching development? 
 

• What is development comprised of? 
 

• What is the broader purpose of this development? 
 

• Why are they trying to develop in this way? 
 
The quote below from T11 demonstrates an example of how questions from the analytical 

framework are applied to teachers’ experiences of development in terms of the indirect 

object: 
 

I used to teach it a totally different way to how I do now. But the product I'm getting back 
from the participants when I mark it, is a hell of a lot easier to mark now than what it was. 
There's a lot less red pen, or black pen or whatever colour I'm using on the day because 
they're understanding the document better. They're more confident in completing the 
document and meeting the requirements of the document. Because it's not stand there 
teach at you now, it's like teach with you. 
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The context of the quote is determined by the first sentence (see yellow highlight) that 

emphasises where the participant has progressed in terms of development since she 

started teaching. It then describes what impact this development has had on her students’ 

learning (see green highlight) and finishes with a generalised statement about what kind of 

teacher she is now because of development (see blue highlight). In terms of the analytical 

questions used for the indirect object, it highlights how she has improved as a teacher 

because of development. Although the quote has not emphasised the act or specific 

development strategies, it is evidence that evaluating student assessment items is being 

used to judge the participant’s progress. When analysing the quote, I also considered 

whether it applied to the direct object in terms of the purpose of development, but I 

interpreted the description as being a more logical representation of the indirect object 

instead. This judgement was due to the focus on a more immediate goal in relation to 

improving her facilitation skills to assist students with learning in relation to their 

assessment activity. More specifically, the indirect object relates to the participant’s ability 

to be a guide and contrasts this goal directly with previous didactic teaching, which 

highlights her development from less sophisticated experiences. 

The following quote highlights the direct object as described by T4: 
He [a student] said I can tell from talking to the others afterwards they understand it too. He 
said they love the stories. They love the context and … you sound genuine. 

 
In this quote, T4 is describing how feedback from his students demonstrates the broader 

outcomes of his development as a teacher. The first part of the quote (see yellow highlight) 

describes what the students like about T4 in terms of his ability to share his previous 

policing experiences with them in a way that allows them to “understand” content. 

Importantly, the participant believes this makes him “genuine” or credible in his students’ 

eyes (see green highlight). This quote is interpreted as a focus on self (the teacher), which 

is a critical aspect of the direct object in the related category. Because the teacher in this 

situation-based teaching credibility on his developed policing experience, he suggested 

students are more willing to listen to and accept what he presents to them. Therefore, in the 

context of this quote, development includes having a genuine and substantial policing 

background with the purpose of making the teacher credible. 

 
 
 
4.3.4 Further analysis in relation to analytical frameworks 

 
Within each category representing teaching experiences and development experiences the 
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structural relationships are between the act of teaching and the indirect object, with the 

direct object painting a broader picture of the participants’ experiences. It should again be 

stressed that the how and what elements represent the structure or relationships within 

each individual category of description and serve to emphasise the differences between 

categories. 

Later in the analysis process, there was a gradual integration of the search for meaning 

and structure, rather than simply alternating between them. As suggested by Åkerlind 

(2005b) analysing between each of these perspectives helps illuminate each of them and 

thus they tend to merge. An example of this can be seen in the descriptions of teacher 

comfort within the development experience categories. Whilst critical aspects relating to 

comfort were noted within each of the development categories, as the how/what element of 

each category was constituted it became clearer how they differentiated between the 

categories. Within the lowest category, being comfortable was part of the indirect object or 

what teachers were trying to develop. Contrasted with this experience, in the highest 

category, the experience of teachers was to intentionally get out of their comfort zone as an 

act of development. So, whilst the difference between becoming comfortable and getting 

out of one’s comfort zone was established in the first phase of analysis, by applying the 

analytical framework a further important distinction between ways of experiencing 

development was established. 

The internal structure of teaching and development experiences constructed during the 

second phase of the analysis is represented in each of the outcome spaces in Chapters 5 

and 6. Each outcome space is then followed with a more detailed description supported by 

quotes from the transcripts. 

 
 
 
4.4 Ethical Issues 

 
An ethics application for this study was submitted to the School of Policing Studies Human 

Research Ethics Committee (since merged into a Faculty-level committee) and is attached 

in Appendix A. The additional ethics approval forms for the WA Police and Victoria Police 

are attached in Appendices B and C. Although the study involved data collection from 

human subjects, it was judged to be of minimal risk and therefore did not require review by 

the fully constituted CSU Human Research Ethics Committee. The ethics application was 

made up of a completed standard form, an Information Sheet (Appendix E & F) and 
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Consent Form (Appendix G & H) for participants, and the text of an introductory email that 

was used to contact potential participants in the first instance (Appendix I). An altered 

Information Sheet and Consent Form were required for the Victoria Police. 

It was anticipated that many of the participants would be serving police with limited 

teaching qualifications. One ethical concern, then, was managing the possibility of them 

being self-conscious about their knowledge and abilities in an area they may view as being 

outside their expertise. This issue was kept in mind during the interview process, with an 

emphasis on exploring stories from the participants’ concrete practice. By focusing upon 

their concrete aspects of their day to day practice, participants were not expected to 

concern themselves with verbalising broad theoretical concepts from education literature 

outside their area of expertise. 

To address the research participants’ concerns about confidentiality, the deidentified nature 

of the study data was strongly emphasised to participants and re-enforced in the 

Information Sheet provided. Details of counselling services were included on the 

Information Sheet given to each participant prior to the interviews in case any emotional 

distress was provoked by their being part of an interview about their practice. However, no 

problems in this regard were apparent during the interviews. If any participants did feel 

distressed, that was not made known to me. 

It was also important for myself as a researcher to keep in mind that the participants in the 

study were part of a police culture that distrusts outsiders, including external researchers 

(Chan et al., 2003). This culture is also one that tends to punish mistakes and discourage 

openness (Paoline, 2003), so I recognised participants may also fear negative 

consequences in relation to answers they gave. To allay these potential concerns, I 

emphasised from the Information Sheet that findings from the study would not be used for 

any purpose other than my PhD research, and that the research was not a work-related 

study or evaluation of their performance. This was also reinforced by the confidential nature 

of the study, with steps being taken to ensure identifiable comments from the transcripts 

were not used in the final thesis. It was also explained that all documents and transcripts 

would be kept in secure drawers in my workplace, which could only be accessed by me, 

and that the transcripts would only being read by myself. All computers used also had 

appropriate passwords and security. 
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4.5 Conclusion 
 
This chapter has detailed the data collection and analysis methods used in this study, and 

explained how each has been applied within the methodological research approach of 

phenomenography. The process of data collection and construction of the draft categories 

of description followed relatively orthodox methods used in previous phenomenographic 

studies. However, the analytical frameworks used in this study, whilst being based on the 

how/what framework described by Marton and Booth (1997), did make several subtle 

adaptations to analyse teaching and development within police academy contexts. The 

following two chapters will describe the results of this study based on the use of these 

methods. 
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Chapter 5 
 

Results in Relation to Police Educators’ Ways of Experiencing 
Teaching 

5.1 Introduction 
 
The results of data analysis in relation to the variation in police educators’ teaching 

experiences will be set out in this chapter, with the results concerning teaching 

development experiences following in Chapter 6. The outcome space outlined in Table 5.1 

below explains the four qualitatively different categories that represent the participants’ 

ways of experiencing teaching at a collective level. The description of each category 

begins with the broader meanings established in the first phase of data analysis, followed 

by a description of the act, indirect object and direct object representing the internal 

structure within each category, constituted during the second phase of the data analysis. 

Note: while sections 5.3 to 5.6 inclusive, are logically sub-sections of 5.2, I have discussed 

each within its own section in the interests of overall clarity. 

 
 
 
5.2 Outcome Space 

 
The outcome space of the participants’ experiences of teaching is presented in Table 5.1. 

This is a typical way of presenting results within phenomenographic research (Bowden, 

2000). The table sets out each of the category titles in the first line, with the logical 

relationships in relation to each element of the internal how/what structure being highlighted 

in subsequent rows. The categories of description outlined in the outcome space in Table 

5.1 were derived empirically from the data, while the structure was logically constructed 

from both the empirical data and the researcher’s interpretations. 
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Table 5.1. 
Outcome space of teaching experiences. 

 

Way of Experiencing Teaching Categories 
 

 Category 1 Category 2 Category 3 Category 4 

Transferring 
Content 

Teacher/Student 
Interaction 

Guiding 
Through 
Content 

Learning 
Development 

H
ow

 

A
ct

 

 
Presenting 
subject content 
to students using 
directive 
methods 

 
Interacting with 
students and 
providing 
feedback 

 
Guiding students 
in collaborative 
and active 
learning 
situations 

Requiring 
students to 
research and 
resolve 
increasingly 
sophisticated 
learning activities 

In
di

re
ct

 O
bj

ec
t 

To encourage: 
Students to more 
easily receive 
content 
transferred to 
them 

 
To encourage: 
Students’ 
enthusiasm and 
check content is 
being retained 

To encourage: 
Students’ thinking 
about content to 
apply and 
understand more 
deeply 

To encourage: 
Students’ critical 
thinking about 
content and 
underlying 
learning 
processes 

W
ha

t 

D
ire

ct
 O

bj
ec

t 

 
The teacher as a 
presenter, 
passing on 
policing 
knowledge and 
experience 

The teacher as a 
conversationalist, 
establishing a 
rapport with 
students to ensure 
the transfer of 
content 

 
The teacher as a 
guide, helping 
students to share 
and discover their 
own answers 
from the content 

The teacher as a 
problem-solver, 
encouraging 
learning 
autonomy 
beyond the 
classroom 

 
 
Within the following presentation of detailed results from the outcome space in Table 5.1, 

there will be a difference in emphasis in relation to the categories (which represent 

meaning) and the how/what elements which represent the internal structure within each 

category. When describing the categories of description, there is an emphasis on the 

differences between each category, with these being highlighted through critical aspects 

established in the analysis process. This emphasis is achieved through a concentration on 

the primary way of experiencing the phenomena within each category in contrast to the 

other categories (Åkerlind, 2005). Whilst the primary focus is on differences between 

categories, to describe the hierarchically inclusive nature of the categories there will be 

mention of similarities between the categories as well as variation between the categories. 
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In terms of the how/what elements, the focus of description is on the internal structure of 

each category, with an emphasis on the relationship between the act and indirect object. 

Whilst the direct object is an element of the internal structure, it is not specifically linked to 

the act and indirect object. 

The categories in Table 5.1 are further represented in terms of their hierarchically inclusive 

structure in Figure 5.1 below. For example, while the Teacher/Student Interaction focus, or 

Category 2, demonstrates improving interaction between teachers and students, it also 

continues to incorporate some aspects of the experiences of teaching highlighted in 

Category 1. This would include the experience that knowledge is something that is handed 

to students for them to memorise, although this is considered within a qualitatively different 

and more sophisticated experience. 
 
 

 
 

Figure 5.1. Nested hierarchy of police educators’ experiences of teaching. 
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Notwithstanding this inclusiveness, the understandings derived from the lower categories 

will tend to recede into the background of teachers’ awareness as their experience 

becomes more sophisticated or advanced. For example, the descriptions from the more 

sophisticated Category 4 understanding would represent the ideas from Category 1 in a 

way that would conform with this approach to teaching. The more sophisticated experience 

includes the possibility of there being some circumstances where teachers might need to 

provide knowledge for memorising, however, this occurs within a broader learning context 

where students are constructing their knowledge in a more complex problem-solving 

manner. Essentially, being a more learner-centred teacher, as represented in Category 4, 

and to a lesser extent Category 3, means also being aware of the more teacher-centred 

strategies described in Categories 1 and 2. Conversely though, those with teacher-centred 

conceptions in the lower categories are not aware have only limited awareness or simply 

reject the concept of being learner-centred. 

 
 
 
5.2.1 How and what elements of teaching experiences 

 
Further analysis of the data was conducted to establish the how/what elements of each 

category based on the analytical framework in 4.3.2. These elements outline the act 

(teaching actions or strategy), the indirect object (teaching goals, intentions or 

consequences) and the direct object (what teaching is or its content). These elements are 

useful in terms of developmental phenomenography because they help to differentiate how 

teachers undertake their role from what they are trying to achieve in relation to it. The 

relationships between the act and the indirect object are described in terms of teaching 

strategy and the underlying intent. At the end of each description of the direct object is a 

diagrammatical representation of the relevant teaching experience, with a focus on the 

components or content of the direct object. Unlike the representation of the how/what 

structure, these diagrams are not based on a specific phenomenographic framework but 

are simply used to illustrate the key elements of the given teaching experience. 

The following four sections will provide a detailed description of each category, including 

supporting evidence from the transcripts. Each section will initially describe the meaning in 

relation to the respective category before outlining the internal structure in terms of the act, 

indirect object and direct object. 
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5.3 Category 1 – Transferring Content 
 
Participants’ utterances represented in this category described teaching as the 

transference of policing knowledge and experience to their students. This transfer is 

described mostly as verbal instruction or lecturing, including the use of teaching methods 

such as PowerPoint or diagrammatic representations. These teaching methods are used in 

a teacher-centred manner with the general intention of assisting students to receive and 

remember content knowledge and reproduce this primarily for their assessments. The 

following quote from T12 encapsulates some of the critical aspects of this category: 

If I'm not delivering it properly, if I'm not getting my ideas across properly, I guess you just 
want to make sure that the message is getting across. That's the bottom line. If it's not 
getting across or the students are coming out thinking “what was all that about?” well, then 
there's obviously an issue there being your delivery of the topic or whatever it might be. So, 
I guess I just want to make sure that what I'm saying is in a fashion that is being absorbed 
and absorbed correctly otherwise the whole teaching process fails I guess doesn't it? 

 
The first critical aspect highlighted here is the view of the teacher that subject content is a 

message that needs to be passed across to his students as part of a generally one-way 

communication process. Another critical aspect is that success in this process relies upon 

the students receiving and absorbing this content for later reproduction in police academy 

assessments. Importantly, the transfer process not only includes abstract policing 

knowledge but also the teachers’ own experiences as police officers, as demonstrated in 

the following quote by T7: 

Well, we get a list of things that we need to teach them. They have to have an 
understanding of certain things. So, from our experiences we try and facilitate their learning 
… Say for example a vehicle stop. Okay, we need to tell them what's actually required of 
them as far as legislation, safety. Possibly talk about the Police Code of Conduct, what's 
expected of us. That type of thing. 

 
Although T7 used the terms “understanding” and “facilitate”, there is no elaboration in 

relation to these terms here or further on in the transcript, which is typical of responses 

within this category. There is instead an assumption that telling is sufficient as the primary 

teaching approach. T7’s comment in relation to “our experiences” highlights the teachers’ 

policing background as an important element in assisting or forming a basis for the 

transference process. 

T7 further emphasises what a teacher needs to do to teach effectively: 
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Learn quickly to become effective - just the subject matter [content] is the key principle ... 
and different methods of getting your point of view across. 

 
When prompted for an example, T7 continued: 

 
[A] Different method might be doing a role-play … Another method might be the flowchart up 
on the board. 

 
T7 was then asked how his knowledge of these different methods helped, to which he 

responded: 

Well, everybody gets the message in different ways. … Some people like to see it, and 
some people like to just hear it. 

Students are seen by teachers in this category as being passive recipients of information or 

knowledge but there is minimal elaboration on how this absorption process is taking place. 

The focus of the responses in this category is on the teacher and what they do, particularly 

in relation to their importance as the expert on whom the students rely to provide them with 

the knowledge and insider experience required for policing. Whilst teachers might allude to 

a range of teaching methods being used, they remain centred upon the teacher maintaining 

control over delivery as the centre of attention in the classroom. The critical aspect of the 

teacher being in control of the learning situation and mostly transferring a message of 

knowledge and experience is highlighted by T24, who suggests: 

… my thought was a traditional teaching where the tutor would be out the front being the 
guru who imparts wisdom and knowledge, worldly. 

 
The focus is on the teacher-centred presentation of subject content, with minimal 

consideration of learning processes or the student’s role within that process. 

The details of the internal structure of Category 1 are represented below in Figure 5.2. 
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Figure 5.2. How and what elements of Category 1. 

 
 
 
5.3.1 The act of teaching in Category 1 

 
The act of teaching within Category 1 is characterised by a teacher-centred emphasis on 

handing knowledge to policing students. The lecture method is a common approach 

described, however, while the term ‘lecture’ was generally not used by participants to 

describe their teaching there was considerable reference to related terms such as get 

“ideas over” (T7 & T20), get a “message across” (T12 & T7), or “… pitch my delivery” (T4). 

A common point highlighted in these descriptions is the importance of having to tell 

students in some way about the subject content for them to receive the message. 

Importantly, the communication flow is predominantly from teacher to student. 
 
However, descriptions in this category did build to a limited extent on the act of simply 

telling students about the content. Some teachers suggest varying their teaching methods 

can assist with getting the message across by making delivery “… more efficient, more 

timely …” (T12), by using “… a visual format …” (T4) or by making their teaching “exciting” 

(T15). T7 also emphasises using alternatives to telling in the following quote: 

... and put it in perspective, because we can talk about it and talk about it, but some people 
get the message easier by diagrams and flow charts, more so than just talking. 
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Despite highlighting different ways of presenting content, the act of teaching represented in 

this category requires the teacher to be in front of the class, figuratively, if not literally, and 

leading any learning activities. 

 
 
 
5.3.2 The indirect object of teaching in Category 1 

 
The indirect object refers to the more immediate teaching goals or intention underlying 

participants’ teaching actions. The indirect object in Category 1 entails teaching in a way 

that makes the message clear and encourages the reception of content knowledge 

presented in the act of teaching. This goal is captured in the following quote by T20: 

I've done a couple of these lectures in the past before I actually came to the Academy […] it 
was pretty much use the overhead projector. We just worked our way through a [lost 
property] report. It was all fairly straight forward, but probably very uninteresting. Since I've 
been at the Academy I've rethought how I want to present the session so they might 
remember it, because I've sort of discovered that they do the session and they go on they 
pretty much forget everything that they've learnt or been taught, I suppose. 

 
This quote is interesting because it initially highlights the act of presenting in a directive 

manner via the overhead projector before talking about the immediate goal or indirect 

object of students memorising what they were told or shown. It also indicated the potential 

drawback of this approach in terms of the delivery being uninteresting and thus the 

students potentially forgetting what they were taught. However, even with this recognition, 

the quote and its context indicate that T20’s goal does not extend beyond handing over 

content in a way that helps memorisation. There was also minimal elaboration of what the 

student does in terms of how they receive content, with most of the focus in this category 

limited to the teacher’s delivery. This lack of focus on what the student does is 

demonstrated in a quote from T7: 

Well we teach, don't we? We facilitate people's learning based on the criteria that are given 
to us, to just get our ideas over to them, and then they learn. 

 
There is no elaboration of the terms “facilitate” or “learning”, just a suggestion that students 

somehow learn after they receive the content provided to them. Other descriptions within 

Category 1 suggest this process can also be aided by helping students to be “calm” (T19) 

within the learning situation or by “… grabbing their attention …” with a more entertaining 

teaching style (T20). Essentially, learning is something that simply happens because of 

teachers handing ideas or content to students or otherwise equating telling with learning. 
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Teachers’ utterances in Category 1 were interpreted to mean making students familiar with 

subject content in terms of memorising it to pass their academy assessments. Teachers 

stated this critical aspect by referring to the need for students to be “familiar” with (T7), 

“know” (T4), “retain” (T6), “[have] absorbed” (T12) “fill up with knowledge” (T4) or “… build 

up familiarity” (T21) with policing knowledge as the focus of learning. This memorised 

knowledge is then “recalled” (T6) or used to “… pass assessments” (T4, T20 & T24). T12 

elaborates on this point: 

I think - I mean obviously physical results, exam results, is an indication that yeah, you've 
got your message across … 

This quote links the act and indirect object, describing how the message is transmitted to 

students for them to reproduce in an assessment situation and emphasises the centrality of 

the teacher in this process. The goal of memorisation is again described: 

Just expecting them to remember, I'm sort of very mindful of trying to teach them in a way 
that they're engaged and hopefully they'll remember at least some of what I teach them (T4). 

 
Whilst the term “engaged” is used by T4, within the context of the transcript this term is 

describing students simply paying attention to the teacher rather than describing an active 

learning process. 

 
 
 
5.3.3 The direct object of teaching in Category 1 

 
The what element is represented by the direct object, which in terms of the analytical 

framework used, asks what is achieved by teaching and more broadly, what it is comprised 

of. Within Category 1, the direct object represented the teacher as a presenter passing on 

their knowledge and experience to mostly passive students. Parts of this representation 

can be seen in a quote from T20: 

… as they work through … their assessment you're sort of thinking to yourself well they've 
obviously taken all this in, because they're regurgitating … what they need to … and when 
they just nail it and tick every box and you sort of think, wow they obviously - they've learnt 
something. They've obviously listened and often you don't sort of get that impression …. 
You're sort of thinking, I don't know how they're going to go. Then the next day on 
assessment day they just nail it and you think well, they obviously did learn what we taught 
them. 

 
This quote describes how the students have received the knowledge taught to them and 

then recalled it. A further critical aspect from this category is the inability of the teacher to 
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grasp or describe what happened in the learning process to help students address the 

assessment. The centrality of the teacher as expert passing on knowledge and experience 

to the passive student is further indicated by T4: 

I think I’ve got a very high - I think I’ve got extremely high working knowledge of criminal law 
and procedures and things like that. So, I can apply that in the training environment. I can 
apply that knowledge and experience. I think part of the problems that have occurred here 
at the academy from feedback from the recruits is the process where they replaced half the 
police educators with unsworn [non-police] teachers. The criticisms made by the recruits 
themselves in feedback was that they felt that these people who had never been police 
couldn’t say for instance “this is how this would apply”. They just felt that they weren’t 
getting the full depth of experience. They were just having somebody read to them from a 
book. So, I think what I bring, my style is great depth of experience and knowledge and 
practical application of it. I think that’s what I do in class, that’s what I bring to them here. 

 
When questioned in relation to what teaching is, this teacher, like most others describing 

experiences relevant to this category, indicated the primacy of policing knowledge and 

experience to their teaching ability and credibility as a teacher who can present and 

transfer this knowledge and experience. For emphasis, the participant contrasts his 

credibility as a police educator with other teachers who do not have a policing background 

or experience. T7 also suggests “... the biggest thing is just increasing your knowledge” and 

T19 emphasises the importance of “job knowledge”. There is also mention of the need for 

“recency” (T7) in terms of this knowledge and experience to improve credibility. 

Descriptions in this category emphasised the primary teaching concern as having a 

repository of knowledge and experiences that can be passed on to their students but with 

the actual learning process being taken for granted. 
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Figure 5.3. Composition of Category 1 teaching experience. 
 
 
 
To summarise Category 1 teaching experiences, Figure 5.3 highlights the transfer of 

content and policing experience to students. Only a one-way communication flow is 

expected, with students being required to passively receive the knowledge and experience 

given to them. The teacher is required to have appropriate content knowledge, policing 

experience and presentation skills to undertake this role. 

 
 
 

5.4 Category 2 – Teacher/Student Interaction 
 
Within Category 2, the teacher is still described by the research participants as the provider 

of content who continues to use teacher-centred methods. However, there was an 

increasing focus on the critical aspects of involving students in classroom discussion and 

engaging them in a questioning or feedback process. These actions allow the teacher to 

check students’ recall of the knowledge previously provided to them. It also serves the 

purpose of ensuring students are less anxious or more enthused about the learning 

process. The following quote from T6 exemplified some of these points: 

As a teacher, my practices, I try and engage the class and the individual students as much 
as I can to reduce the fear and anxiety with learning. I try and activate positive response 
from them so they're not just sitting there in the old teacher student regime where everything 
was just passed forward. You took it all in and there was no room for questions or no room 
for conversation. I try and engage them as much as I can to allow me to judge that they're 
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picking up the subject matter they need to be taught and to give them the confidence and 
create a bond or a trust between myself and the students. 

 
This quote describes the teacher as an expert presenting content but also emphasises the 

need for conversation and questioning, which is typical of Category 2 descriptions. While 

the term “interaction” is not mentioned in this quote, an alternative term, “engage”, is used 

by this and other participants which was interpreted as having a similar meaning. The two 

critical aspects highlighted in this quote are the need to improve student confidence 

through an interactive process and the ability to assess whether students can reproduce 

this subject content when required by the teacher. 

The difference between Category 1 and 2 can also be seen in this quote from T24 who 

states: 

Since I came here my whole teaching approach has changed in terms of it's not just me 
sitting out the front preaching, it's actually an interaction. That's where I'm really ahead with 
my teaching, is that I see myself out the front there where rather than me stand there and 
gabble on, I generally try to - and I feel a little smirk on my face when there's actually a bit of 
a debate. 

 
The desire for interaction indicated heightened awareness, beyond the Category 1 

experience of seeing students as passive; participants are now more aware of the need for 

students to engage in an interactive process. 

T20 further describes the role assigned to students in this category as: 
 

Okay. Well, I want them to contribute I suppose and make contributions to what the session 
is about. I want them to be actively involved, pretty much. I want them to listen as well. 
Because sometimes they get a bit distracted. 

 
The context of this quote supports the interpretation that being active is limited to 

participating in a questioning process. Other descriptions of the students’ role in this 

category also highlights desirable behaviours such as being “involved” (T23) or “interacting” 

(T12 & T16). These behaviours involve the students engaging in a “questioning” process 

(T20, T24 & T2). Further elaboration on the reasons these interactions are used include 

having students “justifying” their answers (T6) or highlighting “meaning” (T4 & T3). While 

there is some mention of students working in groups as part of their learning role (T20 & 

T24), there is no emphasis on collaboration with peers or deeper learning goals based on 

this group work or interaction with other students. Essentially, the focus was on a teacher- 

led question and answer session, with an emphasis on simply participating, without any 

elaboration about engaging in activities that promote deeper learning. 
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The details of the internal structure of Category 3 are represented below in Figure 5.4. 
 
 

 
 

Figure 5.4 How and what elements of Category 2 
 
 
 
5.4.1 The act of teaching in Category 2 

 
Participants’ descriptions in this category placed an increasing emphasis on using 

questions to prompt interaction or conversation within the classroom and making more use 

of feedback, particularly in practical learning situations. An example of this approach is 

described by T6: 

In a class role we go through a scenario like a collision or an investigation process like a 
drink drive; we go through the steps and the phases. I then put it back in to the forum [the 
class] and ask questions of the forum … and [ask] why they've asked that question and 
support the reason for their questioning. 

 
The context of the quote initially suggests presenting content in a manner similar to 

Category 1. The teacher then moved to a phase of asking questions of the class and 

encouraging students to pose their own questions in relation to the content covered. Similar 

meanings were also indicated by other teachers who want students to “ask questions” 

(T12), “contribute” (T24) or get “... up to talk” (T13). In this respect, teachers’ descriptions in 

this category also demonstrates some encouragement of elaboration from students in 

terms of providing a rationale for their answers rather than simply regurgitating what was 

previously provided by the teacher. However, the extent of this strategy is limited, with T6 
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and T25 suggesting this process helps students to “understand” but without expanding on 

what this means or how it occurs. 

In addition to promoting a questioning process in the classroom, the act of teaching in this 

category also emphasises teachers providing students with feedback as part of “... an 

information exchange” (T25) or a strategy of “... providing ongoing feedback” (T19). T16 

details this critical aspect by stating: 

Well I like to think I'm fairly open and I have an open-door policy with the trainees from both 
being their course director and also as an instructor. They can certainly come to me at any 
stage. I like to think that I'm encouraging but also give them constructive feedback to 
encourage them to do things maybe a little bit differently as well. So, I really think the 
feedback is essential and I'm certainly happy to do that. 

 
The act of teaching represented an interactive or engaging process between teachers and 

students, although there was still a heavy emphasis upon the teacher leading this process 

from the literal or metaphorical front of the classroom. For example, the feedback process 

mentioned is interpreted as a continuation of the transfer or presentation of content, except 

that it is now embedded within the question and answer format. 

 
 
 
5.4.2 The indirect object of teaching in Category 2 

 
The indirect object of the participants in Category 2 emphasised a focus on the critical 

aspects of using a two-way conversation between teachers and students to check content 

is being received and to keep students enthused and interested. The main emphasis within 

the transcripts is of an interactive process between teacher and students as this quote by 

T19 suggests: 

I don't want information going one way, I like to have it going both ways as the information 
flow. 

 
This quote highlighted the difference from Category 1, where information basically flowed 

from teacher to student, to now flowing “both ways”. The heavy emphasis on exchanging 

information or knowledge as part of the communication flow is described by T5: 

So, I'll ask the questions, it's more of a didactic approach at the front because we only have 
a certain amount of time for revision before they start to apply it. So we'll go through our law 
notes again. I will go around the classroom and ask questions about their understanding of 
holding powers, provisions and breach of an intervention order. So, it's just recap and 
refresh. That's one side of what I deliver. 
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This description was interpreted as a teacher-centred act, with the goal of providing 

answers in relation to the content, although on a superficial level typical of this category, 

particularly within the context of perceiving limited time in which to deliver large amounts of 

content. In this regard, students were expected to mostly recall information or the right 

answers rather than engage in deeper reasoning or reflection about the content, with T4 

suggesting students should, “... give me the answers I want”, while T2 asks students to 

“parrot back” what they were earlier told. 

The checking process is further described by T6: 
 

They're allowing you to provide them with information and they're in receipt of that 
information and I can, through that trust, also gauge that they're getting it back and it's 
coming back. 

 
And by T12 who states: 

 
So, I want to interact. Okay, bang, tell me about this, tell me about that, what do you think? 
If they don't ask any questions, well then I'll ask them questions because I want to know that 
they're taking all this in I suppose. 

 
The emphasis here is on the teachers’ intention to use the interactive process to check 

whether the students have received the information and knowledge provided to them. 

There was variation in relation to Category 1 in that the learner is not expected to be 

passive, as there is some expectation they will repeat back the knowledge given to them in 

a more interactive way. 

The variation between Category 1 and 2 is highlighted by T19: 
 

Because it's more a conversational style of class, you're dealing with adults, you want to 
know that people are actually taking it in by the class being in equal conversational style, not 
just stand-up delivery. You know you're getting the messages back through, that what 
you're teaching is actually being received and being received and processed correctly and if 
not, you can then correct it. 

 
This quote suggests the need for the message to be delivered and received as in Category 

1 but additionally emphasised the link between the act of being interactive and the goal of 

checking content transfer. 

An additional consequence of the interactive process that is part of the indirect object is 

that it aids learning by keeping students “enthused” (T20), “excited” (T4) and “interested” 

(T16). There was also the perception that the interactive process “reduces anxiety” (T6) 

and “builds confidence” (T19) within the learning situation. 
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5.4.3 The direct object of teaching in Category 2 
 
In relation to the direct object, descriptions of teaching in Category 2 indicated an 

experience of establishing a rapport or relation with students to assist the transfer of 

subject content. Whilst the experience of a transfer process seen in Category 1 remains, 

the direct object in Category 2 also comprised establishing this rapport via an interactive 

process. 

The interactive process in this category supported the building of a relationship with 

students, making it easier for students to accept the content being transferred to them, as 

stated by T6 who indicates the need to: 

… gain a rapport with the students. I find it's like everything, if you gain that contact, that 
rapport, that trust, the analogy I suppose you're opening doors to their minds. 

 
The quote emphasises how the teacher’s actions created a connection between the 

teacher and their students, with the aim of assisting the reception of policing knowledge. 

T25 also refers to the term “rapport” in this context, whilst T6 additionally refers to the 

“trust” between himself and his students, which makes them open to the information 

provided to them. 

The change in the direct object when compared to Category 1 is highlighted by T24 who 

states: 

If you talk out the front as a 100 per cent tutor you don't know whether you've got 
confirmation of learning, because they're sitting there listening and you don't know whether 
they're actually taking it in. 

 
This quote contrasts with a presentation focus, indicating an emphasis on the interactive 

process where a transfer of content can now be confirmed, albeit to a superficial extent. 

The critical aspect of confirming students are receiving the content given to them was 

highlighted. The importance of this confirmation or checking process was further 

emphasised by T5 who suggests he is “… testing their knowledge so they can take it to the 

next level”. Thus, the direct object of Category 2 viewed the student and their learning as 

an increasingly important component of teaching. 

However, despite the emphasis on teacher/student interaction, teaching in this category 

remained teacher-centred. In this regard, the teacher remains in control of the interactive or 
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conversational process, with descriptions also emphasising the need for “... greater control” 

(T6) or “... controlling the classroom” (T23). 

The teacher-centred nature of this category can also be seen in the limited elaboration of 

the learning process beyond behavioural aspects noted by teachers. For example, T2 

suggests: 

So, visual observation skills, really, really important as well. So, you can see confusion in 
people's faces, or at least I can. You register whether they're getting it or they're not. Or 
whether they're - if you're getting serious looks of concern. 

 
Other respondents also emphasised looking for behavioural cues that students are 

engaged in the desired learning process, such as, “… whether there is laughter” and “… 

are their heads nodding” (T19) or simply relying upon a “gut feeling” (T25). Beyond these 

points, there were no descriptions of how students are thinking about content or the 

learning process they use to arrive at the answers they are required to give. 
 
 

 
 

Figure 5.5. Composition of Category 2 teaching experience. 
 
 
 
To summarise Category 2 teaching experiences, Figure 5.5 highlights an interactive 

process between the teacher and their students that helps build a rapport between them. 

There is a deliberate two-way communication flow, with teachers using a question and 

answer process to check students have received the content given to them and keep 



138  

students enthused or interested. In addition to the knowledge and skills described in 

Category 1, the teacher is required to have the interactive skills to engage students, albeit 

in a relatively limited way. 

 
 
 
5.5 Category 3 – Guiding Through Content 

 
Participants’ quotes in this category described the critical aspects of students engaging in 

meaningful learning activities to promote a deeper understanding of content. These 

descriptions indicated less reliance upon the teacher to cover content, with a greater 

emphasis upon guiding students towards finding their own answers, rather than simply the 

right answers that were previously delivered by the teacher. T15 provided a summary of 

this experience by stating that, while the students work in groups to come up with their own 

answers regarding the investigation of a policing scenario: 

I will walk around. I will ask questions. I watch and listen, just to see what they are 
discussing. It's in their same area. It's just generally on their tables. There might be groups 
of three or four on their tables and it's just interesting to walk through and listen to see what 
they are doing and what they are discussing. It's basically the way I deal with it and 
obviously then we discuss their answers as well. 

 
The focus of teaching has shifted more towards the students’ actions in addition to what the 

teacher is doing when compared to Categories 1 and 2. In this quote, the participant 

emphasised the importance of observing and listening to the students while they work in 

groups. Rather than having students repeat parts of content previously told them, the 

participant is listening to discussions between students in a reasoning process used to 

arrive at answers about the content. A critical aspect relates to the teacher’s role, which is 

being more of a guide for students through activities. This quote at least partially described 

a process of facilitation where the students are tasked to address a realistic policing 

scenario under supervision or guidance from their teacher. While other descriptions of this 

category use the terms “interactive” and “engage” like those in Category 2, the overall 

context in the transcripts suggested a different interpretation of its meaning within the 

process of teaching. 

As with Category 2, discussion remains an important part of the learning situation, 

however, rather than always leading this discussion, the teacher now asks students to take 

a more active role as this quote from T14 suggests: 
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I was the font of all knowledge on whatever it was. But now I'm letting them research it, 
make their own mistakes and then having to bite my tongue when I know what the answer 
is. You can hear their - see them looking at you sort of going well, are we doing this right or 
are we on the right track here and saying nothing, then waiting for another group to give 
their take on it and another group to give their take on it. Then watching this group say “… 
well what do you think now in relation to what you originally came up with now that you've 
listened to this group and this group?” 

 
This quote indicates T14 has moved beyond seeing himself as simply a knowledge expert, 

as highlighted in Category 1 and to a lesser extent in Category 2, to a role where he is also 

a guide. First, he highlights the critical aspect of students doing more of their own work, 

rather than relying upon the teacher to provide knowledge. Second, there is an emphasis 

on the teacher holding himself back at key moments and encouraging discussion amongst 

students or groups of students rather than leading the discussion or questioning the 

students himself. Key words that highlighted the teachers’ role in this quote are “watching” 

and “listening”. These words were interpreted as describing a role where the teacher is 

stepping back from directive actions and taking more time to evaluate how the students are 

engaged in their learning. The idea of students doing their own research or learning also 

indicated a trial and error learning process guided by the teacher. 

This increasing emphasis on students’ learning includes having them participate in 

activities that are more reflective of authentic policing practice and working more with peers 

in group work situations. T13 provided an example of this by stating: 

Well, I don't want to be a talking head in my classrooms. I think there'd be nothing more 
boring. I mean, I've been subjected to that in the past myself. I've been exposed to, over the 
years, a number of ways of presenting material. It doesn't all have to be the lecturer at the 
front. I like to use groups. I like to give them scenarios to work on. I like them to take 
responsibility for working out what's important. 

 
The first part of this quote describes the participant discerning variation in the way he has 

experienced a more traditional teaching approach as a student. He then compares the 

“talking head” idea with a situation where students are asked to take a more active role 

within the classroom. The teacher explains that this role included using a specific policing 

scenario (emphasised elsewhere in the transcript) and makes use of group work where 

students work with their peers to find out what is important in relation to the content. This 

role is different from that described in Category 2, where the interaction is mostly between 

teacher and students rather than including discussion between peers, with an emphasis on 

the critical aspect of shifting more responsibility for learning to the students. 
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However, within this category, there was limited elaboration of students using the learning 

process to develop underlying learning or critical thinking skills. This point is alluded to by 

T20 who describes his observation of peer teaching and engaging his students but was 

unable to, “... put my finger on why it [his teaching] was effective”. This seems to exemplify 

a lack of awareness in relation to deeper learning processes and the more advanced 

experiences represented in Category 4. 

The internal structure of Category 3 is represented below in Figure 5.6. 
 

 
 

Figure 5.6. How and what elements of Category 3. 
 
 
 
5.5.1 The act of teaching in Category 3 

 
In relation to the act of teaching within this category, participants described an effort to 

lessen their direct control of the learning situation and use strategies that promote greater 

input by the students and encourage their collaboration. T20 outlined his approach in this 

regard: 

Just those ideas of getting them to do the work rather than me stand up there and do all the 
writing and all the talking, getting them to do the work. Also, maybe doing things like just 
ideas - you know, just gave me ideas for things that you could do to engage them in the first 
instance like doing a little quiz or asking a way-out sort of a question that works into what 
you're going to teach to get them thinking about it. Just lots of little activities I suppose. The 
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fact that breaking them up into groups and getting them to do the group work, I suppose, 
that's again all part of getting them to do the work. 

 
T20 emphasises the importance of his learners becoming more active and/or working in 

groups to think about the content they are learning, although there was no elaboration 

about why this process was important. A range of teachers provided descriptions of this 

experience that emphasise helping their students become more active in their learning 

including, “… letting them research it, make their own mistakes” (T14), “… give them 

scenarios to work on” (T13) or “… some kind of exercise to get them thinking” (T3). Making 

use of collaborative learning strategies such as group work is also considered as a key 

approach to keep students active. In this regard T15 put students “… into groups … to work 

out a scenario”, T3 asks students to “… go away in groups” to learn and T5 said“… we’ll 

give them a problem in a syndicate group”. This is part of the guiding process described by 

T15 who emphasises the need to “… watch and listen” whilst group activities are taking 

place. T3 adds: 

So, it's not only knowing what to say and how to say it, but for how long to say it, when to 
stop talking, when to get someone else involved and essentially communicating directly, 
indirectly and via facilitation. 

 
That is, it is an approach that requires the teacher to provide interactive and collaborative 

activities for their students while simultaneously relinquishing some control to guide rather 

than mostly transmit information to their students as evidenced in Category 1. In contrast 

with Category 2, there is less emphasis on teacher/student interaction but there is a greater 

emphasis on student/student interaction and collaboration to produce answers in relation to 

content. There is also a variety of communication processes that adds to descriptions from 

the lower categories, particularly with the suggestion that communication is an important 

part of facilitation. Other teachers who described this critical aspect also highlighted the 

importance of having students “… discuss their answers” in groups (T15) and “… report to 

the class” the results of their peer discussion (T8). 

There is also the critical aspect of using authentic learning activities relating to policing to 

provide more meaningful learning tasks to guide students through. Some examples of 

these activities included “cognitive interviewing” (T9), “ethical dilemmas” (T2), “… issuing a 

search warrant” (T8) and making a “bail application” (T3). Whilst these activities cannot be 

described as overly holistic in terms of policing practice, they represent an attempt to use 

realistic policing scenarios as a focus for learning that was more evident than in the lower 

categories. 
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The nature of interactive teaching described in Category 2 and its inclusivity in the 

Category 3 experience can be seen in this quote by T15: 

We do a lot of workshop tasks and the workshop tasks that I have done are actually 
examples on the board and what I do is break them into groups and they actually have to 
work out a certain scenario ... they give me questions and then we discuss it as a class. 
What answers did you get? Did you consider this? It's very interactive like that but 
obviously at the end of it they understand … 

 
The first part of this quote highlights students working together in groups to achieve their 

learning objective. However, the participant then describes a teacher led interaction that is 

used to bring together and consolidate the earlier group work process. A Category 2 

experience would generally just rely upon the teacher leading the class discussion but 

T15’s description uses this strategy to complement student learning in peer driven groups. 

Awareness of the changing nature of the teaching role and the guiding process within it is 

also described by T9 who is: 

… making sure that they're going through the correct stages of the interview process [in a 
group activity]. It's listening to that and saying yeah, they've definitely grasped this now, or 
the opposite is no, I think I need to just pause - and I will. I'll pause the lesson and I'll say 
right, I'm not sure if you've quite understood this. Let's go back over it again. 

 
Rather than checking recall of narrow detail more common in Category 2, the focus of the 

participant was on establishing understanding of a broader concept or skill. It is also done 

as part of the facilitative process and not just by way of a narrow question and answer 

strategy. Importantly, in the context of the transcript, she was listening to a group of 

students collaborating with their peers to check their deeper understanding of the content 

rather than relying upon a superficial conversation to check for the right answers. 

 
 
 
5.5.2 The indirect object of teaching in Category 3 

 
In relation to this category, the indirect object is interpreted as having several critical 

consequences in relation to the act. First, when compared to lower categories, participants 

placed an additional responsibility on students to find their own answers in relation to the 

content, particularly in collaboration with their peers. Second, intertwined with this process 

is an expectation that students will think and learn more deeply about the content and be 

able to apply it in a more practical way. As part of this learning process, the participants 
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expected students to justify answers to both their peers and teacher. T8 describes the 

learning process as: 

I guess I try and get them to provide the information that I already know but I try and get 
them to think about it. To make them think because I think me standing there and saying, 
this is a standard tactical plan, this is why they do it. They don't learn it whereas if they've 
got to think through the issues, they tend to take more on board. 

 
T8 emphasises that simply providing information or questioning students, as highlighted in 

preceding categories, is not sufficient for effective learning. Rather, there was an emphasis 

upon asking students to work through a learning activity that required them to think more 

deeply about a policing situation and and/or explain their results or thinking in a classroom. 

Like Category 2, students are expected at times to reproduce the right answers or actions 

but there is additionally a recognition that students also needed to engage in a process of 

thinking for themselves and taking ownership of the answers they provided. In this regard, 

various participants emphasised the need for students to “think” about and provide their 

“own” answers (T20, T3 & T15). The consequence here is that students were given 

increasing responsibility for their own learning. 

There was no extensive elaboration of what this thinking process is beyond the need for 

students to have an “understanding” (T25, T15, T17 & T8) or to “apply” (T25, T15, T9 & 

T10) relevant knowledge. While these terms were also highlighted at times within the 

descriptions of Category 2, it is important to indicate two distinctions between how the 

terms were used in each category. First, in Category 2, the terms “application” and to an 

extent “understanding” were elements of the direct object (i.e. what teaching is in a police 

academy context), while they are now part of the indirect object (i.e. intentions, 

consequences or goals of teaching actions) in Category 3. This point is interpreted as 

indicating participants in Category 3 are more likely to be aware of and encourage this 

depth of learning as part of the facilitation process. Second, Category 3 descriptions tend to 

provide greater detail in relation to the facilitative and learning processes, whereas the 

descriptions in Category 2 simply assume students will understand and apply learning 

without considering how the teacher will specifically facilitate their learning to this level. 

Both points indicate a more sophisticated understanding of complexities in the teaching 

process within descriptions in this category. 

Unlike preceding categories, descriptions indicated an increasing use of group work with 

peers in Category 3 to promote the learning process. T3 states: 
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Okay, what I'm hoping to achieve is - with all groups there are some people that have a 
really good understanding, some that have an okay understanding and some that are lost. 
So, by going away in groups, it gives people the opportunity to go, “well this is what I think”, 
“but hang on this is what I think”. “Okay, well why do you think that?” Hopefully by 
collaborating, they will come to a consensus and then that will ensure that the weaker one, 
who may not have had the input will go, “oh okay, I see how they've done that” and pick up 
with it [...] So it's to really just to generate discussion amongst more than one person, so 
essentially, it's giving them two or three heads rather than one. So hopefully it stops them 
from - if a person's going down the wrong track and they don't have anyone to pull them up, 
they'll just keep going down the wrong track, so hopefully it's to keep everyone moving in the 
right direction. 

 
This description demonstrates the link between act and indirect object, with the intention 

being the use of group activities to have students thinking and reasoning through content. 

There is also an aim of students doing this in a collaborative process with their peers where 

they can learn from each other in addition to learning from their teacher. Also, noticeable in 

this process was the decreasing control exerted by the teacher, as they encouraged their 

students to become more active in their own learning. This idea of beginning to step away 

from close control of the learning process and encouraging peer collaboration was also 

indicated by T15 who suggests: 

…I think a lot of people in adult learning they need to be able to come up with the answers. 
I'm not there to give them to them. 

 
 
 
5.5.3 The direct object of teaching in Category 3 

 
Participants’ quotes relating to the direct object in this category described the teacher as a 

guide who helps students to rationalise and find their own answers in relation to the 

content. T25 indicated what teaching is as he describes his role as: 

… a facilitator and a guide rather than a person that’s just barking information and get them 
to learn straight out of a book. 

 
This description highlights a contrast between Category 3 and the presentation role 

described in the lower categories. T3 elaborates further on this role that built upon 

understandings from the lower categories: 

… I had given the recruits a … scenario-based practice exam. Rather than me just go in 
and give the answers, what I do is I set them the task and pretty much left them up to 
themselves … every now and again I come back and see how they're going and answer 
questions as the need be. But then when it comes to going through it, it's not me standing 
up there giving them the answers, it's - the answers come from the recruits themselves. So, 
it's a case of randomly selecting someone, okay what's question one and what's the 
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answer? Then discussion … The overall aim is to - I guess (a) is to check their 
understanding of what they've just had, but (b) to make sure that they're not just listening to 
me and doing nothing with it. So, the workload is - it's not my job to teach, it's their job to 
learn, essentially. 

 
While the comment by T3 includes elements of knowing what to say and how to say it like 

the lower categories, there was an additional emphasis on being aware of when to stop 

talking and use other techniques to promote learning. This involved direct communication 

that is so important to Category 1 and indirect communication through questioning 

introduced in Category 2 but there was also an increased emphasis upon facilitation and 

asking the students to think about and articulate understanding rather than only relying 

upon the teacher. The nature of what teaching is in this category is explicitly reflected by 

the last sentence of the quote about the teacher’s role in a police academy context. 

A further illustration of what the teachers’ role is comprised of is highlighted by T9: 
 

You show them how it's done right at the beginning, and then you let them do it, providing 
them feedback. Then you just gradually pull away, so they are now having to do it all on their 
own. They are having to think about how they're going to do this without me prompting them. 

 
This quote illustrates an initial teacher-centred approach more characteristic of Category 1 

or 2 but then emphasises how the teacher removes support and decreases control to 

become more of a guide, allowing the students to take increasing ownership of their 

learning of the content. T8 also said “… I try and get them to do their own learning and then 

have it [their learning] as a class discussion”. So rather than only recalling answers 

previously given to them by the teacher, there was an increasing emphasis on students’ 

owning their learning and engaging in more independent activities to achieve this, with the 

teachers’ centralised role decreasing. This emphasis on the type of learning outcome is 

also implied by other teachers in terms of encouraging students to “justify” their answers 

(T6, T13 & T14). 
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Figure 5.7. Composition of Category 3 teaching experience. 
 
 
 
In summary of Category 3 teaching experiences, Figure 5.7 highlights a facilitative process, 

not only between teacher and students, but also among students as the additional 

directional arrows indicate. The multiple circles also represent the teacher viewing a 

classroom as being comprised of a heterogenous group of students rather than an 

amorphous group. There is an increasingly complex communication flow between teacher 

and students, with students often having to communicate with each other during group 

work. The purpose of group work in authentic learning activities is to have students take 

responsibility for thinking about their own answers about the content rather than only 

producing the right answers. The teacher is required to have facilitation skills that allow 

them to guide students through aspects of learning activities that focus on specific content 

related tasks. 

 
 
 

5.6 Category 4 - Student Development 
 
The experience of teaching in this category is based on the critical aspects of students’ 

deep learning within and beyond the classroom through deeper thinking and problem- 
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solving activities. Participants’ descriptions in this category emphasise student learning in 

relation to both content and underlying thinking processes that encourage autonomous 

learning. T1 highlighted some key points from this category when he justifies the use of a 

learning activity: 

There’s two parts to it. One is the skill of presenting, clearly communicating an idea to an 
audience and getting across your message, so there’s that communication aspect. Also, 
listening to what they’re asking you and giving them information back. The other one [part of 
teaching] is a bit more reflective. It’s [to have the students] looking at the job, or looking at 
the thing that you’re part of and pulling out not 15 things that went wrong, but what were the 
two or three really big issues that were hard and that required some real thinking about 
trying to solve this problem. They’re usually very common themes like working with other 
agencies and relationships. It’s not one that you can simply give an order to and use your 
authority to fix, you’ve got to use influence. Trying to manage balancing priorities with 
different resources, dealing with demands from be it either a senior executive, politicians or 
the community. Understanding your operating environment. 

 
This quote initially highlights points also seen in preceding categories such as getting a 

message across (Category 1) and providing feedback (Category 2) but then there is an 

indication of encouraging a deeper learning process that goes beyond what is described in 

Category 3. Students are being asked to be reflective and problem solve in relation to a 

more complex or holistic policing scenario rather than the narrower tasks described in 

Category 3. There was a requirement for students to consider the immediate policing 

problem as part of a wider community context. T1’s students are also not only learning 

relevant content, but he is trying to develop problem solving skills that can be used across 

future policing situations. 

Further insight into the teaching experience is provided by T14 who states: 
 

I would go in and give them a loose based vague sort of problem and have them go away 
and research it themselves and come and deliver it. When I say deliver it, I leave that to the 
imagination and you'd be surprised at what they - how imaginative they are…To see what 
comes out of their mouths from what they've gone out and researched it's very - it leaves a 
big smile on my face when I see that happening and I can walk out of the classroom, I go 
“Well gee that was pretty special, where did they get that from, you know”. They got it from 
themselves and just been given the leg [up] - to go out and do this themselves. 

 
T14 emphasises the importance of students doing their own research and delivering a 

solution they had constructed. The teacher is still seen as having a role in preparing 

students for this task, as briefly indicated by the “leg up” comment, but importantly, 

responsibility for the learning task is increasingly given to the students. Whilst the 

experience of placing greater responsibility on students for learning was also described in 

Category 3, it only applied to smaller scale activities, whilst in this category, the scope and 
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duration of the task have increased and include specific instances where groups of 

students present their learning. Also like Category 3, there is an expectation of 

collaboration between peers in learning groups to find answers, however, the expectation is 

higher in terms of “… problem solving and decision making” in relation to “… multiple 

possible outcomes” (T10) and emphasising “meaning” rather than expressing one answer 

or action (T1). There was also an expectation that students will begin to “self-reflect” in 

relation to their performance and improve their adaptability to future learning and work 

demands (T11 & T1). 

Finally, T1 highlights a critical aspect in relation to the teachers’ role when he states: 
 

I don’t know if I actually teach things. I put together programs that give people a chance to 
learn if they want to … So, that comes back to the fact that - creating an environment where 
people can learn something. That’s what I see it as. 

 
Importantly, teachers’ experiences in this category emphasised establishing a space for 

learning in which their students can learn for themselves, with reduced reliance upon the 

teacher to fulfil this process. 

The details of the internal structure of Category 4 are presented below in Figure 5.8. 
 
 
 
 
 

 
 

Figure 5.8. How and what elements of Category 4. 
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5.6.1 The act of teaching in Category 4 
 
The act of teaching within this category was differentiated from lower categories by the 

decreased amount of control the teacher tries to exert over the learning situation, while at 

the same time making increasing use of more complex or challenging learning activities. An 

example of this is highlighted by T14: 

We no longer are teaching raw topics of firearms or arrest or perjury or armed robbery. We 
have much broader scenarios and concepts and have them do the research and then - and 
come back to us and then we fill the gaps at the end. So, we're really adopting more a 
problem-based learning methodology recently. 

 
This teacher describes an approach that integrates subject content into a PBL method, with 

students undertaking self-directed research to achieve their learning objectives. In 

comparison to Category 3, the learning activity scenario has a wider or more holistic scope 

that is not limited to a narrow skill or element of content. There is an increasing requirement 

for students to work away from the classroom and undertake more comprehensive 

activities rather than complete simpler or shorter tasks within the classroom. There was 

also a brief reference to a Category 1 or 2 experience in terms of filling “gaps” at the end of 

the process, however, this indicated the inclusivity of a broader range of methods at hand 

to supplement the PBL process. In terms of more specific approaches within the act of 

teaching, T14 further describes: 

That is, working through what the problem is, working what all their learning issues are, 
doing their research, applying a bit of analytical higher order thinking to it to say well what 
have I got and where is it taking me. Then coming in with some outcomes and being able to 
argue why they're right. That's what I like to get them to do. I like to get them to compete 
against each other in groups and argue why their method is better than somebody else's. 
When I see them do that then I know I've got them. Then I can step back and I know if I 
give them another problem and another problem they'll continue to do that. 

This quote highlights detail in relation to the teaching act, with some linkage to the 

consequences representing the indirect object. It emphasises students establishing what 

they need to learn, analysing the activity and arguing solutions to the teacher and peers. 

Importantly, utterances representing the act in this category demonstrate an increasing 

focus on what the student is doing in addition to the teacher’s actions. Across both quotes 

above, there are suggestions the teacher needed to be involved in a guiding role but clear 

emphasis that students also need space to learn away from the teacher, in contrast with 

Category 3, where the teacher is always present. The teaching act explicitly includes a 
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problem-solving process, with T5 adding, “... it’s about getting them to really think about the 

problem themselves rather than me saying here’s the issue, this is how we resolve it”. T11 

also described how she engaged in a teaching process that required her to be flexible 

because, “... as a facilitator you don’t actually ever know where your session’s entirely 

going to go”, which is in contrast to the desire for control in the lower categories. 

 
 
 
5.6.2 The indirect object in Category 4 

 
The indirect object in relation to this category is to encourage critical thinking in relation to 

both subject content and the underlying learning processes. The link between the act and 

indirect object in this category is illustrated in the previous quote above by T14, who 

describes how the learning activity in question is meant to encourage analytical and higher 

order thinking. T1 also describes a similar intention in relation to a learning activity when he 

states: 

Some people have said, it’s a little bit unfair and I’ve said it’s not designed to be fair. It’s 
designed to force you - it’s designed to make you think and make decisions and ultimately 
take responsibility for the outcome no matter what it is. 

 
The indirect object within Category 4 is different to previous categories in that there is an 

explicit focus on developing critical thinking skills in addition to understanding and applying 

the subject content. In this regard, T1 hoped to not only develop these skills but also 

encourage students to take “responsibility” for their learning product. T1 also emphasised 

the immediate teaching goal by suggesting his students are pushed into a new situation 

and pushed out of their “comfort zone” to take “... responsibility for the solutions they 

present”. 

This teacher uses a specific content related scenario for the learning activity in question but 

as indicated in the quote, the teaching goal was to encourage thinking and decision 

making, like an operational policing environment. The importance of encouraging critical 

thinking in this regard was also emphasised by T14 who encouraged his students to use 

“analytical” thinking and find solutions like a police investigator. T10 even encouraged 

students to critically question the teacher when he stated “I like people thinking. I actually 

tell my students; I don't want you to believe me”. This perspective is in sharp contrast to a 

Category 1 experience that views the teacher as an unquestioned expert who based their 

credibility on knowing the answers. 
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One aspect of the critical thinking process specifically described by T11 and T1 is critical 

reflection. When asked why they use reflection within a learning activity, T11 states: 

I guess two things. One is to get them used to being able to reflect on their own and seeing 
some value in that. The second is to create room for some really robust discussions. 

 
The first point by T11 refers to ingraining reflection as an ongoing learning skill and the 

second indicates its importance as a tool for promoting more immediate learning goals 

within the current activity. T1 also asks students to reflect on information to see “... what it 

means for them” and to “... question values and beliefs”. This description of teaching within 

Category 4 is different from that in Category 3. In the former, there is an explicit focus on 

facilitating both underlying processes, such as problem-solving and reflection, in addition to 

learning the related content. In contrast, Category 3 included only a focus on content and 

no explicit mention or development of underlying thinking processes that support future 

autonomous learning. 

T11 elaborates on the importance of self-reflection processes: 
 

I think one of the big things we ask them to do in our sessions is to actually reflect on their 
own learning and their own behaviour and their own experiences. To use that to inform 
where they're going forward. Part of that's to do that, to help them to move forward and 
become better in all facets of their job. I think it's also about instilling that practice so that 
when they get out there, when they leave the Academy, that's something that they're used to 
doing … I think that self-reflection and that ability to stop and take some time out and think 
about what's working or what's not working is so important. 

 
The self-reflection described by this teacher asks students to engage in critical thinking. 

The quote also highlights the critical aspect of developing reflection as an underlying 

learning process or skill within her students. Importantly, these underlying processes are 

not taught separately from content but are intertwined with it in a way that reflects 

professional policing practice. 

 
 
 
5.6.3 The direct object in Category 4 

 
Descriptions of the direct object of this category represent the teacher as a problem-solver 

who creates an environment where students can learn in an increasingly autonomous 

manner and use this learning to benefit the community. T1 provides more detail of the first 

part of this role: 
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But [the teacher] going out and finding those new activities, finding those new sorts of ideas 
is going to challenge the way to do it. Like my reflective learning sessions - sometimes they 
work just by going, what do you remember from yesterday and the conversation starts. 
Sometimes I say, what do you remember from yesterday and there’s deathly silence … How 
do I still make value out of this? Do I come up with some pointed questions?  Do I push 
them into syndicates and then get them to come back out? Or do I pre-prep them the day 
before? The idea [regarding adult education] behind effective learning works, but some of 
the methods and tactics aren’t going to work and you’ve got to find ways to vary that 
because ultimately sticking to that same thing, that it’s not about me saying this is what it 
means, it’s trying to find ways for people to figure out what it means for them. 

 
The problem-solving metaphor in the direct object has two facets. The first, that is most 

evident in this quote, views the teacher as a problem-solver themselves in the teaching 

situation. In the quote, T1 outlines a process of considering a range of approaches or 

combination of approaches to maximise learning. This problem-solving role emphasises a 

significant focus on the students and finding the most effective learning approach in a given 

situation. The second facet of the teacher as problem-solver can be seen in the following 

quote from T14: 

I'm trying to get them to actually do it [investigate or problem solve] that particular way 
because it's all right saying look try this and see how you go. But if I get them to continually 
do it this particular way it'll become the norm and they won't be frightened by it. They won't 
only use it for important - the so-called really big cases, they'll use it for everything. From 
there comes the practice and the learning because it's a skill that if you don't continually 
practice it you lose it and you can't just bring it out for the big one. You need to have 
brought it out for the shop lifter as well as for the armed robber. So I'm trying to make it 
routine to them by doing it that way. 

 
Here, the teacher uses a problem solving or investigative process as a learning method 

that can be adapted and used by students in future policing situations. This quote highlights 

a process that can be applied to a range of policing situations in the operational sphere 

once students have left the police academy. While the guiding process familiar to the 

teaching role in Category 3 can also be seen, there is an additional emphasis on the critical 

aspect of developing underlying thinking skills, so they are, “... able to take those skills 

forward into what their job is going to require” (T11). There is also considerably more 

discussion and detail in participants’ utterances about the teaching process than in 

preceding categories and conversely, less emphasis upon didactic delivering of the 

teachers’ knowledge. 

The emphasis upon promoting learner autonomy and practitioner development also reflects 

an emphasis on a positive outcome for the broader community. This is unlike preceding 
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categories, where the focus is mainly on assisting students to pass academy assessments. 

This critical aspect is described by T13 who suggests: 

So, if I can show that through some empathy and compassion, show them the human side 
of policing as opposed to - it's not us against them - we're very much part of making society 
what it is. I notice the police ... are setting the agenda on some social issues such as road 
trauma and violence against women, and I think we have a voice to be heard and to give the 
community some direction in that regard - more so than say 20 years ago. 

 
This quote is interpreted as indicating a broader outcome in terms of what students should 

be learning in their academy education and training programs. Rather than a narrow focus 

on procedures and laws described in lower teaching categories, there is a greater 

awareness of the human aspects of policing and leadership in terms of crime prevention. 

There was also emphasis on the claim that “... society will benefit” from students who can 

“...develop as individuals” and “... be a useful team contributor” to peers in the field (T10). 

Additionally, there is a description of students eventually being “role models” who can meet 

“community expectations” (T25). Teachers are described as doing these things to foster 

more autonomous or lifelong learning approaches that students can take from their 

academy experience and utilise in the field as police. Participants see the students 

benefiting from this on a personal and professional level and ultimately see a benefit to the 

wider community due to more effective policing. 

An additional element of this community benefit was an emphasis on the importance of 

developing “leadership” and “self-management” skills as a process intertwined with learning 

content (T25). In each case, the development of these learning and professional skills was 

explicitly integrated into the teaching of the standard curriculum in a way not seen in the 

lower categories. The emphasis in building students’ learning autonomy was summarised 

by T11 who suggests that in relation to the teacher role: 

I think in this job in what I do, the most important skill is being able to facilitate. That is being 
able to help the learner get to the end point without me pointing out the end point. 
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Figure 5.9. Composition of Category 4 teaching experience. 
 
 
 
In summary of Category 4 teaching experiences, Figure 5.9 highlights a facilitative process 

in relation to both content and the development of students’ problem-solving and critical 

thinking skills that will ultimately benefit the wider community. There is an increasingly 

complex communication flow between teacher and students, with students often having to 

communicate with each other not only during group work in the classroom but also in 

research activities outside the classroom. Students are also required to solve increasingly 

complex and holistic learning activities and present their findings to the teacher and peers. 

The teacher is described as a problem-solver because of their ability to make decisions 

about teaching approaches that suit their learners and because of their ability to facilitate 

complex problem-solving activities undertaken by their students. 

 
 
 
5.7 Conclusion 

 
The data analysis process described in Chapter 4 was used to constitute the teaching 

experience categories. Following this data analysis process provides confidence in the 
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results described in this chapter. The four categories in the outcome space are a 

representation of the variation in the qualitatively different ways police educators 

experience their teaching. The educationally critical aspects identified describe the 

variations between the four categories and provide developmental goals for police 

educators in relation to their teaching. 

The ranges described in the following points indicate the extent of variation across the four 

categories described in this chapter: 

• the teacher as someone who tells or transfers knowledge to students, to being a 
facilitator of their learning; 

• the teacher as the main source of knowledge, to seeing multiple sources of 
knowledge being available for learning; 

• students as mostly passive receivers of knowledge, to seeing them as more active 
and responsible for their own learning; 

• learning as the memorisation of content, to seeing it as the development of critical 
thinking in relation to content; 

• learning as a one-way communication process, to recognising multiple 
communication pathways between teacher and students. 

This concludes the data analysis and interpretation process in relation to teaching 

experiences. The next chapter describes the data analysis and interpretation process in 

relation to police educators’ experiences of their teaching development. Like the results in 

this chapter, the categories of description and the how/what structure of development 

experiences will be described using the data analysis process outlined in Chapter 4. 
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Chapter 6 
 

Results in relation to police educators’ ways of experiencing their 
development as teachers 

 
 
6.1 Introduction 

 
The results of data analysis in relation to the variation in ways of experiencing teaching 

development are described in this chapter. The chapter is prefaced by an outcome space 

and a brief description of the hierarchical nature of the categories described. This is 

followed by a more detailed description of each category representing the research 

participants’ ways of experiencing development as teachers. Each section describing the 

categories will first outline their meanings as derived from the first phase of data analysis. 

This section will be followed by a description of the internal structure represented by the 

act, indirect object and direct object that were constituted during the second phase of data 

analysis. The outcome space, outlined in Table 6.1, highlights three qualitatively different 

categories that represent the experiences of participants’ development as teachers. 

Note: while sections 6.3 to 6.5 inclusive, are logically sub-sections of 6.2, I have discussed 

each within its own section in the interests of overall clarity. 

 
 
 
6.2 Outcome Space 

 
The outcome space of police educators’ experiences of teaching development is 

represented in Table 6.1. The table sets out each of the category titles in the first row, with 

the internal structure representing the direct object, act and indirect object being highlighted 

in subsequent rows (cf. Table 5.1). 
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Table 6.1. 
Outcome space for experiencing teaching development. 

 

Way of Experiencing Teaching Development Categories 
 

 Category 1 Category 2 Category 3 
Effortless 
Presentation 

Confident 
Engagement Effective learning 

 
H

ow
 

A
ct

 

• Increasing content 
knowledge and 
experience 

• Accumulating directive 
teaching skills 

• Accumulating a 
repertoire of 
interactive methods 

• Increasing 
educational 
knowledge 

• Moving out of 
comfort zone to try 
new teaching ideas 

• Reflecting actively 
and critically on 
teaching practice 

In
di

re
ct

 O
bj

ec
t 

Becoming: 

• A content expert 

• Comfortable with 
teaching 

• Skilful at presenting 

Becoming: 

• Skilful at making 
students active 

• Familiar with 
educational 
processes 

• Confident with 
student interaction 

Becoming: 

• Skilful with 
facilitation 

• Skilful with 
evaluating 
teaching situations 

 
W

ha
t 

D
ire

ct
 O

bj
ec

t A focus on self and 
making their 
presentation more 
credible and effortless 

A focus on skills and 
strategies to interact 
with and support 
students 

A focus on 
challenging their 
teaching and 
finding what works 
to promote 
effective learning 

 
 
 

The categories of description outlined in the outcome space in Table 6.1 were derived 

empirically from the data, while the structure was logically constructed from both the 

empirical data and the researcher’s interpretations. Each of these categories forms part of 

a hierarchically inclusive set of descriptions, with each higher category subsuming the 

previous category/s. However, at the same time, each additional category demonstrates a 

more sophisticated and qualitatively different focus on the phenomenon of developing as a 
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teacher. An illustration of the hierarchically inclusive nature of the participants’ development 

experiences is highlighted in Figure 6.1. 
 
 
 

 
 

Figure 6.1. Hierarchically inclusive nature of development experiences. 
 
 
 
An example of this inclusiveness in relation to development experiences is one that 

considers participants with a more sophisticated Category 3 understanding also using 

Category 1 understandings. Like those who are limited to Category 1 experiences, they 

would realise a need to develop their content knowledge but rather than using this 

development to simply present content to students, they understand they will also need to 

develop facilitation skills to promote deeper learning in relation to the content. Developing 

as a more learner-centred teacher, as represented in Category 3, means being aware of 

acquiring knowledge and strategies exemplified in Categories 1 and 2 but in a more 

sophisticated way that aligns with their developmental goals. However, the understandings 

derived from the lower categories will tend to recede into the background of teachers’ 

awareness and support a broader, learner-centred strategy. Conversely though, those with 
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teacher-centred experiences in the lower categories are not aware or only have limited 

awareness of what it is to develop teaching approaches that focus on what works for 

effective learning. A description of the categories representing teaching development 

experiences from less to more sophisticated is presented below. 

 
 
 
6.2.1 How and what elements of development experiences 

 
The second phase of data analysis constituted the how and what elements of each 

category. This form of analysis provided a more detailed perspective of the data that is 

represented in the outcome space described in Table 6.1. While there have been several 

past phenomenographic studies outlining conceptions of teaching development, the only 

one to have applied analysis in terms of the how/what framework is that of Åkerlind (2003). 

However, Åkerlind’s study described approaches rather than conceptions and, as 

previously mentioned, this study is unique in its representation of teaching development 

experiences. More detailed differences in the outcomes of this and similar studies are 

discussed in Chapter 7. 

As described in Section 4.3.3, the analytical framework established how the act, indirect 

object and direct object were constituted in terms of the development experiences of the 

participants. The details of these elements will be described below as part of the internal 

structure of each category. At the end of each description of the direct object is a 

diagrammatical representation of the relevant development experience, with a focus on the 

components or content of the category. Unlike the representation of the how/what structure, 

these diagrams are not based on a specific phenomenographic framework but are simply 

used to illustrate the key components of the development experience. 

 
 
 
6.3 Category 1 - Effortless Presentation 

 
Within this category, participants’ descriptions focus on development that allows them to 

improve how they convey content, or what they often term as a “message”, to students in a 

more effortless or automatic way. The critical aspects of this experience primarily consist of 

teachers increasing their content knowledge and policing experience, with a secondary 

consideration of developing skills that allow the process of presentation to become easier. 



160  

There is also an assumption that over time, their teaching will develop with experience. In 

this context, presentation represents more directive or teacher-centred strategies such as 

lecturing. T4 highlights some of these critical aspects: 

I've already worked out how I'll deliver that [topic] to make it more timely and more efficient 
use of the periods that I've got. Yeah so probably just being more refined, just being able to 
do things a bit more automatically. I guess just as I said I'm on the right track, I'm doing the 
right thing ... If I'm not delivering it properly, if I'm not getting my ideas across properly, I 
guess you just want to make sure that the message is getting across. That's the bottom line. 

 
This quote emphasises the importance of developing teaching in terms of making it more 

automatic to efficiently deliver content knowledge to his students. There is also the 

indication this kind of improvement is needed because of a limited amount of time in the 

teaching periods allocated. The critical aspects of developing content knowledge and 

becoming more comfortable with teaching are illustrated by T23 who states: 

So, from knowing that [content knowledge] very, very well now, I'm quite comfortable even 
with questions that people ask … you've then got to deal with things they might bring up. 
Whereas if you're not comfortable with that subject matter, if you do that, you mightn’t be 
able to answer those questions or deal with what they bring up. Then that might make you I 
guess, look a bit stupid because you're supposed to be the subject matter expert. All of a 
sudden you can't really answer their questions but maybe that's something we need to look 
in [sic] with regards to training our new people before they go up there and do that, that they 
are comfortable but sometimes, at some stage you've got to stand up there and start 
delivering and get used to that. 

 
Within this quote, comfort is generally referred to in relation to the teacher’s knowledge of 

policing and subject content, particularly in relation to the teacher’s ability to answer student 

questions about this content. Also, there is a concern about improving knowledge to 

maintain credibility as an “expert” to avoid looking incompetent. Finally, there is the mention 

of accumulating teaching experience and becoming acquainted with teaching over time. 

The strong emphasis on familiarity with content knowledge is described by T4: 
 

Not just my knowledge that I’ve already got but understanding the syllabus thoroughly in the 
way that I see some other instructors have it. That ability to move back and forth between 
sessions, you know in the space of a couple of sentences and cross reference back to other 
learning. I’d like to develop greater skill with that, that’s why I said that. I see that I need to 
get my formal qualifications, at least in training and education ... I think once I’ve done that 
then it’s just a matter of once you’re comfortable with your own style of teaching and you 
have some knowledge, the qualifications plus the experience. That’s where I see it at this 
stage. 

 
In relation to developing knowledge, there are two facets highlighted in this quote: the 

participant’s own knowledge or experience of policing and further knowledge of content 
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gained from the syllabus. There is a reference to developing the skill of being able to make 

connections to other areas of related knowledge, but no reference to other kinds of 

teaching skills aside from getting a formal training qualification. Finally, there is the mention 

of further teaching experience as a critical aspect of development, with the suggestion that 

this approach to development allows the teacher to become more comfortable with their 

style of teaching. T4 does elaborate on the development of teaching skill elsewhere in the 

transcript in terms of his “pitch” and “patter” which are interpreted as only refining or 

polishing the presentation of content. Also, typical of this category, the emphasis on 

teaching skill is about a variation in presentation rather than seeking out different methods 

of teaching. 

The details of the internal structure of Category 1 are represented below in Figure 6.2. 
 
 
 

 
 

Figure 6.2. How and what elements of Category 1. 
 
 
 
6.3.1 The act of development in Category 1 

 
Descriptions of the act of teaching development within this category place a primary 

emphasis upon increasing or improving content knowledge of policing in relation to what 

needs to be taught. Developing content knowledge is centred on learning about the content 
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to be taught from the curriculum and/or improving the teachers’ policing experience by 

maintaining its currency. There is also a secondary emphasis both on finding or improving 

skills to present this knowledge and gaining more experience as a teacher. When asked 

about what is required for teaching development, T23 indicates: 

... the longer I was here and the greater I knew the subject matter, the more relaxed I 
became with it. I mean I guess now it's easy for me because I know the PowerPoint so well, 
I know my subject matter. If someone said to me look, you've got to deliver this lecture in 
five minutes, I wouldn't even really need any of the lesson plans … so I just go and do it and 
it's probably just time knowing that subject matter. 

 
The critical aspect of the act here is to spend time getting to know the content through 

repeated delivery. In the context of this quote, the teacher suggests being able to move 

beyond simply reading from the PowerPoint to talking about it in a more comprehensive 

way; however, this still envisages developing a directive or presentation style of delivery. 

There is also the reference to becoming more relaxed due to increasing familiarity with the 

lesson content, which alludes to the intention or indirect object of this act. 

The emphasis on improving or expanding content knowledge is the most important act of 

police educators’ teaching development in this category. Participants indicate the need to 

“… talk to other tutors and be across that subject matter” (T6), ‘… know the presentation 

well’ (T19), “… be across law and what the current practice is in your unit … to become a 

subject matter expert very quickly” [and to gain subject knowledge from the] “… training 

packages” (T15). 

Within the act of development, there is an emphasis on trying to ensure policing experience 

is recent or up to date, sometimes through further operational practice. When asked about 

important teaching skills, T7 states: 

Relevance and recency … it's no use talking about stuff if you haven't done it for 10 years, 
or you've never done it, because you can't put it in perspective, in a real type of scenario. It's 
easy to talk about things in theory, but to actually do them is another story again, hence the 
outside activities. 

 
In the context of this quote, “outside activities” is a reference to rotations from academy 

teaching to undertaking operational duties to ensure relevant and recent experience of 

applying content. Other participants also referred to the importance of being “… up-to-date 

and recent” in relation to operational experience (T24) and the need to “… get people 

[teachers] in the door that have got that first-hand experience” (T2). 
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There is a secondary emphasis on development relating to accumulating directive teaching 

skills. For example, when asked about developmental strategies regarding teaching, T7 

describes observing a peer: 

We [T7 and the peer] looked at the possible scenarios, and we came up with a flow chart 
through those scenarios. Now, I wouldn't have thought of that exact way to explain that to 
the students. I might have gone down a different path. But the way he explained it, it 
sounded very simple. 

 
T7 indicates developing relatively simple ways of presenting content in terms of gaining a 

new way of “explaining” content, and further indicates the need to accumulate “… different 

methods of getting your point of view across”. Whilst T7 used the term “methods”, follow up 

questions indicated this was about ways to “explain things from another perspective”, which 

was interpreted as developing skills limited to a presentation method. 

An emphasis on developing directive teaching skills was also highlighted by T20, who when 

asked about skill development suggested developing “Ways of presenting information”. 

Other teachers also describe developing the ability to be more “exciting” (T15), “timely” 

(T12) and perfecting the “… patter of my speech” (T4). These quotes support the assertion 

that teachers in this category are focussed on accumulating skills that assist in polishing 

presentation methods, rather than seeking to learn alternative methods to presentation. 

 
 
 
6.3.2 The indirect object of development in Category 1 

 
The indirect object in each category is the intention or goal underlying the act of 

development. These intentions can also be described as consequences and/or capabilities 

being developed. Within Category 1, these intentions are becoming more of a content 

expert, more skilful at presenting and ultimately more comfortable with teaching. These 

intentions are consistent with the teacher- or self-focus of participants within this category. 

Participants’ descriptions in this category strongly emphasise the importance of having 

expertise based on their development of content knowledge and policing experience. T4 

highlights this critical aspect when asked to describe his most important skills as a teacher: 

My knowledge. Like practical knowledge and application of that practical knowledge. I think 
I’ve got a very high - I think I’ve got extremely high working knowledge of criminal law and 
procedures and things like that. So, I can apply that in the training environment. I can apply 
that knowledge and experience ... So I think what I bring, my style is great depth of 
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experience and knowledge and practical application of it. I think that’s what I do in class, 
that’s what I bring to them here. 

 
This quote emphasises the importance of the teacher’s knowledge and experience, mostly 

developed during his operational policing. Even when there is mention of applying 

knowledge, it is in relation to how the teacher applies knowledge in the classroom as an 

expert rather than how his students might apply it. The emphasis on developing content- 

based expertise is also highlighted by T16: 

… you need to have the knowledge behind what you're teaching. I guess anyone can kind 
of stand up and talk to a PowerPoint. But if you don't have the knowledge and the expertise 
behind what you're teaching, then you may not come across as being confident and an 
expert in your field. I think that's really important for the trainees to understand that you do 
have the experience to pass on to them. 

 
The quote highlights the link between the act of developing knowledge and being viewed as 

a credible expert by students. T13 similarly states that in terms of development, a new 

teacher at a police academy needs “… to become a subject-matter expert very quickly”. 

A description of developmental goals in terms of the critical aspect of skill development is 

given by T15: 

… to make sure that we are also teaching new and exciting ways as things progress. 
 
When asked to clarify what “new and exciting” meant, T15 indicates: 

 
I suppose I am not monotone in class. You get those trainers that come in and they talk off 
the power board in the same monotone voice for the whole time and you find that within 15 
minutes you are asleep. I suppose I am quite energetic. I get a lot of people saying ADHD. 
I am up and down in the class, back of the class, I'm asking questions … It's trying to keep 
that attention span. 

 
For T15, the intention of developing skills is to make teaching interesting and as such keep 

students focused on him in the classroom. These descriptions of directive skills are echoed 

by other participants such as T23, who describes becoming more skilful as “... controlling 

the classroom and dealing with lectures and things like that” with limited or no elaboration 

of how they develop ways of helping their students engage in the learning process. As with 

highlighting improvement of content knowledge, the focus of skill development is solely 

about what the teacher does in terms of presenting content, rather than developing ways to 

help students become more active in the learning situation. 

Becoming more comfortable was also highlighted in terms of a developmental goal in this 

category. For example, T20 suggests developing: 
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… ways of presenting information of various methods and they do offer classes here or 
courses. I did one, in particular, engaging your audience. I found that really valuable. So, 
doing more of that sort of thing to improve my skills … and trying things out I suppose. Some 
things sort of work for some people and not for others. It's finding things that work for you 
and you feel comfortable with and you think that it's working. 

 
This quote indicates the development of teaching skills for the purpose of helping the 

teacher feel comfortable with their teaching, specifically in relation to directive teaching of 

content. Teaching success is portrayed as the teacher becoming comfortable with the 

teaching situation, with no consideration of the student’s situation. The same perspective 

on teacher comfort is described by T3: 

So, when it comes to developing their method, people [teachers] need to work out a way 
that they're comfortable to teach. If that means standing with a PowerPoint and referring to 
it and working off it, then if that works for them, good. If they need to be more scenario- 
based and letting people [teachers] drive the lesson, rather than them, then good as well. 

 
As with T20, this quote indicates some recognition of potentially developing more learner- 

centred methods beyond what is represented in Category 1 but the aim of this development 

remains focussed on the teachers’ comfort rather than the students or their learning. Other 

teachers also indicated these developmental goals of assisting teachers in becoming more 

“comfortable” (T12, T16, T2) or “relaxed” (T23) with their teaching. There is also the 

intention of their presentation appearing “automatic” (T12) or “seamless” (T4). 

 
 
 
6.3.3 The direct object of teaching development in Category 1 

 
The direct object in relation to this category is interpreted as a focus on self in terms of 

teachers primarily improving their content knowledge and directive teaching skills so they 

can present content to students in a credible and effortless way. T20 links some of these 

critical aspects when he suggests: 

Growing and developing as a teacher? That would mean to me taking every opportunity you 
could to improve your skills and your knowledge so that you can prepare in advance to be 
able to teach content ... But definitely doing as much as you can to improve yourself so you 
get better and better and you're actually teaching and people are remembering what you're 
teaching. 

 
When asked to elaborate on an example T20 states: 

 
I would have to read up on it [a lesson on search powers] so that I knew it all. I mean I know 
it's sort of in my head of what I can and can't do, but the actual theory of it which is what we 
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need to present here. So, I would make sure that I studied up on it so that I did know what it 
all says and means, so that I could answer questions … 

 
While T20 highlights the importance of constant improvement, the primary focus of what 

development is for him relates to his knowledge of content, with the assumption his 

students’ learning will depend on his having this knowledge so they can memorise what he 

says in the lesson. In the context of the quote, knowledge is limited to his policing 

experience and subject content, including his explanation of its meaning, rather than the 

meaning students make of it. The emphasis in the quote is on the teacher’s self-focus in 

preparing for presentation of content rather than how he might prepare for more active 

learning by his students. 

Another critical aspect of the direct object related closely to the emphasis on self is the 

need for the teacher to develop their credibility. T4 describes what he is trying to achieve 

from development when receiving student feedback on his teaching: 

He [a student] said I can tell from talking to the others afterwards they understand it too. He 
said they love the stories. They love the context and … you sound genuine. He said that’s 
one of the main things. He said also you’re - one of the positives was that he said you tell 
rude jokes with them but you never get crude or inappropriate in any way. 

 
This quote emphasises the importance placed on the teacher having the policing 

knowledge and experience to relate an authentic context, probably through what are 

termed as “war stories”. In this quote by T4, the rudeness of the jokes, in addition to the 

policing example, helps to portray the teacher as authentic. Importantly, this goal of 

development makes the teacher seem “genuine” or credible in the students’ eyes. T6 

indicated the importance of gaining: 

… a rapport with the students. I find it's like everything, if you gain that contact, that rapport, 
that trust, the analogy I suppose you're opening doors to their minds. 

 
This quote also describes the importance of establishing “trust” based on the teacher’s 

credibility, so students will accept what he states. Similar statements were made by T12 

who indicated that without having developed an understanding of the topic “… you lose 

your credibility”, while T19 similarly stated credibility is established by “… being able to 

answer questions” put by students. T16 also stated that to have credibility with students, 

there is a need to become “… familiar with the curriculum”. 

A further component of the direct object that emphasises a self-focus is the need to 

develop teaching to a point where it is more automatic or effortless. A range of terms are 
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used by participants in relation to this point, such as in this quote by T4 who states the aim 

of teaching development is: 

… to deliver in - I want to be able to deliver in an effortless way that I know that one or two 
other instructors can do. They’ve been here for years. I look at the way they deliver in a 
seamless way without looking at the notes too often and they have a bit of a joke. They get 
people engaged and on in particular, he just engages them and he’s quite charismatic, but it 
works. 

 
This quote is interpreted as emphasising a teacher-centred presentation that develops over 

time with teaching experience. Whilst the term “engaged” is used, the context is in relation 

to the teacher entertaining students but also having refined and polished their delivery over 

time so that it becomes an “effortless” and “seamless” performance. The reference to 

requiring “notes” also emphasised having developed good knowledge of content and the 

lesson structure around it so the presentation is timely and efficient from the teacher’s 

perspective. The idea of the other teacher’s charisma being important also emphasised the 

self-focus. 

T12 also provided elaboration of this critical aspect: 
 

Like I said, you've got all these things going through your mind about okay you've been 
given all this stuff on how you deliver your lessons and it's all foreign because I've never … 
[taught] before, but certainly a lot more comfortable now because I've been through that 
process, not just with recruits but within service courses... So, I'm familiar with those 
processes, as opposed to before you'd be almost - the information's there but you're virtually 
mechanical because you've got the set process to go through where now it's largely become 
an automatic thing to me. 

 
Here, there is an initial reference to notes on delivery being unfamiliar, which is interpreted 

as the teacher not being aware of certain teaching methods or strategies. The teacher 

mentioned delivering or talking through content and being more comfortable having 

experienced the delivery several times. Having developed the capabilities described in the 

indirect object, our participant can teach in a more “mechanical” or “automatic” way 

because he is experienced with delivering the content. Further on in the transcript, T12 also 

referred to teaching as becoming more “efficient” and “timely” as well. Other research 

participants described developing their presentation of content to the point of it being 

“effortless” (T4) or “simplified” (T7). 
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Figure 6.3: Composition of Category 1 teaching development experience 
 
 
 
In summary, development in Category 1 is focussed on self, with the primary emphasis on 

an increased understanding of content via improved subject knowledge and policing 

experience. There are also secondary considerations on refining presentation skills and 

becoming more comfortable over time spent teaching. This developmental focus provides 

the teacher with credibility in the eyes of their students and allows them to present content 

in an effortless or automatic way. 

 
 
 
6.4 Category 2 - Confident Engagement 

 
Within this category, participants describe their development as building a repertoire of 

teaching strategies or skills and acquiring knowledge of educational processes that allow 

them to be interactive with their students. A developmental goal is to increase confidence 

in their ability to interact or engage with students to promote more active participation, in 

contrast with Category 1. There is a changing focus on development of the teacher or self 

to development that places an increasing focus on relating to students. Some critical 

aspects of this category are captured by T9 who states: 

Definitely, coming across as knowing what you're talking about - definitely the confidence 
thing is very important. I'm trying to think what my feedback is from the students? I think the 
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main feedback is [name of other teacher] knows what she's talking about. She explains 
things well. She provides case studies to explain different concepts, and I think facilitating 
discussion. 

 
T9 is at a stage of development that allows her to express greater confidence in her 

practice. While this confidence is mostly based on the possession of good content 

knowledge, there is also growing confidence with the development of a teaching style that 

represents a more facilitative process when compared to the presentation focus in 

Category 1 descriptions. 

The development of interactive teaching and better preparation of the corresponding 

learning activities was highlighted by T22: 

... the confidence that I have now is something that I consider as being one of the better 
things I have. I've developed that over time but I think I've developed that just by having … 
The development and the education, so I guess like I said with the cert four [qualification] 
that certainly was a good - because I'm not highly qualified. I guess I like to think of myself 
as being underqualified and probably over experienced. If that's making myself feel better 
than that will do me. … I do say to the recruits that I get to learn on every single recruit 
course the same as them. I think that now it's seven years' worth of recruit courses where 
I've seen a lot of recruits and you know it's been a great opportunity for me to improve. I'm 
doing things completely differently to the way I used to seven years ago. 

 
When asked what this improvement or change meant, T22 replies: 

 
I understand now that when the recruits come in here I have to give them the benefit of the 
doubt a lot more than what I used to. I need to allow them to work themselves into and 
understand what it is that we want. 

 
This quote identifies developing confidence via both experience and educational 

qualifications (Certificate IV and Diploma in Workplace Training). While the element of 

increased experience as development was evident within Category 1, there is now the 

additional awareness of developing confidence through broader educational knowledge 

and skills. The quote also indicates how the teacher is a learner like his students and the 

longer-term outcome of his development is an understanding that he needs to give his 

students more space for their learning, although there was no elaboration on the specifics 

of this process. 

The critical aspect of searching for teaching strategies or skills was described by T4: 
 

It’s [peer observation] opened me up to certain ideas of how you actually teach and relate to 
people. Some of the people within my team are unsworn educators and one of them was an 
assistant principal of a school. Just listening to her talk about how you assess a student, 
how you read their marks, how you look at their different learning strategies, they’re things 
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that I couldn’t have even contemplated before. So, listening to someone else who’s an 
expert in that field - and she is and she’s highly educated - and many of them are - you 
actually see a different point of view, a different way of doing things. 

 
Here, T4 describes peer observation and discussion that opens him  up to different 

methods or ways of teaching. While the quote does not specifically elaborate upon 

interactive teaching, it does mention being open to ideas about teaching and ways of 

interacting better with students. In this regard, the description does not indicate why 

improved interaction with students is important, but it does describe the critical aspect of 

searching for more interactive strategies. Additionally, this quote recognises that a teacher 

with educational expertise has knowledge and skills that a teacher from a policing 

background can learn from. This point is interpreted as a belief that policing knowledge and 

presentation skills alone are not the end of development. 

The essence of meaning in this category was highlighted by T2 who described the goal of 

his development as “... to change your delivery style, or change your communication style, 

to make sure that you're reaching everybody in that room”. The description emphasised 

being open to changing one’s teaching delivery in response to student needs. 

The details of the internal structure of Category 2 are represented below in Figure 6.4. 
 
 
 

 
 

Figure 6.4. How and what elements of Category 2. 
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6.4.1 The act of development in Category 2 
 
The act of development is being open to and accumulating a repertoire of interactive 

teaching methods. More broadly in terms of educational knowledge, there is a secondary 

focus on learning more about curriculum items such as lesson plans or assessment 

practices and ways to help students become more active in their learning. T11 states: 

I'm really always on the lookout for different materials or thinking about different ways of 
phrasing things or delivering things. 

 
When asked what “different ways” meant T11 replies: 

 
Lots of different activities. Never staying on one thing for too long. That might be I have a 
short attention span as well. So, I like to keep things running. Like in a debrief after a role 
play … 

 
This participant describes different strategies of teaching that assist with making students 

more active in their learning. Unlike Category 1, where the act of development focussed 

upon improving knowledge and directive teaching, there is now an additional emphasis 

upon developing more active learning situations, particularly with the examples here of 

debriefing and role plays. 

A number of other research participants also suggested accumulating a range of 

techniques or methods to improve student interaction or engagement, including: “... get a 

little series of repertoires” … [to manage] … “syndicate groups, getting them out the front to 

discuss, open discussions, open talks” (T24), “... tools in my basket” … [and] 

…“investigating and analysing different teaching methods” (T3), “... expanding other 

methods of teaching instead of the rote or PowerPoint” (T14) and “... different techniques of 

engaging students” (T6). The quote by T14 highlighted the variation between Category 1 

and 2, with developmental acts expanding from polishing a presentation method, to 

learning about a range of teaching methods. 

A secondary critical aspect in terms of the act relates to increasing knowledge in terms of 

educational practice as opposed to only increasing knowledge of content. Educational 

practice in this context relates to lesson plans, assessment tools and other curriculum 

guidelines. This familiarity also refers to a better knowledge of ways to make students more 

active as highlighted above. Most of the participants interviewed for this study work under a 
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nationally accredited scheme within the framework of the Diploma of Public Safety 

(Policing); those from NSW Police Force and Tasmania Police work within the higher 

education framework. Descriptions within this category saw a need to become acquainted 

with these systems in a way not identified in Category 1. In relation to this focus T8 

describes the developmental requirements of a new member of staff: 

I guess for her, what she needs to learn quickly is she doesn't understand curriculums, 
mapping against diploma requirements, how to write a lesson plan, all the requirements 
within a lesson plan. Does she need to have all those things to be able to stand in front of 
the class tomorrow and teach? No, I don't think so because she's a subject matter 
knowledge expert at the moment. 

 
The quote highlights the need to increase educational knowledge but also suggests it is not 

an urgent priority when compared to gaining content knowledge. This assertion is 

consistent with the Category 1 assumption of establishing content knowledge first, then 

with the Category 2 belief of establishing educational knowledge being further along a 

developmental pathway. The idea of increasing educational knowledge was also 

highlighted by T24 who suggested the need for “... developing exams, developing 

questions ... develop a structured lesson”. The term “curriculum” is also referred to by T16 

and T18 in relation to not only knowing subject content within the curriculum but also the 

educational mechanisms required to teach and assess it. 

 
 
 
6.4.2 The indirect object of Category 2 

 
The capabilities being developed within the indirect object relate to teachers becoming 

more skilful and confident in relation to their interaction or engagement with students, and 

more familiar with education processes. Within this category, the term engagement is often 

used interchangeably with interaction by teachers to describe their developmental goal of 

improving teacher/student relations and in terms of descriptions of how students behave in 

learning situations. T20 highlights some of these critical aspects when he describes his 

development as a teacher: 

I think where I am now is I'm more conscious now of making sure everyone in the class is 
involved, that is I've certainly learnt to actively involve them and engage them. Not just 
present all this information verbally or on a PowerPoint or something. What I'd like to be able 
to do is build on that and make it even - well not entertain is a bad word, but more engaging. 
Just think of things to grab their attention and be able to change sort of work your way 
through so that the whole session isn't just one sort of format. Be more varied, I suppose, is 
what I'm looking at without making it too complex. 
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This quote emphasises the immediate developmental goal of being able to keep students’ 

active in terms of being “involved” or “engaged”. The description highlights how 

development is helping to provide more variety in the teaching role in terms of different 

activities rather than only focussing on a presentation method. The description also 

demonstrates a difference in developmental goals when compared to Category 1, with an 

increasing focus on improving skills to engage students in conversation about content. A 

similar situation is described by T3: 

Ultimately, I want to be a better - I want to develop my own training skills, so I want to be 
able to equip myself with the ability that when I go over to a situation where I'm not getting 
the responses that I want, that I've got a couple more tools in my basket that I can pull out to 
try and get some classroom dynamics going. 

 
When questioned about what “classroom dynamics” meant, T3 replies “… groups and 

participation – build participation”. This description of development links the act and indirect 

object within Category 2. It describes being able to take a teaching “tool” or method from 

his repertoire, constructed via the act of development, to provide himself with the means to 

improve group work and student interaction. Another description of student engagement is 

provided by T2 who suggests: 

So really concentrating on being engaging [with students] and breaking down that barrier 
that [police] rank can provide. That's been the biggest skill that I've had to develop and 
something that I'm - I think I'm pretty good at now. Yeah, that would be the biggest 
improvement I've made. 

 
These descriptions were not always clear about the differences between student/teacher 

interactions or engagement with content, but they did indicate a developmental focus on 

both aspects of their teaching. Further indications of the intention behind the act of 

development were provided by T3 who described developing an “...ability to interact with 

your audience” and T25 who suggests a key skill developed is “... my ability to interact with 

the recruits”. Other participants tended to emphasise how they help students engage with 

subject content, with T9 suggesting “...they have to engage [and] ... think through things” 

and developing “... ideas of getting them to do the work” (T20). 

Descriptions also indicated that teachers being familiar with educational processes assists 

student engagement and additionally provided participants with an understanding of the 

formal aspects of teaching and learning in tertiary institutions. T12 outlined this requirement 

by suggesting: 
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… the biggest learning curve was coming down here and not just - I can talk but I've got to 
understand that there's a process too, to all this curriculum assessment. That whole thing 
was the biggest challenge for me. Like learning about assessment tools like okay someone 
does a summative or a final exam when they're role playing out here. You don't just watch it 
and you go oh yeah, I'll pass you that. No you've got to have notes. What was good, what 
was bad, what weren't they competent on, why weren't they competent on it, so there's all 
these things I guess that I had to learn. That was the biggest challenge for me ... 

 
Importantly, for this teacher, learning about curriculum or education processes is indicated 

as a significant challenge, which is not unexpected considering it constitutes an attempt to 

move awareness beyond the initial comfort with teaching as highlighted in Category 1. The 

movement beyond the initial Category 1 stage of comfort can also be seen in this quote by 

T3: 

…when I first was teaching, I was quite reliant on PowerPoint and explaining it from there, 
but then once I became more comfortable with what I was doing, then I introduced more 
interactive type learning, where I got scenarios from them, taking people outside down to the 
[scenario] village. 

 
This quote initially describes an experience consistent with Category 1 but then 

acknowledges awareness beyond that stage to a point where he later tries using more 

“interactive” teaching approaches. While the term “confidence” is not used here, the quote 

illustrates an attempt to move beyond the comfort of relying upon presentation skills. The 

development of content knowledge is still important within this category, but this critical 

aspect of Category 1 has receded into the background of teachers’ awareness as they 

develop more interactive teaching practices. Other examples of increasing confidence 

include, “…developing the skills and the confidence…” (T2) and the importance of 

considering their students’ needs by suggesting “…be quietly confident that you can teach 

to the level that they [the students] need” (T25). 

 
 
 
6.4.3 The direct object of Category 2 

 
The direct object in this category represents a focus on developing skills and strategies to 

provide an interactive and supportive learning environment for students. This experience 

contrasts with a Category 1 focus on self in relation to developing content knowledge and 

directive teaching skills. T2 describes some of this critical aspect: 

I've developed substantially as a teacher in the two years that I've been here, but that's 
more around developing the skills and the confidence [to engage students] ... so I really try 
not to be where I was at the start, this severe, right, sit down, take your spots, this is what 
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we're going to learn about today. That's the way I used to attack things, because you're 
used to being in control … and that's what you do. So, to try and break that down and 
become engaging was something I had difficulty with at the start. So, that's brought out in 
the critique [by students of my teaching]. So, the critiques is the main area that you use [to 
inform development]. 

 
There was a differentiation between a Category 1 experience of developing to control and 

direct the classroom situation, and an emerging awareness of the need to decrease this 

control and become more engaging with students. T2 describes his development 

experience changing to be more inclusive, with a decreasing focus on self and an 

increasing focus on student needs, particularly in relation to engagement. 

T10 also describes what his development experience has meant for his teaching: 
 

Now most of what I try to do is more interactive. The material is more in-depth … it's more 
practical - I think that's the better way to put it. So, it is a much better quality or rounded 
product. The delivery is much better and more interactive … [resulting in a] happy, 
conducive learning environment. 

 
In this quote, the importance of content knowledge and/or policing experience is still 

highlighted but it is emphasised less and recedes more into the background. In contrast to 

the lower category, the development of teaching strategies, particularly in terms of 

interaction, is discussed with greater frequency. T12 states “…having a good street 

background, operational policing background, but also having the tools to deliver it 

effectively”, while T3 describes “... not just knowledge but how to teach it” … [in terms of] … 

“your ability to interact with your audience”. Further descriptions of similar change resulting 

from development are provided by both T24 and T20: 

Since I came here my whole teaching approach has changed in terms of it's not just me 
sitting out the front preaching, it's actually an interaction … where I'd like to see it would be 
tilted a bit more towards the student actually taking more of an involvement in it. That's how 
I think I'd change the way I'll be teaching (T24). 

 
… but as I say engaging the audience, I think is the big change. The big sort of thing that 
I've picked up on that you need to do [more in terms of teaching method] rather than just 
reading from a book which is probably what I would have done to start with (T20). 

 
These quotes emphasises the development of teaching methods or approaches that 

encourage student engagement in addition to didactic delivery of content. 

A secondary aspect of the direct object is to provide more generalised student support both 

inside and outside the classroom, which also represented an increasing focus on the 
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student. When asked about what her development has achieved in terms of her role, T16 

suggests being able to: 

… encourage them to contact me or whoever - other lecturers - just to be that contact 
person if they do need that direction. So, I guess that's a mentoring role for me as well as 
being a mentor within the course as their course director. Hopefully they're looking for 
someone who is leading them in the right direction. 

 
In this regard, student support is mentoring or leading students but not necessarily in an 

academic sense. T25 also states a critical aspect of development is an: 

… ability to motivate people ... Being amenable and being open to recruits, being honest 
and open with them is a big thing and I guess my ability to interact with the recruits, with 
communication and taking into account where they're at in life. They generally trust me and 
that generally equates to good team work, good motivation ... So yeah, my personal opinion 
is you don't have to run a recruit into the ground. This is real layman's terms but you pump 
the recruit's tyres up, you don't let them down. 

 
Here, interaction is something more than engaging students in the classroom. The 

participants highlight how their development has allowed them to become more aware of 

individual students from the broader cohort and to provide support to them in their journey 

through their police academy course. Whilst teaching development in this category has a 

greater focus on the student or learner, there is limited focus on their actual learning, which 

becomes the critical focus of Category 3. 
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Figure 6.5. Composition of Category 2 teaching development experience. 
 
 
 
In summary, development in Category 2 is focussed on skills and strategies, with the 

primary emphasis on developing a repertoire of skills and strategies that assist teachers to 

become more confident in finding ways to interact with students. There is also a secondary 

emphasis on being more familiar with educational or curriculum processes. This 

developmental focus provides the teacher with the ability to interact with students and 

engage them in more active learning situations. Teachers’ development also allows them to 

provide more support for their students within the broader police academy environment. 

 
 
 
6.5 Category 3 – Effective Learning Focus 

 
Participants’ descriptions within this category demonstrate development as an experience 

of finding out what works with their teaching to provide an effective learning environment. 

The emphasis in this category is on teachers moving outside their comfort zone to try new 

ideas and critically reflecting on the effectiveness of their teaching. There is an emphasis 

upon developing their ability to respond to their students’ learning and to facilitate this 

learning in a way that leads to a deeper and more critical understanding of policing. From 
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their students’ perspective, this involves evaluating what does and does not work for 

learning and developing ways to help students think and learn for themselves. Some of 

these critical aspects of development are described by T1 who states: 

… going out and finding those new activities, finding those new sorts of ideas is going to 
challenge the way to do it [teach]. Like my reflective learning sessions - sometimes they 
work just by going, “… what do you remember from yesterday” and there’s deathly silence 
[from students]. No-one says anything. How do I still make value out of this? Do I come up 
with some pointed questions? Do I push them into syndicates and then get them to come 
back out? Or do I pre-prep them the day before? The idea behind effective learning works, 
but some of the methods and tactics aren’t going to work and you’ve got to find ways to vary 
that because ... Ultimately sticking to that same thing, that it’s not about me saying this is 
what it means, it’s trying to find ways for people to figure out what it means for them. 

 
T1 describes trying novel and “challenging” ideas about teaching that improve students’ 

learning and their ability to learn in a more autonomous way. This quote emphasises a 

process of constantly evaluating what works with teaching and an attempt to use this 

feedback to improve his practice. Unlike the preceding categories, where teachers see their 

development as improving how they pitch a message to be remembered (Category 1) and 

engage with students to make them behaviourally active (Category 2), teachers in this 

category have a greater focus on a development process that evaluates teaching 

effectiveness in terms of student learning. 

There is also the critical aspect of constant improvement outlined by T17: 
 

What, growing, it's never being satisfied with the status quo. Never being satisfied that I'm 
the best that I can be. That to me is the single key ingredient of any instructor, teacher, 
coach is be constantly self-aware, be constantly self-critical and always looking at your 
group and looking at strategies to improve what you're delivering, I think is the single key 
ingredient ... and be big enough to say I’m not teaching this well. 

 
This quote also echoes that above in terms of challenging one’s teaching practice in a self- 

critical or reflective way. Whilst some aspects of reflection are mentioned in the lower 

categories, in relation to Category 3, there was a much stronger emphasis on being 

consistently self-critical at all stages of teaching. The point of not being satisfied with the 

“status quo” also indicates differentiation with the Category 1 experience of developing 

comfort with the teaching situation. 

A critical aspect of development in this category is a big picture focus on the police 

organisation or related organisations that participants work within, in addition to promoting 

effective learning in the classroom. T1 describes: 
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Staying connected to who it is you’re providing the training and development for, I think 
that’s essential. That’s part of ongoing development because it’s that checking thing that 
you know you’ve got to keep going and doing. 

 
While this quote is vague in relation to teaching, it does highlight the need to focus on the 

needs of students in addition to the broader organisational needs as part of his teaching 

development. 

More specifically, in relation to participants’ teaching development in relation to student 

learning, T1 adds “… make it possible for them to actually get out what they need to and 

learn something”. The focus on development that promotes effective learning is also 

suggested by T17 who states “It’s [developing teaching] about what’s the best way for the 

recruits to learn this”, and T9 who emphasises the importance of “effective learning”, where 

teachers need to assess whether students have “grasped” key concepts. 

The details of the internal structure of Category 3 are represented below in Figure 6.6. 
 
 
 

 
 

Figure 6.6 How and what elements of Category 3 
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6.5.1 The act of development in Category 3 
 
In relation to participants’ descriptions in this category, the act of development is centred on 

critical evaluation of, or reflection on, practice and moving out of their comfort zone, both of 

which are often intertwined. These critical aspects emphasise participants challenging 

themselves to improve their teaching and, ultimately, their students’ learning. T14 describes 

his adaptation to a learner-centred teaching method: 

… forced myself into delivering a new methodology … to actually get into a classroom and 
try - get out of your comfort zone and teach something in a completely different way. 

The emphasis in this quote was to force oneself into trying new teaching ideas that are 

quite different and challenging when compared to earlier or more traditional teaching 

practices. T1 similarly suggests: 

… going out and finding those new activities, finding those new sorts of ideas is going to 
challenge the way to do it [teaching]. 

While the act of being open to new teaching methods or ideas is also described within 

Category 2, the critical emphasis in Category 3 was on extending practice to the point of 

being uncomfortable with and challenging their teaching, to bring about change. In addition 

to simply trying new ideas in the classroom, research participants also emphasise the 

“...ability to research” (T14) and working collaboratively with other teachers by “…sharing a 

class” (T11), which are acts of development not seen in the previous categories and further 

demonstrate additional ways of developing. 

However, an important critical aspect of the act in this category, which is intertwined with an 

attempt to move out of one’s comfort zone, is the need for critical self-reflection. T11 

describes this process: 

I do a lot of self-evaluation and write down in my day book how I think the [teaching] session 
went. What I think I could improve on for next time and actually sticking to that. It's not just 
writing it down for writing it down's sake and for journaling but for actually making a 
commitment to then improve that next time. 

 
Similarly, when asked about developing teaching skills T17 replies: 

 
I guess the ability to analyse what I've got to teach and just, I guess the ability to actually 
look at your own delivery and be critical of your own delivery. 

 
Both quotes highlight tangible attempts to be self-critical and reflective of both their own 

teaching and student learning to an extent not evident in the lower categories. The critical 
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aspect of this reflection is having to “…face reality” in relation to teaching (T1) as part of an 

ongoing process to “…assess, reflect and constantly learn” (T17). Aside from personal self- 

reflection as already highlighted, this process can also mean accepting “…constructive 

criticism, whether it's my mentors or whether it's my peers” (T25), “…informal debriefing” 

after shared teaching with peers (T11) and also “…videoing your class for evaluation” 

(T17). Whilst some of these strategies were also noted in the descriptions from lower 

categories, within this category there is a more active and self-critical pursuit of 

development rather than the earlier superficial approach. 

 
 
 
6.5.2 The indirect object of development in Category 3 

 
The developmental goals or consequences that make up the indirect object in Category 3 

consist of becoming more skilful as a facilitator and with evaluating what works for student 

learning. In relation to facilitation, T14 describes his adaptation to this way of teaching: 

That's the biggest change [to teaching] and that's what I've done. That's the example I 
would do is - give you now is that I would go in and give them a loose based vague sort of 
problem and have them go away and research it themselves and come and deliver it. 

 
T14 then goes on to describe the more specific skills developed as he adapted to this new 

teaching method: 

You can hear their - see them looking at you sort of going well, are we doing this right or are 
we on the right track here and saying nothing, then waiting for another group to give their 
take on it and another group to give their take on it. Then watching this group say “well what 
do you think now” in relation to what you originally came up [with] now that you've listened to 
this group and this group. So, with problem-based learning you can play them off against 
each other and that's where the learning comes from. 

 
These quotes emphasise a developmental goal where the teacher is stepping back from 

being a ‘sage on the stage’ and being more of a ‘guide on the side’ (King, 1993). While this 

description might initially look like those exhibited in Category 2, it is different in that it is not 

an incremental development but a more dramatic shift to a facilitative role that, at least 

initially, provides a great deal of discomfort for the teacher. Importantly, the focus of 

development is about doing more to improve student learning, while Category 2 

descriptions tend to have the more limited focus of simply interacting with students rather 

than promoting deeper learning in terms of content and independent learning skills. 

Learning focussed facilitation is also emphasised by T11 who suggests “… the most 
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important skill is being able to facilitate” and by T1, “… I think a lot of the primary things 

[are] about facilitating learning and creating a challenging environment”. Essentially, the 

developmental goal is not to simply increase interaction or engagement but to go further 

and specifically improve learning. 

The other critical aspect of the indirect object is becoming more skilful in evaluating what 

works for learning. T17 highlights this skill when he suggests: 

I guess it's that critical analysis of yourself to say, instead of just going that f***ing group was 
useless, you're saying they're not getting it and then going away and doing something to 
improve how you're teaching it and then come back and you see the end result is f*** that's 
working really well now. It wasn't working before; now it's working well. 

 
Among the colourful language of this quote, there is a message that teachers should not 

blame their students for perceived poor learning outcomes. Rather, the suggestion is that 

teachers should analyse their actions and evaluate their performance so as to ensure more 

effective learning. The quote also linked the act (namely, critical analysis of yourself) with 

the indirect object of evaluating what works. A further example is highlighted by T1: 

… some of the methods and tactics aren’t going to work and you’ve got to find ways to vary 
that because … ultimately sticking to that same thing, that it’s not about me saying this is 
what it means, it’s trying to find ways for people [students] to figure out what it means for 
them. 

 
This quote emphasises the need to develop teaching in a way that promotes effective 

learning. There is now less focus on self in terms of development, with the teaching 

approach instead being determined by the way students react with their learning. While 

there is still an experience of expanding a repertoire of teaching methods, the goal now is 

to evaluate what works for learning rather than simply getting the message across as 

Category 1 or making the classroom an interactive environment as Category 2. 

 
 
 
6.5.3 The direct object of development in Category 3 

 
In relation to the direct object in this category, descriptions indicate a focus on teachers 

challenging themselves to find what works with teaching to create an effective learning 

environment. Within Category 2, there is an increasing focus on the learner but there is 

limited elaboration in terms of what this means for learning. However, Category 3 

descriptions additionally focus on students’ quality of learning and how the teacher can 

provide an appropriate environment to enable this. The critical aspect of the direct object is 
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teachers challenging their practice in terms of what works for learning. T11 summarises this 

experience: 

I think the thing that stands out most is never standing still. That, I guess, that's what 
growing and developing is. I think it could be very easy once you've got a certain number of 
concrete years behind you and a certain sturdy knowledge of whatever it is that you're 
teaching that it would be very easy to just stand still in time and keep teaching that. I think 
the growing and the developing is about recognising some of your weaknesses or not being 
afraid also to try new things. To embrace, I guess, being uncomfortable with things as well 
and using that. 

 
The quote describes the need to acknowledge areas for improvement, being willing to 

innovate and importantly, accept the discomfort or uncertainty of this process to drive 

development. The suggestion that teachers can easily “stand still” or become too 

comfortable directly contrasts with a Category 1 experience of automatically developing as 

a simple consequence of increasing practice. T1 also identifies with the need to “… face 

the reality” of teaching practice and confront the effectiveness of his teaching. 

The experience of development that assists in finding what works for learning is 

summarised by T1 who states he is: 

Becoming more adaptable to learning … So, that comes back to the fact that - creating an 
environment where people can learn something. That’s what I see it as. 

Being “adaptable to learning” suggests a more specific focus on actual students’ learning, 

in contrast to the more general or ill-defined focus on students in Category 2. A similar 

description is provided by T14: 

To adapt to that style [of facilitation] from what I'm used to I found it very difficult and I 
resisted it from the outset. Now I particularly like it because I'm starting to see the results 
[with student learning]. 

 
This quote also describes the experience of challenging oneself in a process of adaptation 

but with a focus on achieving better learning for students. What these results mean in terms 

of learning can be seen in the quote by T14 presented above in relation to the indirect 

object of this category. A further description of improved learning due to teacher 

development was related by T8: 

I used to teach it a totally different way to how I do now. But the product I'm getting back 
from the participants when I mark it, is a hell of a lot easier to mark now than what it was. 
There's a lot less red pen, or black pen or whatever colour I'm using on the day because 
they're understanding the document better. They're more confident in completing the 
document and meeting the requirements of the document. Because it's not stand there 
teach at you now, it's like teach with you. 
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This quote describes better student learning via the participant’s evaluation of an 

assessment document and attributes this improvement to the development and change in 

his teaching approach. This is in stark contrast with the self-focus of Category 1. Some 

descriptions also focus on what happens when students fail in their learning. T10 suggests: 

If the students don't succeed, right, then it's not just about them. It can also be about me. So 
as a presenter if one of my students fails an exam, right-o, I need to look at it and go right, 
how much of that is due to me? It may be none, it may be some. Could I do a different 
lesson? So, what I will do is actively - I will take that failure personally. Then I will actively 
seek to find a different way. 

 
For this participant, there is a process of critical evaluation of his teaching when a student 

fails to demonstrate appropriate learning. Importantly, in terms of a critical aspect of this 

category, there is an active consideration of seeking a better way to teach based on 

student learning, that differentiates this experience from the previous categories. Taking 

responsibility for student learning is also highlighted by T17 who states: 

… this training [for students] is not about us. For a lot of the trainers it is, it's just about them. 
It's not about us. It's about what's the best way for the recruits to learn this [content] because 
a lot of the stuff that's been delivered is not, in my opinion, is not the best way for us to be 
delivering … 

 
This quote is part of a larger discussion by T17 who is critical of other teachers who will 

only blame students for failing rather than evaluate themselves and develop more effective 

teaching practices. There is a focus here on doing what is required for effective student 

learning, rather than the teacher simply presenting content and blaming students if they fail. 

It also provides differentiation between this category and a focus on self (Category 1), and 

a focus on methods per se (Category 2). 
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Figure 6.7. Composition of Category 3 teaching development experience. 
 
 
 
In summary, development in Category 3 is focussed on participants challenging their 

teaching practice in an active and critical way that requires them to move out of their 

comfort zone and try new teaching methods. There is a focus on finding out what works for 

their students’ learning. This developmental focus provides the teacher with the ability to 

facilitate students’ learning at a deeper level than previous categories and create a learning 

environment within and beyond the classroom. 

 
 
 
6.6 Conclusion 

 
I constituted the teaching development experience categories using the data analysis 

process described in Chapter 4, part of which is informed by the folk concept of 

intentionality. Following this process provides confidence in the results described in this 

chapter. The three categories within the outcome space are one representation of the 

variation in the qualitatively different ways police educators experience their development 

as teachers. Of importance are the educationally critical aspects that highlight the variation 

in experiences and provide development goals for police educators in terms of how they 

think about and approach their development. 
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The extent of variation across the three categories can be viewed in the variation of specific 

characteristics within each experience in this chapter. In summary, these variations are 

developing as teachers from: 

• Being comfortable with teaching, to stepping out of one’s comfort zone and 
challenging teaching practice; 

• Being self-focused on their own expertise, to a focus on the student and  his 
or her development as a learner; 

• Refining presentation skills, to improving the facilitation of learning; and 
 

• Increasing content knowledge and policing experience, to evaluating what works in 
terms of teaching; 

This concludes the data analysis and interpretation process in relation to teaching 

development experiences. The next chapter discussed the results of Chapters 5 and 6 in 

relation to previous studies and related theoretical principles. There is also discussion of 

what the results mean in relation to teacher- and learner-centred education in the context of 

police education. 
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Chapter 7 
 

Discussion 
 

7.1 Introduction 
 
Having described the research results of the study in Chapters 5 and 6, this chapter will 

now discuss these results in terms of this project’s three research sub-questions and in 

terms of their significance in relation to similar studies of teaching and development 

experiences. The first research sub-question asked Why should police educators be 

learner-centred rather than teacher-centred? The reasoning behind this question was 

initially discussed in Chapter 2 and the ramifications of this move to learner-centred 

teaching will be examined in relation to the results of this study. 

The second research sub-question asked what the variation is in the ways in which police 

educators experience teaching and teaching development. In relation to this question, four 

categories of description representing four qualitatively different ways of experiencing 

teaching emerged from the data: (1) Transferring content, (2) Teacher/student interaction, 

(3) Guiding through content, and (4) Student development. In relation to teaching 

development, three categories of description representing three qualitatively different ways 

of experiencing development emerged from the data: (1) Effortless presentation, (2) 

Confident engagement, and (3) Effective learning. These results will be discussed in 

relation to previous studies synthesised in Chapter 2. 

The third research sub-question asked what the variations in police educators’ experiences 

of teaching and development imply about their developmental pathway and how they might 

undertake this journey. That question is discussed in this chapter, particularly in relation to 

previous findings from the literature and theoretical aspects of teaching and learning. This 

question and its responses are an important consideration for police educators in terms of 

best practice as learner-centred adult educators and their ideal transition from teacher- to 

learner-centred practice. In addition, it is a key point of discussion in relation to the 

watershed point beyond teacher-centred understandings (Van Rossum & Hamer, 2010). 
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7.2 Variation in teaching experiences compared to similar studies 
 
In this section, the results of this study in relation to variation in teaching experiences will 

be compared to the results of similar studies. In Chapter 2, Table 2.1 outlined the key 

studies that have been undertaken in this area and the categories of description relevant to 

each. Table 7.1, below, expands Table 2.1 to incorporate the categories of description 

presented in Chapter 5. Each of the categories from this study has been colour coded and 

matched to similar descriptions of categories to assist with comparison28. 

The results of this study are broadly consistent with those of similar studies. While the 

number of categories highlighted in Table 7.1 varies across the studies, there remains 

general agreement across the descriptions. It is important to note that the matching of 

colours in the table does not depend upon the titles or labels given to the categories. 

Rather, it is the underlying descriptions provided by each study’s authors that were 

analysed to determine similarities and differences. The main (but not sole) point of 

comparison will be in relation to Kember (1997) because his categories represent a 

comprehensive synthesis of 13 previous studies. Those categories not highlighted 

represent descriptions outside the variation of experiences constituted from this study. 

The results of this study did not isolate the least sophisticated experience of the other 

studies, however, there is clear alignment between the categories of this study and the 

following four levels in Table 7.1 that are colour coded. Several of these studies then 

indicate an additional level not described in this study. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

28 Colours are not to those used in Chapter 5 and are used here to assist in differentiating between 
categories. 
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Table 7.1. 
Teaching experiences comparison. 

Studies 
   

This study 
 

Kember 1997 
 

McKenzie 2003 Samuelowicz and Bain 
2001 

Trigwell, Prosser 
& Taylor (1994) 

Van Rossum & 
Hamer 2010 

  
 
 
 
 

More 
teacher- 
centred 

 
 
 
 

Transferring 
content 

 
 
 
 

Imparting 
information 

Transmitting 
structured 

 
 

Teaching as 
transmitting/passing on 

to students 

Teaching as organising, 
explaining & 

demonstrating 

Teaching as a focussed 
interaction with students 

 
 
 

Imparting information 

Transmitting structured 
knowledge 

Providing & facilitating 

 
 

Transmitting 
information to 

students 

Students acquire 
the concepts 

 
Imparting 

clear/well- 
structured 
knowledge 

Transmitting 
structured 
knowledge 

(acknowledging 
receiver) 

Interaction and 
shaping 

  Teacher/student  understanding  

  interaction    
      

      

O
rie

nt
at

io
ns

  
 
 

Intermediate 
Category 

  
 
 

Student teacher 
interaction/ 

Apprenticeship 

  
 

Students acquire 
concepts via 

interaction with 
teacher 

  
 
 
 

More learner- 
centred 

 
 

Guiding through 
content 

 
 

Student 
development 

 
 

Facilitating 
understanding 

Conceptual 
change/ 

intellectual 
development 

Teaching as a 
facilitative process 

Teaching as guiding 
students/develop 

independent learning 

Teaching as 
challenging and 

enabling students to 
change 

 
Helping students develop 

expertise 

Preventing 
misunderstandings 

Negotiating 
understanding 

Encouraging knowledge 
creation 

 
 

Students 
developing their 

conceptions 

Students changing 
 their conceptions  

Challenging to 
think / 

developing a 
way of thinking 

Dialogue 
teaching 

Mutual trust & 
authentic 

relationships: 
Caring 
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The first teaching experience category from this study, which describes a focus on 

Transferring content, does not match the initial or least sophisticated categories outlined in 

Table 7.1. Kember’s initial category of Imparting information views teaching “… as purely 

presenting information” (1997, p. 265), with virtually no consideration of the student in 

relation to this process. Van Rossum and Hamer (2010) provide a similar description of 

their Imparting clear/well-structured information conception but importantly add that this 

description is not often found in higher education and then only in the very early stages of a 

teacher’s career. In contrast, the Transferring content category from this study does 

acknowledge at least some limited role for the student in receiving the knowledge 

transmitted to them. This description is like that of Van Rossum and Hamer (2010) who, in 

describing their Transmitting structured knowledge (acknowledging receiver) category, 

state students are considered by teachers to remain passive, therefore the material taught 

should be organised in a way that makes it easier to absorb. This point is emphasised as 

the indirect object in this category, that is, teaching in a way that makes it easier for 

students to receive the information presented to them. 

This study’s first category is more closely aligned with the next level of categories of 

Transmitting structured knowledge (Kember, 1997; Samuelowicz & Bain, 2001) and the 

similarly named category of Van Rossum and Hamer (2010) where the receiver or student 

is acknowledged. There is also the emphasis on students acquiring concepts provided to 

them by the teacher (Trigwell et al., 1994). There is a methodological reason why the least 

sophisticated category has not been isolated in this study. As indicated by Van Rossum 

and Hamer (2010), this least sophisticated category is generally only found in novice 

teachers. The teachers interviewed for this study were all relatively experienced and, as 

discussed in Chapter 3 in relation to the study limitations, almost all the participants were 

volunteers who generally had a degree of confidence or awareness beyond what a novice 

teacher might have. This fact made it unlikely that the least sophisticated experiences in 

Table 7.1 would be evident in the results of this study. 

Each of the yellow coded categories describe teacher-centred experiences, with teaching 

being seen primarily as content delivery but with acknowledgement that it must be adjusted 

for easier reception (Van Rossum & Hamer, 2010). In this regard, Kember (1997) uses a 

sporting metaphor, where the teacher is seen to “throw” knowledge at their students but 

with the additional need to encourage students to “catch” it, although the students are 

expected to remain relatively passive in this regard. The indirect object of Transferring 

content in this study also emphasises the need for students to “listen” and “receive” (T20) 
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the knowledge given to them and similarly describes students as passive, with limited 

emphasis upon learning beyond the need to memorise information (T6 & T12). This critical 

aspect of the experience is poignantly evident in T4’s description that the point of student 

learning is to “fill up with knowledge”. 

With the second category of Teacher/student interaction, there is alignment among the 

categories highlighted in green in Table 7.1 that represent “… recognising the importance 

of the student, which is manifest in a degree of interaction” (Kember, 1997, p. 267; 

emphasis added). That is, teachers in this category see a greater need to interact with their 

students, mostly in terms of discussing content or checking understanding via questions. 

The term “interaction” is used specifically to describe the relevant categories by Kember 

(1997), McKenzie (2003), Van Rossum and Hamer (2010) and Trigwell et al. (1994). 

Interestingly, while the category title of Providing and facilitating understanding used by 

Samuelowicz and Bain (2001) might initially indicate a more learner-centred conception, 

their description demonstrates a generally teacher-centred belief, with the teacher being at 

the centre of an interactive process but still “… finding better ways of explaining and 

transmitting his [sic] understanding” (2001, p. 314). The descriptions by Samuelowicz and 

Bain are also like Teacher/student interaction in that a question and answer process is 

used as an opportunity to make students more “… active, albeit in a limited way” (2001, p. 

313). Descriptions of the act of teaching in Teacher/student interaction emphasise the 

teacher controlling or leading this conversation via a “questioning” process (T20, T24 & T2), 

similar to what Van Rossum and Hamer describe as a “… teacher dominated discussion” 

(2010, p. 11). 

One key difference that is evident in the comparison of Teacher/student Interaction with 

other similar categories is that Kember (1997) proposes that his interaction category should 

be understood as indicating a transition between teacher- and learner-centred categories. 

However, McKenzie (2003), Samuelowicz and Bain (2001) and Van Rossum and Hamer    

(2010) all place their corresponding categories on the teacher-centred side of the 

watershed point, as does this study. The only exception is Trigwell et al. (1994) who 

suggest their middle category is neither learner- nor teacher-centred (although not using 

the term “transitional”), yet like Category 2 from this study, there is an emphasis on student 

interaction with the teacher. 

The third category of description outlined in this study, Guiding through content, is matched 

with the categories shaded blue in Table 7.1. This study’s Guiding through content 
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category, like other studies shaded blue, places a focus on guiding students through 

learning activities but the teachers interest here is limited to considerations of the subject 

content, without accounting for the development of underlying learning processes or their 

students’ ability to learn. While this implies an increasing focus on the learner, there is still a 

reasonable degree of control applied by the teacher. 

Guiding through content provides a similar description to that provided by Kember (1997) 

who also indicates an increasing focus towards the student in his fourth category. A key 

part of this focus is on facilitating understanding in relation to subject content and helping 

the student to learn in a deeper way rather than simply expecting them to recall memorised 

content. The direct object of Guiding through content describes a focus on helping students 

to find their “own” answers. This point mirrors comments by Van Rossum and Hamer 

(2010) in their fourth category, where they highlight challenging students to “think”. Their 

view of the teachers’ role as more of a coach who encourages students to be an “active 

participant” also corresponds with the act in Guiding through content which highlights more 

active learning, particularly via “group work” (T20). There are also similarities with the fourth 

category of Trigwell et al. (1994), where teachers encourage students to construct their 

own knowledge to develop their current conceptions. In terms of alignment with 

Samuelowicz and Bain (2001), Guiding through content seems to broadly correspond with 

both their third and fourth categories, with the general emphasis on working with the 

student to “think” and not just find the right answer. Again, this is quite like the direct object 

of Guiding through content. 

The fourth teaching category from this study is generally like the categories from other 

studies highlighted in magenta, however, there are some aspects of these categories to 

which it does not fully extend. The Student development experience describes a focus on 

facilitating deeper understanding of the subject content and encouraging the learner to 

develop generic thinking and learning skills they can use beyond the classroom. There is 

an emphasis on having students engage in holistic and realistic policing problems or 

cases and apply critical thinking skills as a fundamental aspect of the learning process. In 

comparison to Kember’s (1997) synthesis of studies, Student development relates more 

closely to what Kember described as Intellectual development. This was one of two 

distinct parts he described in his most advanced category. The other part, titled 

Conceptual change was not the same as Student development and describes a different 

focus on what the teacher is trying to achieve in relation to the student (Kember, 1997). 
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Similarities were found with McKenzie’s (2003) fourth category in terms of developing 

“independent” learning and Van Rossum and Hamer (2010) similarly describe a process of 

Dialogue teaching where teacher and student are something more like partners in the 

knowledge construction process. Within this category, T11 describes the need to “… create 

room for some really robust discussions”. The Dialogue teaching category is also described 

as a constructivist conception that emphasises a way of “thinking” that is ingrained in 

students (Van Rossum & Hamer, 2010). This point is similarly described in the direct object 

of Student development and highlighted by a quote from T9 who states, “They are having 

to think about how they're going to do this without me prompting them”. 

However, despite these similarities, and in addition to the four categories discerned 

previously, there remain some categories in the table that were not found in this study, 

namely: Kember’s (1997) Conceptual change element, Encouraging knowledge creation by 

Samuelowicz and Bain (2001), Teaching as challenging and enabling students to change 

by McKenzie (2002) and Mutual trust and authentic relationships: caring by Van Rossum 

and Hamer (2010). That none of these categories were found in this study can be 

explained by the fact that the most sophisticated level that they represent is only described 

by post graduate teachers (Van Rossum & Hamer, 2010; Samuelowicz & Bain, 2001). 

Teachers from this study for the most part do not sit within the higher education system, 

and their level of teaching can be described as vocational or at best equivalent to 

undergraduate study. Therefore, it is not surprising to see that these more advanced or 

sophisticated conceptions are not replicated in this study, with its specific focus on police 

academy teaching at recruit level. Despite this, Student development does represent some 

ideal teaching characteristics espoused in descriptions of good teaching, including the need 

to fade facilitation to develop students’ own critical thinking skills.  

 

It is also important at this juncture to discuss the issue of the watershed point, initially 

highlighted in Chapter 2. Some researchers have suggested that all categories fall within 

either the teacher- or learner-centred orientations (Van Rossum & Hamer, 2010; 

Samuelowicz & Bain, 2001), forming a watershed point between these orientations. In 

contrast, Kember’s study (1997) indicated that his third, transitional, category existed 

between teacher- and learner-centred categories. Trigwell et al. (1994) seem to be aligned 

with Kember on this point. Although they did not use the term ‘transitional’, they did identify 

a category that they said was neither teacher- nor learner-centred. 

In relation to this study, a watershed point rather than a transitional category would be 
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theoretically more applicable, with two categories being clearly teacher-centred and the 

other two just as clearly learner-centred. There is a significant difference in descriptions 

that divides these two domains, implying a significant change is required to move from 

teacher- centred to more learner-centred practice (Van Rossum & Hamer, 2010). This 

division of centeredness can be seen in the different accounts between the second and 

third categories from this study. The quotes from Guiding through content portray teachers 

as someone guiding students rather than handing them knowledge (as in the second 

category), with an increasing emphasis on requiring students to engage in more authentic 

learning activities to find their own answers rather than being expected to regurgitate the 

right answers. The detail, in relation to the differentiation between the categories, can be 

seen in the clear switch in roles that is evident within the outcome space highlighted in 

Table 5.1. Therefore, whilst this study does not exhibit descriptions of an actual barrier, it 

is consistent with all the studies conducted after Kember’s (1997) review in establishing 

clear differences between teacher- and learner-centred practices, which in turn implies the 

existence of a watershed point. 

In conclusion, the categories in this study are very similar to those from the other studies in 

Table 7.1, with some exceptions being seen at the highest and lowest category levels. The 

lowest level was not evident due to the research participants being experienced teachers. 

Perhaps if some novice or early stage police educators had been interviewed, this least 

sophisticated level of category may have been discerned. The highest category was 

likewise not discerned because the research participants were not teaching at post 

graduate level. Perhaps a study of police educators in graduate schools who are teaching 

senior or experienced police might discern this level of experience. However, the emphasis 

in this study was to find variation within police educators teaching police recruits in 

academies and not across the full spectrum of teaching areas. That the data did not reveal 

the highest and lowest categories does not indicate any methodological issue; rather it 

simply reflects the relevant characteristics of the participant group. 

 
 
 
7.3 Variation in teaching development experiences compared with similar studies 

 
The categories of teaching development described in this study will now be compared with 

parts of the development categories identified in other studies, as summarised in Table 7.2, 

below, based on the key studies outlined in Table 2.2. It should be noted that the 

categories relating to Åkerlind (2003) describe conceptions, whilst her 2007 study 
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describes approaches, although both are based on the same research data. It should also 

be noted that the studies of McKenzie (2003), Åkerlind (2003, 2007) and Feixas (2010) 

were phenomenographic, while Kugel (1993) and Nyquist and Sprague (1993) used other 

methodologies. Also, as previously mentioned, McKenzie’s (2003) study has a focus on 

change rather than development but with similar results.  

 

All the categories described in relation to this study are mirrored in the categories identified 

in each of the other studies. The Effortless presentation category from this study 

corresponds with each of the other least sophisticated categories in the table. Each of 

these studies highlights a focus on self (the teacher), primarily concerned with developing 

teachers’ content knowledge. Kugel (1993), unlike the others, differentiates an initial focus 

on self in terms of settling into the teaching role before starting to focus on developing 

content knowledge but the elements of this category remain the same as the others in blue. 

The act of Effortless presentation emphasises increasing content knowledge and is like 

those initial categories described by McKenzie (2003), Åkerlind (2007) and Feixas (2010) 

in this regard. The indirect object or goal of the act in relation to Effortless presentation is 

familiarity with subject content and ultimately becoming comfortable with teaching because 

of this. Like this study, McKenzie (2003) and Åkerlind (2007) indicate becoming familiar 

with subject content but in terms of a quantitative increase rather than a more sophisticated 

qualitative improvement in knowledge. Åkerlind (2003) mentions participants becoming 

comfortable within her related category, while Feixas (2010) also makes claims about the 

teacher reaching a state of comfort by improving content knowledge.  

 

The key difference between this study’s Effortless presentation and the other least 

sophisticated categories across the table is the description of directive teaching skills within 

this category. The act of Effortless presentation highlights the accumulation of directive 

teaching skills, which allows teachers to better present content. The other studies did not 

emphasise this development of directive presentation skills in their descriptions, however, 

Kugel in his summary of the initial category does briefly mention finding better ways to “... 

present material” (1993, p. 318), and McKenzie (2003, p. 240) alludes to something similar 

in relation to her initial category.
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Table 7.2 
Development experiences comparison (italics added for emphasis). 

 
Orientation This study Kugel 1993 Nyquist & 

Sprague 1998 McKenzie 2003 Åkerlind 2003 Åkerlind 2007 
 

Feixas 2010 

 
 
 
 

More teacher- 
centred 

 
 
 
 
 
 
 
 
 
 
 
 
 

More learner- 
centred 

 
 

Effortless 
presentation 
(self focus) 

 
 
 
 
 
 

Confident 
engagement 

(learner focus) 
 
 
 
 
 
 

Effective 
 learning 

(learning focus) 

 
 

A focus on self 
 
 
 

A focus on the 
subject 

 
 
 

A focus on the 
student 

Sub- 
categories: 

-Student as 
receptive 

-Student as 
active 

-Student as 
independent 

 
 

A focus on 
themselves 

 
 
 
 
 
 

A focus on their 
skills 

 
 
 
 
 
 
 
 
 

A focus on their 
students 

 
 
Change in the 
content that is 
taught 
 
 
 
Change in 
teaching 
strategies 
 
 
 
Relating teaching 
more closely to 
student learning 
 
 
Coming to 
experience 
teaching in a more 
student-focused 
way 

 
 
 

The teacher’s comfort with 
teaching, in terms of 
feeling more confident as a 
teacher or teaching 
becoming less effortful 
 
 
The teacher’s knowledge 
and skills, in terms of 
expanding their content 
knowledge and teaching 
materials, and/or 
expanding their repertoire 
of teaching strategies 
 
 
Learning outcomes for 
students, in terms of 
improving their students’ 
learning and development 

 
 
Building up a better 
knowledge of one’s content 
area to become more 
familiar with what to teach 

Building up practical 
experience as a teacher to 
become more familiar with 
how to teach 

Building up a repertoire of 
teaching strategies to 
become more skilful as a 
teacher 

Finding out which teaching 
strategies do and don’t work 
for the teacher to become 
more effective as a teacher 

Understanding what works 
and doesn’t work for 
students to become more 
effective in facilitating 
student learning 

  
 

A focus on self and 
surviving the first 
teaching semester 
which leads to 
improving content 
knowledge of what to 
teach 
 
 
A focus on improving 
the repertoire of 
strategies in order to 
gain experience in 
how to teach more 
effectively 
 
 
A focus on reflecting 
on what works and 
why in order to 
effectively facilitate 
student learning 
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Generally, the emphasis on skill development tends to be highlighted in the other 

studies’ second level of categories, but not always in a way that differentiates between 

teacher- or learner- centred skills. It should also be noted that the emphasis on skills in 

this study was only secondary, with an increase in knowledge being the primary 

developmental focus, as indicated by T7 who stated “… the biggest thing is just 

increasing your knowledge in relation to whatever you’re doing, and different methods 

[of teaching] …”. Regardless, the objective of skill development remains very self-

focussed, with emphasis on what the teacher alone does in the classroom to simply 

present content, rather than developing student or learning focussed skills. 

The emphasis on developing better presentation skills was clear and it is certainly 

consistent with a teacher-centred focus from the other studies. Like the emphasis in 

these studies, the direct object of Effortless presentation describes teachers 

developing their ability to pass on content to students. The initial or least 

sophisticated category from this study places slightly more emphasis on developing 

skill than other similar categories in the table, perhaps due to the experienced 

nature of the research participants interviewed for this study. 

When considering the Confident engagement category from this study, the experience 

of developing teaching skills is similar when compared to other categories coded cyan 

in Table 7.2. While Effortless presentation had already mentioned skill development, it 

was limited to directive or presentation skills and their use to polish or refine the 

presentation. Confident engagement, however, highlights the importance of developing 

skills that allow teachers to interact with students and to engage them in more active 

ways of learning. The act now indicates how the teacher should accumulate a repertoire 

of interactive methods, remembering that because this is an inclusive hierarchy, this 

accumulation is in addition to the development of content knowledge and directive skills 

highlighted in the previous category. Åkerlind (2003, 2007) does not differentiate 

between interactive or directive strategies but also emphasises the development of a 

repertoire of strategies. Feixas (2010), however, believes skill development for her 

category begins with presentation skills but indicates there is scope for the development 

of more advanced skills. While Kugel’s (1993) label does not initially suggest skill 

development, his detailed description does highlight the development of a range of 

strategies to suit the different ways students learn including teachers being able to “... 

find out where their students are by asking more questions and paying more attention to 

the questions students ask” (1993, p. 320). This increasing student focus highlighted by 

Kugel also closely relates to the direct object of Confident engagement in that there is 

an increasing focus on the learner and supporting them in their endeavours. However, 

this increasing focus on the student is not as clearly emphasised in the other studies in 
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Table 7.2. An example of this is Åkerlind who indicates her second category is still “... 

strongly self-oriented” (2003, p. 381). However, Åkerlind (2003) also states that 

teachers in this category are increasing their focus on students’ needs, even if at a 

more superficial level of being concerned about their students’ satisfaction with the 

course rather than learning outcomes. This lack of focus on meaningful learning 

outcomes is also evident in Confident engagement, with focus being on the learner and 

their general support or encouragement in the police academy environment rather than 

a developmental focus on improving their actual learning. 

While Confident engagement places greater emphasis on developing to keep students 

active in comparison to most of the other middle categories in the table, there is an 

interesting comparison to be made with the three sub-categories Kugel (1993) 

identifies within Focus on the student. While these sub-categories comprise Kugel’s 

final category, it is interesting that each of these perceptions of the student align 

closely with each of the direct objects of categories from this study. Kugel’s first sub-

category, which sees students as “receptive”, is like the developmental focus of 

Effortless Presentation, where besides having a focus on self, there is also a focus 

emerging on making their presentation more refined for students to receive the 

message teachers are trying to get across. Kugel’s second sub-category, which sees 

the student as “active”, corresponds with the developmental focus of Confident 

engagement, of becoming more interactive with students and trying to engage them, 

even if only at a rudimentary level. Kugel’s third sub-category views the students as 

needing to become more “independent”. The Effective learning category, to be 

discussed next, also sees the developmental goal as providing students with the 

appropriate learning situations where they develop their own independent learning 

skills. Therefore, Confident engagement is slightly different than some of the other 

categories coded cyan in terms of what it describes teachers as trying to develop and 

how they develop. Again, these small variations may relate to the experience level of 

the research participants. It is also interesting to note the different categorisations 

used by Kugel, although it is important to remember he used a non 

phenomenographic approach with his data collection, analysis and reporting. 

The final category from this study, Effective learning, is like those others shaded in 

purple that are the most sophisticated studies across Table 7.2. Again, there is general 

agreement across the categories, with a broad focus on teachers developing in a way 

that challenges their teaching to help them provide an effective learning environment for 

their students. The act of Effective learning emphasises teachers moving out of their 

comfort zone and critically reflecting on their practice, with this act being linked to the 

indirect object or immediate goal of being more skilful at facilitation and evaluating what 
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works for students’ learning. This description is like those outlined by Feixas (2010) and 

Åkerlind (2007) in their descriptions of their most advanced categories. Åkerlind’s 

(2007) description is most like the above description of the act and indirect object 

because the focus of her analysis is research participants’ approaches, which is 

representative of the how aspect. Åkerlind’s (2003) third category, however, also 

emphasises the focus on learning and development, like the direct object of this 

category, which describes the promotion of an effective learning environment. 

McKenzie’s (2003) research focus on change rather than development may seem at 

odds with the focus of this study first on the learner (Confident engagement) and then 

additionally on their learning (Effective learning). However, the descriptions of her third 

category do not describe teachers moving beyond developing existing ideas about 

teaching, even with an increased focus on improvement to suit learning needs. 

McKenzie’s final category describes change to take on new ideas and change 

conceptions of what teaching means to better help students construct knowledge. This 

is like the shift described in moving from Confident engagement to Effective learning, 

where some teachers also provide descriptions of fundamental changes in their views 

of teaching and learning. An example is T25 who suggested becoming more of a “… 

facilitator and a guide rather than a person that's just barking information”. This is 

similar to what McKenzie described as “... a contrast between focusing on the teacher 

or teaching and focusing on the students and learning” (2003, p. 256). 

A broader look at the comparison between this study and the others in relation to the 

categories shaded purple in Table 7.2 therefore demonstrates an equal range of 

experiences. Most of the critical aspects highlighted in this study are like those identified 

in the other studies and there remains a clear progression of research participants from 

being teacher-centred in Effortless presentation, to learner-centred in Effective learning, 

with Confident engagement representing a transitional category of development. In 

respect to the watershed point discussed in terms of teaching categories, it is important 

to note that within Table 7.2, only McKenzie (2003) displays a clear point or barrier 

through which teachers might progress in their experiences of development, perhaps 

because her research focus is on change instead of development. In all the other 

studies, the categories display a more gradual progression or expansion of awareness 

through a transitional category. 

There is also an interesting difference that is apparent in a comparison of the how and 

what elements that relate to descriptions of comfort or, in the case of this study, teacher 

discomfort. While a full comparison of Åkerlind’s (2003) study and this one in terms of 

what and how elements is not appropriate due to this study’s use of the broader 

definition of ways of experiencing, a point should be made in relation to teacher comfort 
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in development. While both studies agree that teachers often try to develop what they 

are teaching and how they teach it to arrive at a more comfortable state with their 

practice, this aspect is not highlighted by Åkerlind (2003 & 2007) in her more 

sophisticated categories. Both Kugel (1993) and Feixas (2010) mention surviving in the 

early stages of teacher development and addressing anxiety through development of 

their content knowledge. Like Åkerlind (2003 & 2007) there is no specific mention of this 

issue in the higher categories. The issue of comfort is mentioned in both Confident 

engagement, in relation to a growing confidence, and Effective learning in terms of 

getting out of one’s comfort zone or challenging oneself to experience new development 

of teaching methods. However, this mention of comfort in the most advanced category 

is importantly located within the act of teaching development rather than being a goal of 

development. This point is a crucial issue in terms of how teachers’ descriptions in 

Effective learning demonstrate their development and perhaps provides an important 

insight into how they could progress in terms of both their teaching experiences and 

related development experiences. Essentially, because they are willing to step out of 

their comfort zone and experience new ideas or methods of teaching and accept this 

discomfort, they are potentially open to transition through difficult conceptual barriers or 

what are termed threshold concepts (Cousins, 2005). As highlighted by previous 

research on teaching experiences, transition through the watershed point between 

teacher- and learner-centred practices is perhaps the most difficult point of transition 

(Kember, 1997; Van Rossum and Hamer, 2010). This point will be further discussed in 

Section 7.6, in relation to how this result can be considered and applied in relation to 

development programs for police educators. 

One key point that McKenzie (2003) made in relation to teachers’ approaches to their 

development was that they could focus on different goals depending on the situation or 

application. She states: 

… the same acts, such as reflection or talking with students, could be focused towards a 
different intended object, even in the same situations such as academic development 
workshops or a formal course in learning and teaching. (McKenzie, 2003, p. 261) 

 
Similarly, in this study, participants who describe, for example, using peer observation 

or undertaking a formal course of study vary how they approach or use these 

opportunities for development. When describing the act of development in this study, 

the emphasis was placed on what teachers do with their opportunity to achieve their 

developmental goals. However, what each participant might do with the opportunity will 

depend on their way of experiencing development. For example, a teacher with an 

Effortless presentation experience who is observing a peer might only discern 

behaviour relating to presenting content to students and not consider their actions in 

terms of developing student interaction (Confident engagement). Another example 
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might be observing the facilitation of a PBL case. In this example, a teacher with an 

Effortless presentation experience might view this opportunity as irrelevant in terms of 

being able to present information. They may see it as moving outside their comfort zone 

because they do not understand how it promotes students’ learning. In comparison, a 

teacher with an Effective learning experience would likely understand the rationale of 

using a learner-centred method and seek to learn more about the facilitation skills being 

demonstrated. 
7.4 Comparing teaching and development experiences 

 
When considering teaching and teaching development experiences from this study and 

their relationship, a straightforward comparison is provided in Figure 7.1 below. This 

representation is not intended to imply a specific linear or incremental alignment, 

particularly given the contextual variation of individual understandings about teaching 

and development. For example, teachers may skip a category in their development due 

to a powerful learning experience or they may regress to a less sophisticated category 

due to changing situations or even laziness. Figure 7.1 highlights a comparison 

between categories that represent teaching experiences and development experiences, 

with progression from least to most sophisticated or from teacher- to learner-centred 

understandings. 
 
 

 

Figure 7.1 Alignment of development and teaching experiences 
 
 
 
When comparing teaching and development experiences, the key difference for 

participants was seeing themselves as the learner in terms of their development 

experiences, while seeing the student as the learner when describing teaching. The 

primary focus on learning across both teaching and development in the least 

sophisticated categories relates to a quantitative increase in knowledge. As 

understandings and approaches develop from left to right, there is an increasing focus 

on the student in terms of both teaching and development experiences. Finally, the 
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most sophisticated categories to the right of Figure 7.1 focus on improving learning, 

particularly at a deeper level involving critical thinking skills. 

The relationships between teaching and development experiences and the critical 

aspects that differentiate teacher- and learner-centred practice can be further described 

and explored when combined as per Table 7.3 below. Here, mirroring the analysis 

conducted by Åkerlind (2003), participants’ experiences of both sets of categories are 

compared in terms of their correlation with teacher- and learner-centeredness. To 

achieve this combination, each transcript was coded per the most advanced category it 

represented. However, it should be remembered that while a transcript might represent 

for example a Student development teaching experience, it will possibly demonstrate 

experiences of lower categories due to the hierarchical and inclusive relationships of 

categories as assumed in the nature of awareness (Marton & Booth, 1997). 

 

Table 7.3 
Comparison of teaching and development experiences (numbers represent 
research participants’ coinciding teaching and development categories) 

 
Teaching experiences 

 
 
 

Development 
experiences 

Category 1: 
Transferring 
content focus 

Category 2: 
Teacher/ 
student 

interaction 
focus 

Category 3: 
Guiding 
through 

content focus 

Category 4: 
Student 

development 
focus 

Category 1: 
Effortless 
presentation 
focus 

 

1 

 

3 

  

Category 2: 
Confident 
engagement 
focus 

  
8 

 
6 

 
1 

Category 3: 
Effective 
learning focus 

   
2 

 
4 
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Alternatively, a transcript that represents an Effortless presentation teaching 

development experience may indicate some limited awareness of Teacher/student 

interaction understanding but would remain classified as the lower category unless its 

descriptions showed a substantive awareness beyond that category. The number of 

times each combination of categories is demonstrated is indicated in the table for this 

comparison only and it should be said this allocation of individual transcripts is not 

consistent with the hierarchical inclusivity assumed for categories of description in 

phenomenography (Åkerlind, 2003) nor is it consistent with the methodology described 

in Chapter 4. Each category is the representation of collective descriptions, as distinct 

from individual representations, however the latter is required to undertake a 

comparison of teaching and development experiences to examine the consistency of 

teacher- and learner-centred understandings. 

A key but not surprising point emerging from this comparison is the relation between 

teacher- and learner-centred experiences across both sets of categories. The teacher- 

centred teaching experiences of Transferring content and Teacher/student interaction 

align with the teacher-centred development category of Effortless presentation. 

However, of these two teacher-centred experiences, only the Teacher/student 

interaction category is aligned with the intermediate development experience of 

Confident engagement. Likewise, the learner-centred Guiding through content and 

Student development teaching categories are aligned with the intermediate category of 

Confident engagement and the more learner-centred development category of Effective 

learning. 

However, within these more sophisticated teaching categories, Guiding through content 

is more often aligned with the Confident engagement development category and all but 

one from the Student development teaching category is aligned with the Effective 

learning development category. It is not unusual to see teachers who experience 

teaching as handing knowledge to students, also avoiding descriptions of development 

to promote student engagement or encourage facilitation. However, those from the 

Teacher/student interaction category, while still seeing the need for improving their 

content knowledge and presentation skills, now also see the need for developing ways 

to engage their students. As per the table, there appears to be the same developmental 

focus for the learner-centred teaching categories. 

However, it should not be unusual or inconsistent for teachers with more sophisticated 

teaching experiences to also describe less sophisticated developmental strategies. 

Given the hierarchically inclusive nature of the categories, it is logical to suggest a 

teacher with an advanced experience of teaching development might also describe 

using strategies from a less sophisticated category because they now have a broader 
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knowledge of the range of development options within their expanded awareness. 

Therefore, their descriptions might include using a less sophisticated aspect of 

development. For example, whilst developing content knowledge is a critical aspect of 

Effortless presentation, this same strategy would still be used by those in the higher 

categories (and may therefore still require some development) but within a broader 

range of strategies open to their more sophisticated understanding. Importantly, it can 

be seen from the table that the reverse of this situation is not true. In other words, 

teachers with teacher-centred experiences tend not to express more sophisticated 

understandings in relation to their development. The only example in the table where 

this assertion might be contradicted is in relation to a few teachers with a Guiding 

through content experience indicating beliefs in relation to an Effective learning focus. 

This situation is logical in the sense that they may be on the threshold of moving into 

the higher teaching category (but have not done so) and have become aware of the 

developmental strategies that will allow them to do this. The association of learner 

focussed teaching and learning focussed development was also established in a 

similar comparison by Åkerlind (2003) in her study and is additionally consistent with 

McKenzie’s research (1999). 

 
 
 
7.5 Differentiating critical aspects of teacher- and learner-centeredness in 
teaching and development from epistemological and theoretical perspectives 

In this section, the variation of experiences highlighted in this study will be discussed 

from the perspectives of social constructivism and constructionism. As part of this 

discussion, there is an examination of the contrast between teacher- and learner- 

centred practices described in this study. 

 
 
 
7.5.1 Epistemological perspectives 

 
On an epistemological level, the assumptions of social constructivism and 

constructionism are evident in the descriptions of the more sophisticated or learner- 

centred categories that emerged in this study. Gergen (2009, p. 130) indicates 

constructionism in education is contrary to the traditional view of learning where an 

“expert” is dispensing knowledge in a “monologue” or lecture approach to students who 

“possess” this knowledge in an unquestioning way. Van Rossum and Hamer (2010) 

similarly described teacher-centeredness as being characterised as “traditionalist” and 

“positivist”. This traditional view of education is like descriptions from the less 

sophisticated teacher experiences in this study, particularly with the emphasis on the 
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teacher as the expert who gets a “message across” (T7) to “fill [students] up with 

knowledge” (T4). 

Gergen instead identifies a more collaborative learning approach consistent with 

constructionist epistemology that emphasises “… quality of relationships” (2009, p. 

131). These relationships should exist between students and teachers, amongst 

students, and with both teachers and students and the wider world, with this approach 

being more representative of a “dialogue” rather than a traditional “monologue”. 

However, Gergen cautions that a dialogue from a constructionist perspective is not 

necessarily a “Socratic dialogue” where the teacher leads students to a specific answer 

or “forgone conclusion” (2009, p.131). This Socratic dialogue Gergen refers to is 

interestingly reminiscent of the Teacher/student interaction category descriptions, 

which emphasise a strong degree of teacher control in the learning situation. Instead, 

Gergen (2009, p. 131) believes teachers should decrease control in the classroom and 

question their status as “ultimate knowers” by challenging students in an unfolding 

conversation to create and give their own answers. This constructionist approach to 

education is very like descriptions from the more sophisticated teaching and 

development experiences in this study, particularly when students are encouraged to 

take “... responsibility for the solutions they present” (T1). 

As highlighted in Chapter 2, the social constructivism perspective of learning provides a 

similar assumption to constructionism, with each being different facets of the same 

approach (Papert, 1991). The assumption of constructionism outlined above by Gergen 

(2009) is consistent with the epistemological argument of social constructivism that 

knowledge is not a self-sufficient entity that can be transmitted; rather it is individually 

and idiosyncratically discovered or constructed (Liu & Matthews, 2005). This 

understanding is consistent with descriptions in this study’s most advanced teaching 

category of Student development focus. 

A similar epistemological contrast is also provided by Entwistle, Skinner, Entwistle and 

Orr (2000) in their differentiation between teacher- and student-centred conceptions in 

terms of dualistic and relativistic thinking. Entwistle et al. (2000) describe teacher- 

centred or transmission conceptions as being aligned with “dualistic thinking”, where 

knowledge is absolute and is something to be simply reproduced in learning situations 

as representing the “right” answers. This perspective was constantly demonstrated in 

this study, particularly considering the quote students should “parrot back” (T2) or 

repeat “information” (T6) previously given to them. Entwistle et al. then compare 

dualistic thinking with the opposing epistemological perspective of “relativistic” 

reasoning, which encourages aspects of experience to be re-examined to encourage 

new insights and an expanded awareness of the nature of knowledge itself (2010, p. 6). 
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Similar descriptions are evident within more sophisticated teaching experiences, where 

participants are attempting to encourage relativistic reasoning in their students. 

Examples of this were provided in this study in relation to approaches such as PBL 

where students need to “... know how to deal with it [the work-related problem] 

themselves instead of relying on the font of knowledge at the front of the class” (T14). 

This example represents a strong learner-centred focus in terms of what teachers are 

trying to encourage in their students (teaching experiences) and how they experience 

their own learning (development experiences). However, in the comparison of teaching 

and development conceptions in Table 7.3 above, it is interesting to note that perhaps 

some teachers might have a more sophisticated or relativistic understanding of what 

they think their students might be doing without necessarily having the same 

discernment of their own learning. However, the comparison in Table 7.3 does broadly 

confirm that research participants who encourage relativistic reasoning in their 

teaching, also apply the same to their own development as a teacher (Åkerlind, 2007). 

The assertions by Entwistle et al. (2010) and Gergen (2009) confirm the meanings of 

the experiences described in this study in relation to underlying epistemological 

assumptions. These assertions also assist in clarifying the distinctions between teacher- 

and learner-centred orientations. The differing epistemological assumptions evident in 

participants’ descriptions are also representative of the learning theories of 

behaviourism, cognitivism and constructivism discussed in Chapter 2. From a modern 

educational perspective, constructivism has to a large extent supplanted behaviourism 

and cognitivism, although elements of these two earlier theories are still seen as 

relevant within the broader constructivist framework (Palinscar, 1998) which is indicative 

of learner-centred teachers still being aware of and utilising some teacher-centred 

approaches when appropriate. 

The more advanced teaching and development experiences described in this study are 

representative of constructivist assumptions, however, as noted in Chapter 2, definitions 

of constructivism have become quite broad, so for this study, there is a more specific 

focus on social constructivism and the work of Vygotsky (1978) to highlight the 

theoretical significance of the results described. Vygotsky’s work rests within the social 

constructivist sphere (Loftus & Higgs, 2005) but is more specifically termed sociocultural 

(John-Steiner & Mahn, 1996). Vygotsky’s ideas centre around “... his explanation of the 

dynamic interdependence of social and individual processes” (John-Steiner & Mahn, 

1996, p. 192), with this concept being significant in terms of how people construct 

knowledge in everyday learning situations. This consideration of how people learn is 

particularly relevant to teaching methods such as inquiry-based learning or PBL (Loftus 

& Higgs, 2005). Vygotsky’s ideas contrast ideal learning in a social situation with 
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individuals learning independently, with this representation being captured in the quote, 

The distance between the actual developmental level as determined by independent 
problem solving and the level of potential development as determined through problem 
solving under adult guidance or in collaboration with more capable peers. (Vygotsky, 
1978, p. 86) 

This statement by Vygotsky was made in the early 20th century and in relation to ideal 

learning for children, yet it describes the learning process that would be experienced in 

modern constructivist learning methods such as PBL. As such, it closely resembles 

some of the learner-centred descriptions from this study representing the Student 

development teaching experience; for example, working through police related 

problems to encourage “… analytical higher order thinking” (T14). There is also the 

suggestion of students working in groups or teams as the most effective way to 

“problem solve” and “make decisions” (T10) to learn. This most advanced experience 

also demonstrates aspects of the advanced teaching conceptions highlighted by 

Martinez et al. (2001), who describe this conception as being socio-historic, in terms of 

representing the ideal approach to teaching indicated by Vygotsky. A similar assertion 

is made by Van Rossum and Hamer (2010), who state that more advanced teaching 

conceptions encourage meta-cognitive thinking and develop learner autonomy. 

Some ideas from Wilhelm (2001) can be used here to differentiate behaviourist and 

cognitive teaching approaches and relate these to teaching categories established in 

this study. From a behaviourist perspective, the student is an “empty vessel” who 

“memorises material for tests”, while the teacher is “telling” or “lectures” (Wilhelm, 2001, 

p. 2). These descriptions are reminiscent of the descriptions highlighted in the teaching 

experience of Transferring content and relate closely to the traditional police teaching 

approach described in Chapter 2. Wilhelm suggests a cognitive orientation, while being 

more student-centred, has a focus on student “acquisition of knowledge” and being an 

“active constructor”, where the teacher does more to, “create the environment in which 

an individual learner can develop in set stages” (2001, p. 2). These descriptions 

highlight the increasing awareness of the student’s role in the learning process, 

although like the intermediate development experience of Confident engagement, there 

remains a limited understanding of how they learn, particularly in collaborative and 

social environments. Finally, Wilhelm’s sociocultural orientation emphasises “co- 

constructivism”, student “transformation”, being “collaborative” and “teacher guided” in a 

“problem-solving” environment (2001, p. 2). Wilhelm emphasises that the focus of being 

sociocultural from a Vygotskian viewpoint includes a focus on the student and, most 

importantly, on the specifics of their learning as well. The terms used resemble what is 

described in the Effective learning experience, which emphasises the focus on learning 

and is contrasted with the Confident engagement experience, which fails to elaborate 
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this key aspect despite an increasing focus on the student. 

However, while the theoretical underpinnings of educational practice are an important 

consideration, Rogoff, Matusov and White (1996) suggest teachers can hold implicit 

theories about learning that are not properly understood or are inconsistent with 

research or stated theories and as such can lead to incorrect application. This idea can 

be seen within the implicit theories held by participants in this study, where 

descriptions of less sophisticated experiences show limited application of effective 

teaching and learning practices. Rogoff et al. (1996) argue that teachers should, as a 

starting point for future development, come to understand their approaches or ideas of 

teaching and learning and bring these under scrutiny and converse with peers to 

improve their practice. This is a fundamental principle that agrees with the suggestion 

of expanding underlying conceptions to improve teaching practice and is elaborated on 

in Chapter 8. 

A final point about epistemology relevant to this study is in relation to the folk concept of 

intentionality, which informed the two analytical frameworks described in Sections 4.3.2 

and 4.3.3. In reference to Figure 3.6, an intention was described as underpinned by a 

belief and a desire. However, to act intentionally, an intention must be supported by 

skill and awareness. An example of how this concept of intentionality applies to this 

study can be seen in the following quote from T20 in relation to teaching experiences: 

… as they work through … their assessment you're sort of thinking to yourself well 
they've obviously taken all this in, because they're regurgitating … what they need to … 
and when they just nail it and tick every box and you sort of think, wow they obviously - 
they've learnt something. They've obviously listened and often you don't sort of get that 
impression …. You're sort of thinking, I don't know how they're going to go. Then the 
next day on assessment day they just nail it and you think well, they obviously did learn 
what we taught them. 

 
This quote represents a Transferring content teaching experience in terms of students 

“regurgitating” content but it also highlights the disconnect between the teacher’s 

understanding of what he does and how his students are learning. Relating this quote to 

the folk concept of intentionality, the teacher has the intention of encouraging learning, 

but his awareness and skill do not extend beyond what is described in this category. He 

cannot act intentionally in a way described in the more sophisticated categories 

because his awareness is limited to seeing students as passive recipients of the content 

being passed onto them. His skill is also limited to a directive form of delivery. Despite 

this, his students do still learn; for most, this may only occur at a basic level of 

memorisation, although some may be able to learn at a deeper level despite their 

teacher’s limitations. Either way, T20 lacks the awareness to describe how his students 

are learning and thus the limitations of his descriptions. 
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Another example of how the folk concept applies can be seen in the development 

experiences described by T17: 

I guess it's that critical analysis of yourself to say, instead of just going that f***ing group 
was useless, you're saying they're not getting it and then going away and doing 
something to improve how you're teaching it and then come back and you see the end 
result is f*** that's working really well now. It wasn't working before; now it's working well. 

 

This quote describes an Effective learning experience that contrasts with less 

sophisticated experiences by demonstrating an ability to act intentionally at this level. 

T17 identifies a process of critical reflection in terms of his students’ learning, with a 

focus on challenging his own teaching approach to establish how effective it is. He is 

aware that his teaching actions can have a direct influence on how well his students 

learn and he has the reflective skills to question and refine his teaching based on this 

awareness. Teachers’ descriptions in the two lower categories do not show this level of 

skill and awareness, indicating they do not experience teaching development at this 

more advanced level. Both examples emphasise the need for police educators to have 

the appropriate level of awareness and skill to act intentionally in a learner-centred way. 

This Effective learning experience of development is closely aligned with the ideal of 

teaching development as a self-reflective process where “it is through questioning old 

habits that alternative ways of being and doing are able to emerge” (Head & Taylor, 

1997, p. 1). 

 
 
 
7.5.2 Theoretical issues relevant to the transition from teacher- to learner-centred 

practice 

This section discusses several key theoretical concepts that are important to conceptual 

expansion and, importantly, the transition to learner-centred practice. The first of these 

is the zone of proximal development (ZPD) developed by Vygotsky (1978). The ZPD is 

essentially the theoretical underpinning for the educational term scaffolding. It is the 

distance between what a learner can do to solve a learning problem with help from 

peers and a more capable tutor, and what they can do without help (Vernikina, 2008). 

When a learner can solve a problem by themselves, they are said to be working within a 

zone of current development (ZCD), however, Vygotsky would advise that this kind of 

activity does not lead to development and that, “The only good learning is that which is 

in advance of development” (1978, p. 89). In other words, teaching activities should be 

positioned ahead of students’ development and not lag that development. As such, the 

learning situation or environment is one in which the student is placed in a potentially 

uncomfortable or challenging situation where they must draw on the support or 
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scaffolding around them to learn. However, Wilhelm et al. (2001) also cautions against 

going beyond the ZPD, where the problem is so advanced that scaffolding is 

insufficient, because this may discourage the learner. For the same reasons, placing 

teachers into situations beyond their ZPD should also be taken into consideration in any 

staff development program – i.e. in relation to the current study, it is an approach that 

relates equally to the students of police educators, as well as police educators 

themselves as learners in their teaching development. 

The descriptions of teachers in the Student development teaching experience category 

demonstrate this concept as they seek to challenge their students but ensure they are 

given adequate learning support. Underpinning this approach is the attempt to develop 

the students’ underlying learning skills or critical thinking ability (Van Rossum & Hamer, 

2010). In relation to development experiences, the research participants with an 

Effective learning focus now view themselves as the learner but, like descriptions of 

their teaching, they seek to challenge themselves by moving into their ZPD or out of 

their comfort zone as described by the act of Effective learning, [namely to move out of 

one’s comfort zone] and reflect critically on teaching. While only a few of the research 

participants described this process and its potential difficulty, those few also expressed 

how beneficial it is for their learning and ultimately their students’ learning. As previously 

highlighted, this is likely an important consideration in assisting teachers to expand their 

awareness over the epistemological watershed point. 

When considering this study and similar research, it is suggested that each more 

advanced experience represents a potential new ZPD or a group of ZPD for the teacher 

as a learner. For example, a teacher with Transferring content experience needs to 

become aware of variation in critical aspects relating to the next more sophisticated 

experience of Teacher/student interaction to see the need for developing better ways of 

interacting with students and engaging them in more active learning. More specifically, 

they might have trouble in grasping more sophisticated understandings because they 

are comfortable with their current situation, as is highlighted in the direct object of 

comfort within the Transferring content category. Teachers developing their awareness 

or understanding are not simply accumulating knowledge quantitatively but, instead, 

recognise that there is a need to grasp new concepts in a qualitative way. 

A key result from the study that has theoretical implications in terms of the ZPD and 

learning comfort relates to the differences in how comfort was seen by the research 

participants. Within the development categories, there are markedly different 

experiences in relation to comfort. Within the first development experience of Effortless 

presentation, achieving comfort is seen in the indirect object of the teaching process, 

which may indicate that teachers are not prepared to push themselves beyond their 
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ZCD. For the middle category of Confident engagement, there has been a move 

beyond comfort in relation to presentation, to increasing confidence with engagement or 

interaction. However, there might still be a reluctance to move out of their comfort zone 

in terms of trying highly learner-centred methods such as PBL. In relation to the most 

advanced conception of Effective learning, there is quite a different experience in 

relation to comfort. Here, the participants deliberately describe needing to move out of 

their comfort zones in relation to their teaching development. This finding indicates 

these participants are more willing and able to step out of their ZCD and into their ZPD. 

They describe teaching experiences where this has happened but often also describe 

interactions with peers and other experts in the area, which helps to provide them with 

the scaffolding or support to transition. One example highlights this experience in 

relation to teaching PBL for the first time: “… I found it very difficult and resisted it from 

the outset” (T14). T14 said he felt a loss of “control” that had contributed greatly to his 

discomfort, however, as his experience continued he stated, “Now I particularly like it 

[facilitating PBL] because I’m starting to see results [in students’ learning]” (T14). 

A further theoretical concept that assists in making sense of the results from this study 

is the idea of threshold concepts. This idea originated in the UK via several authors who 

felt that certain important concepts held by economists were central to gaining mastery 

of that subject (Meyer & Land, 2003, 2005, 2006). These concepts were held to be 

“threshold” because of the need for an ontological and conceptual shift and exposure to 

underlying interrelated links of phenomena. They were also seen as troublesome in 

terms of being counter intuitive and involved an uncomfortable or emotional 

repositioning for the learner (Cousin, 2006). Land, Cousin, Myer and Davies (2005) 

believe an understanding of threshold concepts has important ramifications for 

curriculum development because it implies curriculum design should centre on the 

grasping of key concepts to gain mastery of the subject. Cousin (2006) states this 

approach to curriculum design is opposed to the tendency amongst many academic 

teachers to cram their curriculum with large amounts of content and then burden 

themselves with the task of transmitting this bulky amount of information to students, 

who are then required to absorb it. This description by Cousin closely resembles 

descriptions within the Transferring content teaching category. It also accounts for the 

criticism of policing curricula for recruits and the traditional teacher-centred style of 

police educators highlighted in Chapter 2 (McCoy, 2006; Werth, 2009; Doherty, 2011). 

The idea of police educators struggling to cover curriculum overloaded with content is 

also highlighted by several research participants in this study. An example of this is 

provided by T5 who states the need for, “… more of a didactic approach at the front 

because we only have a certain amount of time”. 
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A key aspect of recognising and teaching threshold concepts that relates to this study is 

the idea of troublesome knowledge and the emotional difficulty or discomfort apparent 

in learning a threshold concept. As indicated in Chapter 2, the conceptual shift from 

teacher- to learner-centeredness across the epistemological watershed point is a 

difficult one (Trigwell & Prosser, 1996; Van Rossum & Hamer, 2010). There is also 

difficulty with the shift across the boundaries between any of the categories but to a 

lesser extent than that experienced in relation to the watershed point (Kember, 1997; 

Van Rossum & Hamer, 2010). 

Therefore, it is suggested that the experiences described in this study may also 

represent several threshold concepts, which can potentially involve an uncomfortable or 

emotionally difficult transition to expand awareness. Returning to the development 

category of Effective learning, the act for this experience highlights moving out of a 

teacher’s comfort zone to learn and develop more effectively. Teachers representing 

this experience have, at least implicitly, recognised the consequences or necessity of 

exposing themselves to this difficult or uncomfortable state to understand key threshold 

concepts and so become more learner-centred. This situation is also similar to what 

happens to learners operating in their ZPD, which also can evoke discomfort or 

emotional responses. Myer and Land elaborate on this difficult process and call it a 

“liminal state”, where occupants or learners can exist in 

... an unstable space in which the learner may oscillate between old and emergent 
understandings ... that involves identity shifts which can entail troublesome, unsafe 
journeys. (2006, p. 22) 

 
While Myer and Land believe people can learn without entering a liminal state, such 

learning would most likely be the product of ritualised performances that result in 

surface learning rather than deeper, more integrated understandings. These 

descriptions highlight the differences between teacher- and learner-centred teaching 

approaches described in this study. As with the concept of the ZPD, the idea of 

threshold concepts provides a theoretical basis for understanding some of the 

qualitative differences between the experiences described in this study and appreciating 

the emotionally and intellectually difficult transitions involved in attempting to discern 

more advanced understandings. Key practical aspects of these theoretical 

considerations are outlined further in Chapter 8. 
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7.5.3 Becoming aware of critical aspects in relation to both teacher-and learner- 

centred practice 

While the constructivist theories highlighted so far form the basis of contemporary 

education practice, there remain debates about their application to teaching. Lo (2012) 

questions what constitutes effective teaching and how teachers should make the object 

of learning available to their pupils. Lo is critical of the lack of or confused 

epistemological or theoretical foundations underlying various teaching approaches. For 

example, she states the direct instruction approach to teaching can provide 

opportunities for students’ active participation and learning application. Likewise, Lo 

indicates some critics of constructivist teaching principles imply that those principles 

focus only on minimal guidance and/or on learning processes rather than specific 

aspects of content. Klahr (2009) points out that there are in fact many commonalities 

between constructivist and direct instruction approaches, with constructivists 

acknowledging the need for some level of explicit guidance and instruction. There is 

also the fact that direct instruction strategies are quite close to what constructivist 

pedagogy recommends when guidance is needed. These points highlight the 

importance of police educators being simultaneously aware of both teacher- and 

learner-centred aspects of practice and applying them in a thoughtful and flexible 

manner. 

The assertion by Klahr (2009) aligns with the claim that teachers’ awareness of their 

practice is hierarchically inclusive, as indicated in both this study and others including 

Åkerlind (2003) and McKenzie (2003). This implies that being learner-centred also 

means being aware of teacher-centred approaches but with the intention of using 

directive teaching strategies in a way that is more compatible with constructivist 

approaches. For example, this might mean conducting a classroom lecture, a directive 

strategy, as part of a range of activities that ask students to problem solve or reflect on 

aspects of the content in a more constructivist way. 

In this regard, Lo (2012) cautions that teachers should not focus overly on the learning 

process or the how aspect of teaching and learning at the expense of addressing 

content or the what aspect. Similarly, the criticism of traditional teacher-centred 

approaches has been in relation to their focus on transmitting content at the expense of 

developing the students’ ability to learn and develop critical thinking skills (Hattie, 2009). 

However, the descriptions of teachers in this study and in other phenomenographic 

research indicate the ability of those describing more sophisticated teaching 

experiences to discern what it is to be both teacher- and learner-centred, i.e. to 
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emphasise both the how and what facets of teaching. The grasping of this concept is 

also illustrated in the work of Shulman (1986) in what he termed pedagogical content 

knowledge (PCK) – i.e. knowing not only what to teach but also how to teach it most 

effectively. Cochran, DeRuiter, and King offered the following refined definition of PCK: 

The transformation of subject matter for teaching occurs as the teacher critically reflects 
on and interprets the subject matter; finds multiple ways to represent the information as 
analogies, metaphors, examples, problems, demonstrations, and classroom activities; 
adapts the material to students’ abilities, gender, prior knowledge, and preconceptions 
(those pre-instructional informal, or non-traditional ideas students bring to the learning 
setting); and finally tailors the material to those specific students to whom the information 
will be taught. (1993, p. 264) 

 
This concept relates to how teachers develop from seeing content knowledge as 

something that is handed or transmitted to students by an expert, to becoming aware 

that learning content knowledge is a more complex undertaking that is intertwined with 

the higher order thinking and learning processes that students should engage in. This 

approach might include developing and using facilitation techniques that encourage 

students to engage with subject content in a deep and critical way. 

There are several aspects of this study relevant to the concept of PCK and taking a 

deeper approach to learning content. The quote above describing a teacher’s use of 

content knowledge is like the participants’ descriptions of learner-centred conceptions. 

An example of this is the description that teaching content is trying to “… get them 

[students] to think about it [subject content]” (T8) rather than simply presenting it to 

them. This concept is essentially illustrating the critical aspect of how content 

knowledge described in these experiences is viewed from the teachers’ perspective. 

The less sophisticated teaching experience of Transferring content highlights the 

teacher as being the expert who possesses the content knowledge. However, the more 

sophisticated experiences view knowledge as something the student needs to engage 

with or think about in a way that encourages them to learn in a deeper way beyond 

memorisation. The more sophisticated learner-centred teachers still recognise the 

importance of content or the what aspect of the teaching situation, however, they have 

a more qualitatively sophisticated view on how to consider content knowledge when 

compared to those with a teacher-centred experience. 

Therefore, being learner-centred in the context of this study does not mean only having 

a focus on the learning process or facilitation without consideration of content and 

directive teaching strategies. Being learner-centred means being inclusive of teacher- 

centred practices but in a more sophisticated way as demonstrated in the more 

advanced teaching and development experiences described by participants. 
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Importantly, this implies that police educators with teacher-centred understandings need 

not necessarily unlearn or discard what they already understand about teaching. 

Rather, there should be a focus on building their understanding of teaching and content 

knowledge in a way that allows for a more sophisticated or learner-centred application 

of content and process. There is also the suggestion that further development will 

require stepping out of their comfort zone and experiencing teaching as a more complex 

and dynamic occupation than they currently understand it to be. 

 
 
 
7.6 Conclusion 

 
This chapter has discussed the broad consistency between the results of this study and 

similar research. However, there were some notable differences with both phenomena 

stemming from the comparison. In relation to teaching experiences, the least 

sophisticated category identified in comparable studies was not evident in this research, 

although this result was unremarkable given it has only been found in novice teachers 

and the sample for this study comprised experienced teachers. Aspects of the most 

sophisticated conceptions of other studies were also not evident in the results of this 

study but as stated by Van Rossum and Hamer (2010) these aspects are only 

described by post graduate teachers, who were not included in this study of teachers at 

police academies. There were also some more subtle aspects that differentiated this 

study from others and provided additional insights into the context of police academy 

teaching. 

The comparison of development experiences also highlighted broad alignment with 

similar studies, with some subtle differences identified between this and other studies. 

They included a secondary focus on developing directive teaching skills in this study’s 

least sophisticated category (with the primary focus being on comfort), and the next 

category of Confident engagement being slightly more advanced in some critical 

aspects than other studies’ middle categories. Perhaps the most insightful difference in 

the most advanced category of Effective learning emerged from analysis of the how and 

what aspects in terms of teacher comfort. Here, the critical aspect of teachers moving 

out of their comfort zone in terms of the act of teaching development provides a 

potential clue for encouraging the transition to learner-centred teaching practice. 

More specifically sub-question three was partially addressed in the comparison of 

studies, particularly in terms of which aspects differed between teacher- and learner- 

centeredness along the pathway of development. The more practical applications of this 
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will be discussed in Chapter 8. Sub-question three is important in determining what is 

required for more desirable learner-centred teaching and how teachers can expand 

their awareness to become more sophisticated in this sense. This expansion of 

awareness needs to be considered in relation to the potentially difficult and emotional 

transition to more sophisticated understandings across a theoretical watershed point. 
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Chapter 8 

Conclusions 
 

8.1 Introduction 
 
The overarching research question directing this study was “What can 

phenomenographic analysis of police educators’ experiences of teaching and its 

development tell us about meeting their developmental needs in relation to moving from 

teacher-centred to learner-centred practice”. Three sub-questions were posed that 

required answering to address the totality of the research question. This final chapter 

will draw together the responses already given to the three sub-questions and answer 

the research question directly, including drawing out the practical implications of that 

answer. These implications will be developed into key principles that should inform 

teaching staff development programs in police academy contexts. Finally, the limitations 

of the study’s conclusions will be identified, and recommendations for future research 

will be outlined. 

 
 
 
8.2 Review of responses to the sub-questions 

 
The first sub-question – “Why should police educators be learner-centred rather than 

teacher-centred?” – was answered in Chapters 1 and 2, essentially providing a key 

foundation for the remainder of the study and a rationale for the research question. 

This sub-question was considered firstly from a broader educational perspective and 

then more specifically in relation to police education. It was emphasised that learner- 

centred teaching promoted deeper and more effective learning for students, and that 

such learning was crucial for police students, particularly in relation to developing the 

critical thinking and problem-solving skills required by police practitioners. This analysis 

was synthesised into the discussion of results in Chapters 7 and 8. 

The second sub-question – “What are the variations in police educators’ experiences of 

teaching and teaching development?” – was answered via phenomenographic analysis 

of the interviews with 25 police educators. This resulted in descriptions of the range of 

variation in relation to the research participants’ experiences of both their teaching and 

their development as teachers. The results of the data analysis for each set of 

experiences were described in Chapters 5 (teaching) and 6 (teaching development). 

Each of these chapters displayed an outcome space in tabular form that represented 

the meanings of each category of description, with these meanings further articulated 
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by examination of their internal structure in terms of how and what elements. There was 

additional discussion of these results considering the broader literature within Chapter 

7. Overall, the results of this study were consistent with previous research in relation to 

teaching and development experiences. The teaching experiences described in this 

study exhibited two teacher-centred and two learner-centred categories, which is a 

configuration   also described by Van Rossum and Hamer (2010) in relation to an 

epistemological watershed point. In relation to development experiences, there were 

three categories constituted that were also consistent with previous research. 

An original feature of the development categories related to the critical aspect of 

comfort, particularly within the most advanced category of Effective learning, with a 

focus of development being on challenging self. The idea here of a teacher moving out 

of their comfort zone as part of the act of development is contrasted with the 

developmental outcome in the lowest category of achieving a state of comfort or making 

teaching effortless. This further dimension to the critical aspect of comfort has not been 

highlighted in previous studies and offers a key insight into how teachers with more 

sophisticated understandings have been able to expand their awareness to learner- 

centred conceptions. Importantly, from a practical viewpoint, it is not suggested that 

police educators can easily step out of their comfort zone. This is because of the 

potential difficultly in questioning one’s underlying beliefs about teaching and learning 

and the cultural norm of police being in control of their working environment. An 

important conclusion from consideration of the second sub-question, then, is that an 

individual’s stage of development and their readiness to move forward or transform their 

understanding should be carefully considered when placing them in a teaching 

development activity. 

The third sub-question – “What do these variations in police educators’ experiences 

imply about their developmental pathway and how they may undertake this journey?” 

– was examined through the analyses conducted in Chapter 7. Whilst the results were 

constituted using a phenomenographic process, this discussion of their meanings is not 

phenomenography per se. As such, this sub-question represents the final stage in 

addressing the research question by establishing what specific parts of the results 

mean within the broader picture of police educators moving from teacher- to learner- 

centred practice. This discussion outlined a developmental pathway that considered 

experiences of both teaching and teaching development. The variation in teaching 

experiences provided a picture of what the development pathway looks like, with each 

category highlighting key transitional stages and developmental objectives. The 

variation in teaching development experiences described how participants went about 
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the development process and what this meant in terms of how they might progress 

along the pathway. An important implication of these results is that development 

should build on current beliefs rather than simply attempt to substitute them with new 

beliefs or practices. Transitioning to more sophisticated understandings can also be 

achieved via any number of developmental approaches but importantly, it is 

recommended the critical aspects identified in this study represent learning goals for 

police educators in their journey towards more advanced understandings. The practical 

implications of the third sub-question will be identified in relation to the overall research 

question in the following section. 

 
 
8.3 Practical implications for police educators’ development 

 
The phenomenographic analysis of police educators’ experiences of teaching and its 

development undertaken for this study implies the following four conclusions about the 

developmental needs of those educators for moving from teacher-centred to learner- 

centred practice. However, it should be emphasized that these conclusions and their 

practical application will require further evaluation and research to test their viability 

and make further refinements. 

Conclusion 1: Police educators’ developmental needs cannot be met by skills-based 

and conceptual-based approaches used in isolation from each other; a combination of 

each is needed. 

Conclusion 2: Police educators’ individual development should begin with a diagnostic 

evaluation of the teaching category they align with as a starting point for their 

progression through the development framework detailed in this study. 

Conclusion 3: Developmental strategies for police educators should be informed by the 

development categories established in this study, to prepare those within less 

sophisticated categories to cross the epistemological divide and build awareness of 

learner-centred teaching practice. 

Conclusion 4: Development strategies for police educators need to focus on specific 

critical aspects highlighted in this study to expand police educators’ awareness towards 

more advanced understandings. 

Each of these conclusions will briefly be discussed in terms of their place within the 

literature and relevance to police educators’ practice. 
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8.3.1 Using a combination of skill and conceptual based approaches to learner- 

centred development (Conclusion 1) 

As discussed in Chapter 2, developing learner-centred practice in teaching can be 

achieved via the development of the underlying conceptions that teachers hold towards 

their practice (Trigwell & Prosser, 1996; Kember, 1997; Stenfors-Hays, et al., 2011). 

Nonetheless, this does not exclude the important place needed for skills-based training, 

although debate exists about the proper mix of these two approaches (Devlin, 2006; 

Martin & Ramsden, 1992; Ramsden, 2003). This study described police educators 

considering both skill and conceptual development strategies at different stages, 

however, only the most advanced development experience of Effective learning fully 

described a combination of these strategies. Traditionally, workplace developmental 

courses for adult educators have been skills focussed, either through short courses or 

mandated tertiary level education and training, with varying levels of results. Stenfors- 

Hays, et al. (2011) relate that in the 1970’s, teacher training in academic institutions 

was generally focused on skills or teaching strategies but with the acknowledgement 

that there was more to teaching than accumulating a repertoire of skills. A similar focus 

can be seen in the two lower development categories in this study. 

Stenfors-Hays, et al. further indicate that development programs came to make greater 

use of strategies such as mentoring, reflective diaries, e-learning, self-assessment, peer 

feedback and scholarly activities, with these approaches having positive impacts on 

teaching and ultimately student learning (2011; see also Prebble, Hargraves, Leach, 

Naidoo, Suddaby & Zepke, 2004). Some of these strategies are emphasised in the 

most advanced category of Effective learning from this study but less so in the less 

sophisticated categories. By becoming more learner- and learning-focussed in their 

approach, staff development programs have generally improved. Importantly, because 

of their synthesis of research on the effectiveness of staff development programs, 

Prebble, et al. (2004) found that improving teachers’ conceptions of teaching towards 

learner-centred practice was the most influential factor on how teachers perform and is 

consistent with the results of this study, particularly in relation to the most advanced 

development category. 

However, Devlin (2006) questioned the focus on developing teaching conceptions as a 

strategy to improve teaching practice, stating there is no certainty as to whether it is a 

pre-condition to changing practice. She also cautions that a focus on conceptual 

development might also see teaching skills being neglected. Part of Devlin’s rationale is 

based around the statement by Eley (2006) that teachers should focus on developing a 
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repertoire of contextual skills that allow for a localised adaption and that this approach 

should lead to longer term development of learner-centred conceptions. This description 

of developing a repertoire of skills is broadly consistent with the Confident engagement 

development experience described in this study, which indicates this rationale on its 

own may be limited in its effectiveness. 

More specifically in response to Devlin’s (2006) criticism of possibly sacrificing skills 

over conceptions, it should firstly be noted that skills development alone is not enough 

to promote learner-centred practice (Åkerlind, 2008; Kember, 1997; Martin & Ramsden, 

1992; Prosser & Trigwell, 1997; Paakkari, 2012). In terms of development approaches 

for police educators, it is indicated by the results of this study that a contemporaneous 

and integrated focus on both conceptions and skills is possible, which is a position 

consistent with those who emphasise the development of teaching conceptions (Van 

Rossum & Hamer, 2010; Paakkari, 2012). 

 
 
 
8.3.2 Development must be tailored to the individual police educators’ experience 

(Conclusion 2) 

The results of this study confirm that becoming learner-centred will generally occur as a 

relatively slow progression through the stages of teaching experiences, although of 

course the extent and timing of that progression will depend on individual and/or 

contextual factors. In this regard, there is agreement with Martin and Ramsden (1993), 

who indicate the development of teaching conceptions tends to be a slow process 

wherein teachers gradually build their understanding. Also, as described by Dall’Alba 

and Sandberg (2006) based on their phenomenographic research, professional 

development is not necessarily a simple stepwise or cumulative process through 

defined stages. Rather, it is a more complex interplay between establishing an 

embodied understanding of practice and skill development that will vary depending on 

the individual. For some individuals, this might mean, for example, plateauing at a 

Teacher/student interaction teaching experience, although some skill development 

within this category might still be evident over time. Until teachers grasp the concepts 

represented by the critical aspects in higher categories, they will not expand their 

awareness beyond the category at which they have plateaued. 

For police educators, this implies their development, whether through specific training 

courses or via workplace strategies, should involve the application of context specific 
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skills but within the framework of the respective teaching experience they hold at that 

point of their development. More specifically, as Åkerlind states, 

To be effective, development support must be tailored to individual academics’ intentions 
and understandings with regard to teaching and teaching development, either by limiting 
the support offered to align with their understandings or by expanding their 
understandings to enable a broader range of support to appear desirable. (2008, p. 36) 

 
For example, for a teacher within the Transferring content experience identified in this 

study, there should be a focus on developing understandings and skills relative to the 

next more sophisticated experience, namely Teacher/student interaction. However, this 

development would be specific to critical aspects in relation to teachers’ and students’ 

roles and the learning process as highlighted in the outcome space in Table 5.1. For 

example, it would encourage this teacher to develop questioning skills that would foster 

greater student involvement and exploration of content beyond a simple lecture 

process. This development, based around the results established in this study, would 

be an intertwining of skill and concept development, like the professional development 

model described by Dall’Alba and Sandberg (2006). This approach would also include a 

focus on context specific aspects that would see improvement in their pedagogical 

content knowledge. As highlighted by Åkerlind (2008), development is matched to the 

individual teachers’ conceptual level but with the specific aim of expanding this 

understanding to the next higher level. 

Importantly though, this example only asks the teacher in question to progress to a 

Teacher/student interaction teaching category, which this study indicates as being 

essentially teacher-centred. This is because a teacher may not yet be at a level where 

they can fully transition to a learner-centred conception and therefore a foundation will 

need to be laid in terms of the key critical aspects to enable the next step of overcoming 

any epistemological watershed point between Categories 2 and 3. This proposed 

staged approach is appropriate in that it takes into account the difficulties in transitioning 

through the threshold concepts between the categories described and is realistic in 

terms of the comfort levels of police educators (although of course, some may withstand 

or aspire to a more rapid transformation than others). Similarly, by identifying the 

individual experiences of police educators, they can also have development targeted at 

their learning needs to assist transition from Category 2 to 3 and so forth. 

Part of the problem in introducing learner-centred practice is dealing with the comfort 

police educators may feel in being the expert who passes on knowledge to their 

students, as illustrated in the less sophisticated teaching and development experiences 

identified in this study. However, as demonstrated in this and other phenomenographic 
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studies, these less sophisticated strategies can form a hierarchical relationship with 

more advanced conceptions and thus less developed understandings can still be 

brought into play in teaching practice (Åkerlind, 2007; Martin & Ramsden, 1992; Prosser 

& Trigwell, 1999). In terms of staff development this understanding should provide an 

opportunity to use teacher-centred beliefs as a platform for further development, rather 

than as something that must be discarded before moving on. In other words, those with 

less sophisticated understandings should have their current knowledge and skills 

valued as a basis or foundation for future development. This consideration is particularly 

important when seeking to implement changes that will be impacted by the policing 

culture. 

 
 
 
8.3.3 The importance of matching development strategies to individual experience 

(Conclusion 3) 

The importance of considering a police educator’s teaching and development 

experiences as they start and progress through any workplace training and 

development program can be highlighted in an anecdote1 from the author’s 

experience in this area which relates to this study’s results. While the previous section 

discussed police educators’ potential progress through different stages of what they 

understand teaching to be, the following example highlights how experiences of 

development are also relevant to becoming more learner-centred. The anecdote refers 

to the PBL Instructor Development Program that has been designed and delivered for 

police educators in North America and several other countries around the world 

(Cleveland & Saville, 2007). The program is highly learner-centred and experiential in 

terms of immersing participants into a PBL environment, where they are encouraged 

to reflect emotionally and theoretically on their experiences. 

While assisting with the delivery of one of these courses, I discussed the learning 

outcomes of the program with one of its creators and facilitators (Cleveland, personal 

communication, August 2008). Cleveland stated that participants of the program 

historically tended to fall into three broad categories in terms of their learning in the 

program and its application afterwards. The first group were described as enthusiastic 

and willing to make significant changes to their teaching in the aftermath of their 

 
1 I was originally a participant on this course but this anecdote specifically relates to a later course conducted for 
the WA Police (about two years prior to my data collection there for this study), where I acted as a co-facilitator. 
The points discussed here were raised as part of the course evaluation, including my own observations. It is 
also possible some of these student reactions may also be attributable to other variables such as personal 
circumstances or boredom. These observations, whilst not rigorously documented, do provide relevant 
examples of police educator’s reactions to their development in a challenging learning environment that are 
broadly consistent with my research outcomes. 
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learning. They were more willing and/or able to implement PBL and promote change 

towards this end in their workplace. The second group were described as less 

enthusiastic than the first group and rather than attempt to implement or use PBL per 

se, they would tend to utilise more specific or selected teaching skills or strategies learnt 

during the program. The third group described by Cleveland tended to have minimal 

enthusiasm for their learning experience or for making changes to their future teaching 

practice. In fact, some in this group could be outwardly hostile towards the program, 

questioning their need to undertake it, much less participate in it, or suggesting it was a 

waste of time. 

The first group described by Cleveland (personal communication, August 2008) is 

similar to what would be expected of those teachers in the Effective learning 

development category, who would be aware of the reasoning behind the PBL method 

and its emphasis on problem solving and critical reflection as a part of their learning. 

Importantly, they would be aware of or familiar with the need to step out of their comfort 

zone to learn more about teaching and learning. The second group, like the Confident 

engagement category, seem to miss the bigger picture in terms of the PBL method, 

which perhaps accounts for their reduced enthusiasm. However, on a smaller scale, 

they can see useful strategies or skills within the broader teaching method that they can 

add to their repertoire of teaching methods to help them engage with their policing 

students in the classroom. For the third group, who are reminiscent of the Effortless 

presentation category, the PBL program seems to be too far removed from their 

experience of what teaching and learning should be and ultimately how they should 

develop. The conceptual leap expected of them is perhaps too wide when considering 

their current stage of development, thus explaining their unwillingness to engage with 

the program, particularly when placed in a learner-centred environment unfamiliar to 

them. 

This classification broadly describes and matches the three development categories of 

this study, which indicate the need to match staff development strategies to existing 

conceptual understandings and the danger of expecting those with less advanced 

understandings to cross the epistemological watershed point between teacher- and 

learner-centred categories without adequate preparation. Subjecting teachers with 

predominantly teacher-centred conceptions to development well beyond their 

conceptual understanding and outside their zone of proximal development (ZPD) 

(Vygotsky, 1978) can potentially be counterproductive and lead to entrenched 

resistance to future teaching and curriculum development (Åkerlind, 2007; Lipsett, 

2005; Irby, 1996). For example, this study has described police educators within the 

Effortless presentation category tending to focus only on updating content knowledge 
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and improving presentation skills in a way that helps them become comfortable with 

their teaching. As such, they would probably struggle with a more advanced PBL 

program and an adverse experience may in fact lead to further resistance to the 

introduction of this method. 

This kind of resistance to learner-centred curriculum change has been recognised as 

common in the field of police education (Cleveland & Saville, 2007; Doherty, 2011). 

Perhaps some of these problems have been caused by well-intentioned development 

programs that were attempting to take practitioners too far and/or too fast in relation to 

their individual stage of development (too far beyond their ZPD), particularly in shifting 

the command and control or traditional teacher-centred culture. While no doubt, many 

police educators would benefit from attempts at development and some may in fact 

experience a transformative leap in their conceptual understanding, the mismatch in 

relation to underlying conceptions is likely to leave a core of frustrated practitioners who 

do not understand the need for change and development beyond their current skill set. 

Therefore, considerations need to be made in relation to matching any development 

program to police educators’ underlying experience of teaching. 

 
 
 
8.3.4 Using variation theory to focus on critical aspects of the teaching development 

process (Conclusion 4) 

Within any development program for police educators it is important to choose relevant 

teaching approaches given the stage of development and the appropriateness of 

modelling ideal learning processes. However, while choosing an appropriate process is 

important, there remains the need to focus specifically on the critical aspects highlighted 

in this study to expand awareness to more advanced experiences. As indicated 

previously, variation theory is often used to exploit the results of phenomenographic 

research. A recent example of this was a project conducted by Åkerlind, McKenzie and 

Lupton (2014) which combined variation theory and threshold concepts to improve the 

learning programs of physics and law students. Regardless of the learning method 

chosen, using variation theory requires attention being directed towards the relevant 

disciplinary content (Marton, 2015; Åkerlind, 2015). In the case of applying the results of 

this study, it would mean any staff development process targeting the critical aspects 

highlighted in relation to teaching and development experiences. Whilst an approach 

using variation theory is not essential to the developmental program recommended, it is 

theoretically consistent with phenomenographic assumptions and can provide useful 

teaching strategies like those outlined further in this section. 
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Variation theory, which is closely related to phenomenography, implies that learning 

means to experience variation in a phenomenon and discern its critical aspects (Marton 

& Booth, 1997). It is about the relation between the learner and the object of learning, 

which is a complex of different ways of experiencing the phenomena, as outlined in the 

categories described in this study. Variation theory indicates that less sophisticated 

experiences of a disciplinary concept or practice may be explained in terms of a 

student’s lack of awareness of key aspects or features of the concept/practice (Marton 

& Booth, 1997; Åkerlind, et al., 2005). For participants from this study, those with 

teacher-centred understandings would be unable to discern critical aspects relating to 

learner-centred practice. Thus, learning is seen as happening through a shift in 

awareness or a different way of experiencing, where the learner becomes aware of 

critical aspects in relation to the concept or practice that they had not previously noticed 

(Cheng & Ho, 2008). This study therefore provides a foundation in terms of the various 

critical aspects of learning for police educators in relation to their teaching development 

that can be utilised using variation theory. The teaching experience results in this study 

provide a potential map or pathway along which police educators can progress in their 

development towards more effective teaching practice. 

Marton & Tsui (2004), based on their research of variation theory, described four 

patterns of variation that can be used to facilitate the discernment of critical features 

and aspects in relation to the object of learning that are highlighted in 

phenomenographic research. These patterns are summarised below, with examples 

linked to the results from this study: 

Contrast – To experience a phenomenon, we must experience something else 

to compare it with. For example, understanding learning as a higher order 

thinking process would be easier when contrasted with learning as 

memorisation. This contrast would help draw attention to specific aspects of 

deeper learning when compared to surface learning. In terms of policing 

practice, teachers could be asked to consider the limitations of relying upon 

memorisation of knowledge when undertaking a policing task as compared to 

the deeper analytical skills required for that same task. 

Generalisation – This refers to experiencing varying instances of the same 

phenomenon. For example, to highlight the different experiences of teaching 

described in this study, police educators could be made aware that their peers 

can possess different understandings of teaching and that theirs is but one of 

many ways to view teaching. Strategies here could involve explicitly asking 
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teachers to evaluate reflections from various peers or asking them to compare 

observations of peers who vary their teaching approaches. They could be asked 

to discern and evaluate differences in teacher- and learner-centred practice. 

Importantly, this strategy should begin to illuminate a potential developmental 

pathway towards more sophisticated understandings of teaching. 

Separation – To separate features within a phenomenon, some of them need to 

remain invariant, while others are varied. For example, if seeking to differentiate 

between the role of the teacher and that of their students in a learning situation, 

the actions of the former might be kept invariant. This is while aspects of the 

latter are varied to highlight critical aspects that display the active role students 

play in the more sophisticated categories described in this study. More 

specifically, a teacher could be asked to examine and compare different 

scenarios where student approaches vary from passive to more active, or from 

uncritical to more critical thinking, even when experiencing the same teaching 

approach. This would be particularly beneficial in highlighting the heterogeneous 

nature of policing students and their learning as opposed to the teacher-centred 

assumption that students all learn the same way. 

Fusion – This is an attempt to take all the essential features or critical aspects of 

the phenomenon into account at the same time as they vary simultaneously and 

is best used when temporally following an example of separation, as a way of 

representing the part-whole structure and their relationships. Continuing from the 

example described in relation to Separation, a further activity could ask teachers 

to consider aspects of both teachers’ and students’ roles and how they 

interrelate, which is particularly relevant to learner-centred activities, as 

compared to teacher-centred ones. It could ask participants to consider how 

certain teaching approaches and their variations can lead to surface or deep 

learning and what can be done to maintain a more effective learning 

environment. 

Åkerlind (2008) believes these strategies reflect a phenomenographic emphasis on 

part-whole relationships, with each emphasising different aspects of those relationships 

to encourage awareness of more sophisticated understandings. 

Typically, variation theory uses the results from a phenomenographic study to design a 

relevant development program to maximise teachers’ learning opportunities to discern 

the full range of features from the concepts described in a study (Åkerlind, 2008; Booth 

2005). While this study has outlined relevant features of the phenomena of teaching 
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and its development, it is beyond its scope to provide a detailed development 

curriculum for police educators. However, the use of variation theory via the potential 

strategies outlined above, could be used to scaffold a broader learner-centred approach 

to teacher development. Essentially, this strategy could inform how lessons in 

workshops are facilitated or how reflective journals might be structured to highlight 

critical aspects crucial to learning within the development program. 

This expansion of awareness in transitioning to more sophisticated understandings can 

be achieved via any number of developmental approaches but the results of this study 

indicate there should be a focus on the critical aspects to achieve this goal. The use of 

variation theory described above can assist with a focus on this object of learning 

(Marton, 2015; Marton & Tsui, 2004) as part of any broader developmental approach. 

Any development program should also take the policing context into account. A more 

traditional policing culture that reinforces teacher-centred beliefs needs to be 

challenged in a thoughtful and measured way that values current skills and knowledge 

but also persuades police educators of the need to expand their awareness. 

 
 
8.4 Principles for police educators’ development programs 

 
There are a range of potential implications in relation to development programs based 

on this study’s conclusions. The range of variation demonstrated across both teaching 

and development experiences indicates that one initial training course or tertiary 

qualification will rarely, if ever, be enough to guarantee a progression to effective 

learner-centred practice seen in the most sophisticated teaching category. This is not 

only because of the need to develop both skills and conceptions over time and through 

practice, but also because teachers will likely need to progress over time through 

several stages represented by the teaching categories described in this study. This 

progress through all or most stages is not likely to be straightforward or rapid (Martin & 

Ramsden, 1993), particularly given the need for teachers to step out of their comfort 

zones and become aware of the critical aspects of more advanced experiences, which 

Conclusion 4 highlights as the key learning goals for this development program. In line 

with recommendations by Basham (2014), teachers in police academies need to begin 

developing an understanding of teaching like other professional educators. More 

specifically, any development that is inclusive of initial training or tertiary teaching 

qualifications should be tailored to individual needs within a given location and 

organised around the teaching and development experiences described in this study. 
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Principle 1: The first principle is that an ongoing teacher development program should 

be incorporated into in-house training courses conducted at the respective academy. 

This program could also be structured around any tertiary qualifications undertaken, 

such as a Graduate Certificate in Teaching or Certificate IV in Training and 

Assessment. Ideally, any new police educator should undertake formal teaching 

qualifications as an initial step in their development, however, the in-house course can 

assist in the transfer of this learning to an academy context. A broader and ongoing 

development program should utilise a range of strategies such as short courses, 

workplace observations, reflective practice and mentoring that build upon initial training 

and education. The development would be centred on the framework of teaching and 

development experiences described in this study and would focus on and constantly 

revisit longer term developmental goals of learner-centred practice consistent with the 

Learning development teaching experience. This program should be designed in a way 

that considers the conceptual and skills-based approach outlined in Conclusion 1 and 

incorporates the critical aspects from this study as key learning goals as described in 

Conclusion 4. 

Principle 2: Another principle is the explicit use of learner-centred methods within the 

educators’ development program. However, prior to immersion in more advanced 

learning methods, any development should be matched to the individual stage of police 

educators’ understandings as indicated in Conclusion 2. For example, police educators 

identifying with a Transferring content and perhaps also Teacher/student interaction 

teaching experience might begin their development with initial exposure to more 

structured teaching approaches, where scaffolding can be gradually reduced as their 

conceptions of teaching and learning develop. The skills required in this scaffolding 

process should also be modelling for and made explicit to the participants as a way of 

further demonstrating the blending of skills and conceptual development. 

Identifying the individual level of development at an early stage of the program would be 

an important part of this process as outlined in Conclusion 2. This initial evaluation 

could use a teacher inventory survey like the one designed by Trigwell and Prosser 

(2004). In this regard, participation in a course such as the PBL Instructor Program 

discussed above should only occur when an individual teacher is ready to make the 

leap across the epistemological watershed point between teacher- and learner-centred 

conceptions, thus considering what is recommended in Conclusion 3. The progress of 

practitioners could be monitored via the teaching survey mentioned and by an 

experienced staff development officer in their observations or discussions with police 

educators. If one of these teachers is evaluated as having a Teacher/student interaction 
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teaching experience or above and a Confident engagement development experience or 

above, then they are more likely to see relevance in the development program goals 

and gain benefit from it. It should be noted though, that in relation to any survey used, 

some participants may respond in a way that does not properly represent their practice 

but is instead used to preclude themselves from or gain access to personal 

development activities. This is why teacher observations should be used to supplement 

and confirm any survey results (Kane, Sandretto & Heath, 2002). Care would also need 

to be taken by a staff development officer to ensure teachers are treated in an 

equitable and fair manner in relation to their access to development opportunities. 

In relation to development experiences, it is also likely that a teacher with an Effortless 

presentation focus would at least initially require a more structured or directive 

development as highlighted in Conclusion 3, mirroring what they are most familiar with. 

Returning to Figure 7.1, we can assume a police educator’s understanding tends to 

progress or expand from left to right on the diagram. When considering this diagram, a 

police educator holding a Transferring content teaching experience would also probably 

hold an Effortless presentation development understanding, at least at the beginning of 

their journey. As previously highlighted, once practitioners begin to understand the need 

to become more interactive with their students, they might then progress into the 

Teacher/student interaction teaching experience, but their understanding of teaching 

development might still be focused on only improving content knowledge and directive 

teaching skills consistent with the Effortless presentation experience. It is suggested 

that it is only when their development experience expands into the Confident 

engagement focus that they are ready to expand their understanding of teaching across 

the watershed point into the teaching experience of Guiding through content and 

beyond. While they might not be totally at ease in relation to stepping out of their 

comfort zone, they can still be encouraged to do this with the assistance of appropriate 

support or scaffolding by their facilitators. Essentially, when considering the ongoing 

development of police educators, both teaching and development experiences 

highlighted in Figure 7.1 should be kept in mind and thus remain consistent with both 

Conclusions 2 and 3. 

Principle 3: Returning to the consideration of appropriate learning strategies, another 

principle implied by the results of this study is that police educators should be exposed 

to more advanced learning processes beyond their current teaching and development 

understandings to model better practice. However, it should not be so far beyond the 

limits of their awareness that they are taken outside their ZPD as described in 

Conclusion 3. Police educators who are close to making the move across the 

watershed point could participate in a challenging learner-centred process to assist with 
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this move, but it would be recommended that an appropriate level of support or 

scaffolding should be provided by staff developers to assist this process. While this is 

potentially problematic in a large class situation, which might include police educators 

who have already made the move across the watershed point, creative conceptual and 

skills strategies based on an awareness of individual needs could be identified and 

employed. In this way, Conclusion 2 is considered in terms of meeting individual needs. 

For example, class participants with more advanced conceptual understandings could 

be strategically placed in learning groups with those with less advanced conceptions, 

where they could act as coaches and leaders for their peers under the overall 

supervision of their facilitator/s. This approach is entirely consistent with the earlier 

description of scaffolding and learning in the ZPD by Vygotsky (1978), but it is 

predicated on the need to be aware of each participant’s learning needs in terms of 

their individual teaching and development understandings. 

While the initial developmental approach might appear overly directive or teacher- 

centred, direction and support would be faded in a way that encourages teachers to 

become more comfortable in a learner-centred situation with an understanding of why it 

is necessary. This transition should assist them in stepping out of their comfort zone 

and into their ZPD to experience and understand genuinely learner-centred learning 

and teaching. Whilst this strategy is centred around the development of key teaching 

concepts, there should also remain a focus on key teaching skills which assist in 

providing an authentic context for participants and ensures consistency with Conclusion 

1. 

Principle 4: Being aware of and facilitating individual teachers’ understandings and 

progression within the development framework is not necessarily easily accomplished 

and so a fourth principle implied by the study’s findings is that each police academy 

should have a full-time staff development officer. This role would require ongoing 

surveying or interviewing of teaching staff to gauge their conceptions and approaches in 

comparison to those highlighted in this study. This evaluation of staff experiences could 

also be monitored over time as they progress in their development. A precise 

understanding of a teacher’s stage of development would not be essential but a 

proximal awareness of their location within Figure 7.1 in terms of teaching and 

development experiences could assist in setting and achieving developmental goals 

represented within the critical aspects described in this study. Ideally, a staff 

development officer should have an awareness of police education and appropriate 

educational qualifications to understand what is required for learner-centred practice 

and the strategies required to facilitate this understanding. Importantly a person in this 

role would need to understand the basis of the four conclusions stemming from this 
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study and how they should be applied in the practical steps outlined in this section.  

 

8.5 Limitations to study conclusions 
 
In relation to the empirical results established in this study, there are several 

limitations that should be highlighted. The first of these is that they study relies solely 

upon self-reporting and as such, it cannot be confirmed that the research participants 

acted in the ways they reported. Aspects of this limitation were discussed further in the 

definition of categories of description in Section 1.5. There is also the fact that only 

experienced teachers were interviewed, which could have resulted in a less 

sophisticated experience not being reported. The ramifications of this limitation were 

elaborated in Chapter 7.  

 

There are also four key limitations in relation to applying the conclusions of this study 

that are interconnected with each other. The first of these limitations is that police 

academy managers are generally police officers without educational qualifications or 

backgrounds. This is because they are usually appointed to this position based on 

having the relevant organisational rank, which does not require educational 

qualifications to achieve. As such, they tend not to take an informed educational 

perspective that would prioritise the development of teaching. It would also be 

reasonable to expect managers without an educational background, like novice police 

educators, would view teaching as simply the presentation of content and thus not 

perceive the need for more advanced learner-centred teaching skills. Therefore, it may 

be difficult to convince them of the importance of investing in a program like the one 

described in this study. 

A second limitation is related to the teacher-centred experiences described in this study. 

The limited awareness of good teaching practice by many police educators can inhibit 

further development because there is a perception by staff they already have the 

required skills and understanding for that role. As such, many of these teachers are less 

likely to advocate for further development; at most, they may request development that 

is limited to improving content knowledge at the expense of facilitation skills. This 

limitation is related to that described in the previous paragraph in that it can be a further 

justification by management for inaction on development. 

A third limitation and a complicating factor for the first two limitations, is a policing 

culture that may further undermine effective staff development. The policing culture is 

often resistant to change and suspicious of recommendations advising police how to 

improve their practice. Not only will many police educators fail to appreciate their need 
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for development, but cultural norms could see them respond to any development efforts 

in an obstructive way, especially if those efforts are based on arguments (even 

evidence-based arguments) from outside the academies (e.g. arguments put forward by 

partner educational institutions or advisory bodies). A likely exception is where change 

is advocated by police associations/unions promoting professionalization, and this 

suggests an avenue by which external bodies may best be able to progress their 

arguments for ongoing development opportunities for police educators. Whilst the 

principles described in this thesis are designed to assist with this issue, it remains as a 

potentially considerable barrier to long term change in police education.  

Any arguments made for ongoing development programs will also need to address 

resource issues. The first of these relates to the resourcing of any development 

program like that described in this study. The primary resource for this program would 

be a full-time and suitably qualified staff development officer, who should have an 

appreciation of working within a policing context. Ideally, this person would be a police 

officer or someone with a policing background who can relate to police culture. The 

focus of this role would be on the progression of staff in relation to their teaching rather 

than on developing staff members’ content knowledge or addressing broader human 

resource issues. A secondary resource consideration would relate to the time allocated 

for staff to complete developmental activities or attend workshops with the staff 

development officer. However, the time required for these tasks would be a relatively 

minimal part of their total working hours and would be justified in terms of the potential 

improvement in their teaching practice. 

 
 
 
8.6 Future Research 

 
Research in police education, particularly in relation to qualitative studies of teaching 

experience, remains sparse. As indicated above, future research could explore the 

possibility of further teaching and development categories and structures by broadening 

the sample of police educators beyond a police academy context. It would also be 

useful to see similar phenomenographic research conducted in countries outside 

Australia, perhaps via an international comparative study sampling police educators 

across several countries to determine whether any important differences exist. 

While the results of this study highlighted teaching experiences in a police academy 

context, it would be useful to study how teachers holding these varied experiences 

impact on their students’ learning. While the descriptions from this study indicate certain 

learning outcomes resulting from their teaching and its development, these assertions 

could be independently tested either through qualitative or quantitative research. This 
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suggestion would firstly require the evaluation of individual teachers’ experiences of 

their teaching prior to evaluation of their respective students’ performance because of 

this teaching. The results of such studies could confirm the benefits of more 

sophisticated understandings of teaching and provide further contextual evidence for 

better teacher development programs based on conceptual expansion. 

Finally, while the focus of this study was on the use of phenomenography to explore 

teachers’ beliefs, there remains considerable scope for using this methodology to 

explore how policing students view their learning. This suggestion is different from 

the preceding point because it is about the students’ perspective on their learning 

experiences rather than a first order study of learning per se. Research into police 

students’ experiences of their learning to be police officers could provide interesting 

comparisons with the broader research into learning experiences and teaching 

experiences outlined in this study. Similar comparisons of teaching and learning 

experiences have been conducted by Prosser and Trigwell (1999). More 

specifically, phenomenographic research could be used to identify and study more 

precise understandings of threshold concepts encountered by police students. 

Results from this research could be used to directly inform curriculum development 

and exploit the more sophisticated teaching conceptions outlined from this study. 

 
 
 
8.7 Conclusion 

 
This research was undertaken because of a need to understand how police educators 

experience their teaching and development. Understanding these experiences will 

assist in the development of learner-centred teaching approaches by police educators 

and ultimately improve the quality of learning in police academies and the application of 

that learning in the operational policing sphere. The use of phenomenography was an 

innovative step for research into police education that has provided a way of examining 

experiences that underlie the broader orientations of teacher- and learn-centred 

practices in police education. Whilst the results and conclusions of this study mostly 

show that police educators are like other teachers who have been subject to such 

research, they have also revealed original results in relation to the concept of moving 

outside of one’s comfort zone as part of the development experience. The most 

advanced teaching and development experiences described in this study can be 

considered as reasonable benchmarks or goals for police academy teachers. There 

ought to then be an individualised developmental focus on assisting police educators to 

expand their awareness of teaching to meet these goals. 

Returning to the title of this study, the phrase looking beyond the trees, invites the 
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metaphor of police educators with a less sophisticated understanding of teaching 

standing in a clearing surrounded by a forest, only able to discern the immediate line of 

trees surrounding them, without any real appreciation of the forest’s extent beyond their 

vision. Not being able to look beyond this immediate line of trees is representative of a 

naïve understanding of educational practice that limits teaching to the mere 

presentation of information and development to primarily the accumulation of content 

knowledge. However, further teacher development can allow a police educator in our 

metaphorical clearing to gradually peer past the initial line of trees and begin to 

perceive the depth of trees beyond. This perception of depth is perhaps equivalent to 

developing a Teacher/student interaction experience, with the awareness that students 

should engage with their teachers and discuss subject content, at least at a 

rudimentary level. However, it is not until the important watershed point between 

teacher- and learner- centred understandings is crossed, that our teacher in the 

clearing finally realises they are surrounded by a forest rather than a cluster of trees. 

Here, there is not only the recognition of the extent of educational practice already 

learnt but also perhaps the extent of what is yet to be learnt. Having moved out of their 

comfort zone to climb a nearby tree or explore the forest depths, our teacher might now 

witness the canopy of the forest stretching beyond a nearby valley and into the 

distance, which represents the growing awareness of what student learning entails. At 

this stage, our teacher may have reached the most advanced experience of Learning 

development, but they will likely also appreciate that the forest, the field of education, is 

too vast for them to ever really be aware of it all. At this point, there may be a 

recognition that teaching development is a lifelong journey of discovery that has no 

endpoint. 
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APPENDIX D - Interview Questions 
 

1. First, by way of context, can you tell me what your current position is and a little about 

your history as a teacher? 

 
 

2. What sort of things do you do as a teacher and what are you trying to achieve by these 

things? 

 
 

3. What sort of things do you ask your learners to do and what do you want them to 

achieve by these things? 

 
 

4. Can you describe in detail a concrete example of a recent typical teaching event? 
 
 

5. Can you describe a recent teaching event that did not go according to plan and how you 

dealt with it? 

 
 

6. What do you see as your most important skill(s) as a teacher? 
 
 

7. What does a new teacher in your unit have to learn quickly in order to become an effective 

teacher? 

 
 

8. Do you envisage what you’re doing as a teacher changing over time? 
 
 

9. This raises the issue of professional development – Can you tell me, what does 

growing and developing mean to you, as a teacher? 

 
 

10. Can you give me a concrete example of something you’ve done to help you develop or 

grow as a teacher? 
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11. Do you have an example of informal or formal development from other areas of your 

teaching? 

 
 

12. How do you judge that something that you’ve done to grow or develop has been 

successful? 

 
 

13. I’d just like to step back for a moment and ask you to summarise for me what growing 

and developing as a teacher means to you. 

 
 

14. Before we finish, is there anything you would like to add that you haven’t already 

mentioned? 

 
 
Examples of general probing questions would include: 

 
– How did you go about that? 
– Why did you do it that way? 
– What did you mean by that? 
– What were you hoping to achieve? 
– Could you give me an example? 
– What was your intention with that? 
– How did you feel about that? 
– Can you describe that from beginning to end? 



260  

APPENDIX E - Consent form checklist 
CONSENT FORM CHECKLIST 

 
 
 

Looking beyond the trees: police educators’ conceptions of and approaches to growing and 

developing as teachers 

Principal investigator: Brett Shipton, C- NSW Police Academy, Goulburn 2580. Ph. 02 48242569 
 

1. I understand that I am not obliged to participate in this research and I am free to withdraw my 

participation in the research at any time, and that if I do I will not be subjected to any penalty or 

discriminatory treatment”. 

2. The purpose of the research has been explained to me and I have read and understood the 

information sheet given to me 

3. The purpose of the research has been explained to me, including the (potential) risks/discomforts 

associated with the research 

4. I understand that any information or personal details gathered in the course of this research about 

me are confidential and that neither my name nor any other identifying information will be used or 

published without my written permission. 

 
Charles Sturt University’s Ethics in Human Research Committee has approved this study. 

I understand that if I have any complaints or concerns about this research I can contact: 

 

Ethics in Human Research Committee 

School of Policing Studies 

Charles Sturt University 

NSW Police Academy 

McDermott Drive, Goulburn 2580 

Ph: (02) 48242521 

 
 

5. Signed consent of the participant to the above,; 
 
 

Signed by: .......................................................... 
 
 

Date: .......................................................... 
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APPENDIX F - Consent form checklist (Victoria Police) 
CONSENT FORM CHECKLIST 

 
Looking beyond the trees: police educators’ conceptions of and approaches to growing and 

developing as teachers 

Principal investigator: Brett Shipton, C- NSW Police Academy, Goulburn 2580. Ph. 02 48242569. 
 

I agree to take part in the research project specified above. 
 

1. I understand that I am not obliged to participate in this research and I am free to withdraw my 

participation in the research at any time, and that if I do I will not be subjected to any penalty or 

discriminatory treatment”. 

2. I agree to be interviewed by the researcher. 
 

3. I agree to allow the interview to be audio recorded 
 

4. I agree to make myself available for further questions via email if required. 
 

5. The purpose of the research has been explained to me and I have read and understood the 

information sheet given to me 

6. The purpose of the research has been explained to me, including the (potential) risks/discomforts 

associated with the research 

7. I understand that any information or personal details gathered in the course of this research about 

me are confidential and that neither my name nor any other identifying information will be used or 

published without my written permission. 

8. I understand that any information I provide is confidential and that no information that could lead 

to the identification of any individual will be disclosed in any reports on the project, or to any other 

party. 

9. I understand that data from the interview will be kept in a secure storage and accessible to the 

research team. I also understand that the data will be destroyed after a 5 year period unless I 

consent to it being used in future research. 

10. I understand that if I have any complaints or concerns about this research I can contact the 

researcher via the above details or contact the Secretariat of the Victoria Police Human Research 

Ethics Committee on 03 92476756. 

Signed consent of the participant to the above; Signed by: 
.......................................................... 

Witness 

Date: 
.......................................................... 
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APPENDIX G - Information Statement for research participants 

Information Statement 
• Project: Looking beyond the trees: police educators’ conceptions of and 

approaches to growing and developing as teachers 
 

• Investigator:  Brett Shipton (PhD student), Charles Sturt University 
bshipton@csu.edu.au 

02 48242569 
 
 

 Supervisor: Stephen Loftus, EFPI, Charles Sturt University 
sloftus@csu.edu.au 

02 9752 9020 
 
 

 Co-super: Anna Corbo Crehan, AGSP, Charles Sturt University 
acorbocrehan@csu.edu.au 

02 48242523 
 
 

What is the study about? 

This study, which is being taken to satisfy the requirements of my PhD research, aims to 
inform the process of staff development by asking what is the variation in ways in which 
teaching staff at Australian police academies experience growing and developing as 
teachers? This will include establishing their conceptions of and approaches to teaching 
development and the critical aspects of variation that differentiate teacher-centred and 
learner-centred practitioners. 

 
 

What does the study involve? 

Participants will be required to participate in an interview of approximately one hour in 
length, with the possibility of some follow-up questions being asked at a later date if 
necessary. Interviews will be arranged at a time and place to suit you. 

 
 

Are there any risks associated with this research? 

There are no associated risks or side effects upon participants in relation to their 
interviews. In fact, the findings of this research are intended to inform the development 
of teaching skills for police educators. However, if you do feel any distress as a result of 
the interview, contact details for counselling services for your location will be provided. 

 
 

What are the findings from this research being used for? 

mailto:bshipton@csu.edu.au
mailto:sloftus@csu.edu.au
mailto:acorbocrehan@csu.edu.au
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The data from this research will be used in the investigator’s PhD thesis, and may be 
used in academic journal articles and conference presentations. 

 
 

How will my interview be recorded? 

The interviews will be audio-taped and transcribed verbatim for later analysis. 
 
 

Will my results be kept private? 

The confidentiality of participants will be strictly maintained. The investigator will not 
publish any names or other information that may imply a participant’s identity. 

 
 

Can I withdraw from the project? 

Participants are not compelled to participate in this research and are free to withdraw 
from the project at any stage, without penalty or discrimination. 

 
 

Who can I contact if I have concerns about the conduct of this research? 

The School of Policing Studies Ethics Committee has approved this project. If you have 
any complaints or reservations about the ethical conduct of this project, you may contact 
the Committee through the Executive Officer on 02 4824 2523. 

 
 

Where can I get further information? 

You are welcome to talk further with the researcher, Brett Shipton, or his supervisors, at 
any time during the process of this study via the contact details above. 

 
 

Any issues you raise will be treated in confidence and investigated fully and you will be informed of 
the outcome. 

Dr Susan Robinson 

School of Policing Studies Human Research Ethics Committee 

Tel: (02) 48242580 

surobinson@csu.edu.au 

any complaints or reservations about the ethical conduct of this project, you may contact the 
Committee through the Executive Officer: 

The School of Policing Studies Ethics Committee has approved this project. If you have NOTE: 

mailto:surobinson@csu.edu.au
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APPENDIX H - Information Statement for research participants (Victoria 
Police) 

Information Statement 

• Project: Looking beyond the trees: police educators’ conceptions of and 
approaches to growing and developing as teachers 

 

• Investigator:  Brett Shipton (PhD student), Charles Sturt University 
bshipton@csu.edu.au 

02 48242569 

 Supervisor: Stephen Loftus, EFPI, Charles Sturt University 
sloftus@csu.edu.au 

02 9752 9020 

What is the study about? 

This study, which is being taken to satisfy the requirements of my PhD research, aims to 
inform the process of staff development by asking what is the variation in ways in which 
teaching staff at Australian police academies experience growing and developing as 
teachers? This will include establishing their conceptions of and approaches to teaching 
development and the critical aspects of variation that differentiate teacher-centred and 
learner-centred practitioners. The benefits of this research are a better understanding of 
police educators needs in relation to their teaching development and suggested 
strategies to achieve this development. 

 
 

Why did you choose this particular group of participants? 

The Victoria Police Academy is one of four police academies across Australia have been 
chosen to represent some of the key differences across Australian policing jurisdictions. 

 
 

What does the study involve? 

Participants will be required to participate in an interview of approximately one hour in 
length, with the possibility of some follow-up questions being asked at a later date if 
necessary. Interviews will be arranged at a time and place to suit you. 

 
 

Are there any risks associated with this research? 

There are no associated risks or side effects upon participants in relation to their 
interviews. In fact, the findings of this research are intended to inform the development 
of teaching skills for police educators. However, if you do feel any distress as a result of 
the interview, contact details for counselling services are the Police Psychology Unit and 
other employee support and welfare services is 03) 9301 6900. 

 
 

What are the findings from this research being used for? 

mailto:bshipton@csu.edu.au
mailto:sloftus@csu.edu.au
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The data from this research will be used in the investigator’s PhD thesis, and may be 
used in academic journal articles and conference presentations. 

 
 

How will my interview be recorded? 

The interviews will be audio-taped and transcribed verbatim for later analysis. 
 
 

Storage of data 

Data from this research will be kept in a locked personal filing cabinet and on a password 
protected computer. 

 
 

Will my results be kept private? 

The confidentiality of participants will be strictly maintained. The investigator will not 
publish any names or other information that may imply a participant’s identity. 

 
Can I withdraw from the project? 

Participants are not compelled to participate in this research and are free to withdraw 
from the project at any stage, without penalty or discrimination. 

 
Who can I contact if I have concerns about the conduct of this research? 

The School of Policing Studies Ethics Committee has approved this project. If you have 
any complaints or reservations about the ethical conduct of this project, you may contact 
the Committee through the Executive Officer on 02 4824 2523. 

 
 

Additional information for participants 

Participants should be aware that Section 127A Police Regulation Act 1958, 
'Unauthorised disclosure of information and documents' states: 

(1) A person who is a member of police personnel must not access, make use of or 
disclose any information that has come into his or her knowledge or possession, by virtue 
of his or her office or by virtue of performing his or her functions as a member of police 
personnel, if it is the member's duty not to access, make use of or disclose the information. 

 
 

Section 95 of the Constitution Act 1975 provides that officers in the public service must 
not: 

(a) publicly comment upon the administration of any department of the State of Victoria. 

(b) use except in or for the discharge of this official duties, any information gained by or 
conveyed to him through connection with the public service; or 

(c) directly or indirectly use or attempt to use any influence with respect to the 
remuneration or position of himself or of any person in the public service. 
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Where can I get further information or speak to in relation to results? 

You are welcome to talk further with the researcher, Brett Shipton, or his supervisors, at 
any time during the process of this study via the contact details above. 

 

NOTE: If you have a complaint concerning the manner in which the research 
Looking beyond the trees: police educators’ conceptions of and approaches to 
growing and developing as teachers is being conducted, please contact: 
 
 
Secretariat 

Victoria Police Human Research Ethics Committee 

Corporate Strategy and Governance Department 

Level 5, Tower 1 

Victoria Police Centre 

637 Flinders Street 

Docklands VIC 3008 

Tel: 03 92476756 

Fax: 0392476712 

Email: ethics.committee@police.vic.gov.au 

mailto:ethics.committee@police.vic.gov.au
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APPENDIX I - Introductory and follow up emails for research participants 
Initial email 

My name is Brett Shipton, I am a former police officer of 15 years in the NSW Police and I 
currently work as a lecturer for Charles Sturt University at the NSW Police Academy. As part 
of my PhD, I am conducting research that will explore ways police educators in recruit 
programs conceive of and approach their teaching and their growth and development as 
teachers. My motivation for undertaking this research stems from my passion for improving 
how we train and educate police and the benefits this can have for teachers, learners and 
the general community. 

This study will require me to interview 20 to 25 police educators across four Australian police 
academies. The research participants will need to be actively involved in teaching police 
recruits or have done so in the past two years. These participants will be required to 
undertake an interview approximately one hour in length. The confidentiality of participants 
will be strictly maintained, with no publication of names or other information that may imply a 
participant’s identity. The intention is to use the findings of this research to inform the design 
of teaching induction and developmental programs for police educators. 

More specifically, in relation to the West Australia Police Academy, I will require up to six 
volunteers to participate in this study. As mentioned, the interviews will be about an hour in 
length and conducted on site in an unobtrusive location. It is anticipated the interviews will 
be conducted on Monday the 11th June and Tuesday the 12th June 2012. 

I should also mention that participants need not be highly qualified or experienced to 
participate. In fact, the aim of this research is to establish the variation in ideas and 
experience that exist amongst police educators. 

Please reply to this email if you have any further questions or are willing to assist me in this 
study. If you agree to participate I will follow up within the fortnight with additional 
information. 

 
 
Follow up email 

Thank you for your offer to participate in this study. I have attached a copy of the Information 
Statement for participants. This provides a plain English explanation of key questions you 
may have. I have also attached a copy of a Consent Form that you will be asked to sign 
immediately prior to the interview. 

When I have established specific dates to visit your workplace, I will arrange interview times 
to fit with you schedule. 
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