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Police officers need to be capable of effectively managing conflict
in police—citizen encounters in alignment with the goals of society.
Concerning professional conduct within these settings, there are a
plethora of factors contributing to the competence of quality policing
(Norris & Norris, 1993). While competence (or expertise) might be
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an essential ingredient for professional police conduct, it is the result
of a continuous development of the individual that has to be regularly
renewed (Staller & Kérner, 2021). Depending on their current opera-
tional assignments, police officers need the skills, knowledge, attitudes,
belief system, and so on that allow them to professionally perform that
duty (Bennell et al., 2022). Society, and police organizations as part of
it, have to ensure that, when individuals perform that societal task of
policing, they have learnt (and further continue to learn) what is needed.

Police trainers' are mandated by police organizations to develop
these learning environments, including what is taught and how it is
taught. While we fully acknowledge that specific organizational regu-
lations constrain the work of police trainers (Cushion, 2022), there is
always room for the trainer’s agency.

In the current chapter we focus on the police trainer and what
they do on a daily basis, which we conceptualize as coaching. We
start with a brief conceptualization of learning as the basis for under-
standing the process that police trainers are focused upon. We then
go on to conceptualize what we understand by coaching and provide a
coaching model consisting of six knowledge dimensions that aims at (a)
helping and supporting police trainers within their daily activity and (b)
providing a framework for police organizations concerning learning and
development for their trainers.

1 A Broad Conceptualization of Learning

Human development is a continuous, never-ending process that is
dependent of various contexts and interactions within these contexts
(Huston & Bentley, 2010; Osher et al., 2018). We refer to this change
in the individual’s system state and capacity due to interaction with
the environment as learning. As such our conceptualization of learning

1 We refer to police trainers as any professional that is responsible for learning settings within
the systems of the police and that aim at developing the competence (or expertise) of police
officers to engage in police—citizen interactions, including the management of conflict. We stick
to the term “trainer” since it is a widely accepted term, even though we feel that coach would
be a much better fit for these individuals.



Coaching Police Conflict Management 59

extends to what is—depending on the literature—referred to as training,
development, and/or education (Aguinis & Kraiger, 2009; Huisjes et al.,
2018) in organizational contexts (for a more thorough discussion on our
conceptualization of learning, see Staller & Koerner, 2022a).

By referring to our broad understanding of learning we do not
point towards a specific setting or activity where such learning has
occurred. Also, our understanding extends beyond traditional views,
where learning in training settings is concerned with intended changes,
also being referred to as the learning outcomes (Illeris, 2007). Instead, we
contend that police officers are subject to various interactional contexts
within their training (beyond explicit learning outcomes), where learning
has the potential to occur and that ultimately unfolds its impact when
performing their daily duty.

From our perspective, learning is an interactional process between
individuals and information leading to permanent changes in the indi-
vidual system’s capacity. As such, information—as the individual’s coun-
terpart—potentially to be acted upon, is omnipresent: experiences,
training activities, drills, learning material, thoughts, something we hear,
something we see, or something that happens to us. As such, as soon
as we interact with our physical or social environment, or with stored
or generated information in our minds, we learn. This understanding of
learning entails—but does not limit learning to—the mental processes
that take place in the individual and that can lead to intended and
unintended changes.

Our broad conceptualization of learning is more equivalent to the
definition of Illeris (2007) who defines learning as “any process that in
living organisms leads to permanent capacity change and which is not
solely due to biological maturation or ageing” (p. 3). Adopting such a
broad conceptualization has major consequences, especially concerning
learning to manage conflictual situations in the line of police work. These
premises form the basis of our account:

e Premise 1: Learning is a continuous, contemporaneous process;
e Premise 2: Learning is not fully controllable;
e Premise 3: Learning is done by the individual.
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Concerning premise (1), learning is more than engaging in explicit
learning settings such as de-escalation training, police use of force
training, personal protection training, or firearms training. Vast amounts
of research show that learning takes place in formal, non-formal, and
informal learning settings (Ichijo & Nonaka, 2007). Learning encom-
passes explicit as well as implicit processes (Hoy & Murphy, 2001).
Learning even occurs when it is not intended to.

This directly refers to premise (2). If, and when, and to what extent
learning occurs eludes external control. External information that the
individual acts upon can be influenced, for example, through the presen-
tation of knowledge, setting up learning experiences that, in turn,
manage what and who individuals engage with. However, the effects—
namely what is learned through these interactions—remains vague. Also,
interactions that the learning individual will have with the learning
material, thoughts, or people are often beyond the control of external
influences and remain at the discretion of the individual, which points to
premise (3). Ultimately, learning is done by the individual. It is a highly
individualized and constructivist process.

According to the paradigm of ecological dynamics, individual, task,
and environmental constraints provide individual affordances and oppor-
tunities for learning which allow the trainee or learner to attune to
information and to specify and guide their learning process (Seifert
et al., 2019). As ecological psychology emphasizes, the learning indi-
vidual attunes (consciously and subconsciously) to different sources of
information, for example learning material, peer groups, social media,
or one’s own thoughts (Staller, Koerner, & Zaiser, 2022; Wood &
Williams, 2017). Also, different intensity levels of interaction (e.g.,
(un)conscious, (de)motivated) are heavily dependent on the individual’s
capacities and state at the moment of interaction (Gorges & Kandler,
2012; Vansteenkiste et al., 2004).

Furthermore, learning as a change in the individual’s capacity posits
that the starting point of any learning process is the current system state
that is altered through interaction with information. As such, the starting
point is always highly individual, depending on different capacities and
internal (e.g., emotional and motivational) states (Orth et al., 2018).
Finally, each interaction and the subsequent alteration in the individual’s
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state provides another opportunity for interaction. Using those experi-
ences to learn from is at the heart of experiential and reflexive learning
theories (Brookfield, 1998; Kolb, 2015; Schén, 1983).

2 Coaching in Police Conflict Management

Based on the assumption that learning (to engage in policing prac-
tices and manage conflicts) is at the heart of organizational endeavors
to provide police officers with opportunities for meaningful interac-
tions, police organizations assign, recruit, and/or develop professional
personnel to foster learning of officers. These personnel are referred to as
police trainers, instructors, or coaches (Staller & Koerner, 2021a). From
our understanding, coaching most adequately describes the core activity
of these personnel. Even though the term coaching “exists (happily)
without academic consensus” (Cushion & Lyle, 2016, p. 109), we adopt
a conceptualization that holistically fosters the learning process. From
our perspective the terms #nstructor and trainer carry the notion of an
isolated individual that fosters learning on the side of the police officer
through the transmission of information (via instructing and/or training)
that allows for the development of the knowledge, skills, and abilities
needed. This notion of a one-sided process is supported by observations
within police learning settings that point towards a prevalence of mech-
anistic, behavioral approaches to training (Basham, 2014; Birzer, 2003;
Cushion, 2020; Kérner & Staller, 2018; Staller, Koerner, Heil, Klemmer
et al., 2021). These approaches seem to be underpinned by an under-
standing of learning that Cushion (2022) describes as a “construed [...]
unproblematic process of transmission and assimilation” (p. 2) and this
reflects this one-sidedness. Within such an approach to learning, learners
are conceptualized as machines that react based on the input of the
machine handler—the trainer or instructor. Here, components of the
learning system relate to each other with linear cause and effect rela-
tionships, leading to fixed preplanned programs and clear conceptions
about what is right or wrong in any given training activity. An alterna-
tive view would be to conceptualize the learner as a complex adaptive
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system that is a co-producer of the learning process (see Pol et al., 2020
for an extensive discussion of these two perspectives).

Within such a conceptualization, learning would occur through inter-
personal synergy (Orth et al., 2018) instead of a one-sided top-down
process as instructing, informing, and telling (which is heavily in line
with a traditional #raining approach) may infer. An interpersonal-synergy
approach would consist of “softer pedagogical approaches” (Woods et al.,
2021), where the trainers’ own role is reflected as being part of an interac-
tive complex endeavor, where guidance towards individual task solutions
in a complex environment are key. Within such a systemic approach to
learning, the coach, like the learner, is part of the learning system (Kade,
2004; Orth et al., 2018). As such, learning is co-created by the two actors
and takes place on both sides.

This interpersonal synergy is highly complex, where alterations in
one specific aspect (e.g., the mood of the trainer, an injury of the
police officer) may impact the whole system. Under the assumption
of complexity, control cannot be exerted by the controlling of cause
and effect relationships (see premise 2 of learning). Control can only
be exercised via insights into the complex structure of coaching-related
knowledge domains. With this insight, the police trainer has the poten-
tial to perform the core activity of coaching: decision-making (Staller &
Koerner, 2022b). Trainers have to continuously make decisions that may
relate to macro-strategic goals, meso-planning goals, or micro-moment-
to-moment goals based on emerging information within the specific
learning system. It requires the application of explicit and implicit
knowledge in decision-making related to the specific setting and achieve-
ment of learning, development, and performance goals of police officers.
This is done by negotiating and considering the specific contexts and
requirements of the organization. The judgments and decisions made
are embedded in long-term strategic goals related to daily practice.
Professional judgment and decision-making are a dynamic, forward-
and-backward-looking, regulatory process that continuously monitors
learning and development steps and adjusts them according to the
progress made and the emergence of new learning goals (Martindale &
Collins, 2013; Martindale et al., 2017). Coaching requires professional
knowledge and a skill base that emphasizes understanding, perceiving,
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simulating, diagnosing, solving, planning, dealing with uncertainty,
reflecting, and self-regulating (Abraham, 2015).

This conceptualization recognizes that coaching is a decision-making
process occurring in complex, dynamic, and unanticipated situations and
that is highly context-specific (Staller & Korner, 2021; Turner et al.,
2012). What works well in one situation may not be effective in another.
A good coach in judo or Thai boxing does not necessarily have to be a
good trainer in the police use of force; a good trainer for SWAT officers
does not have to be a good trainer for regular officers on patrol (Staller &
Koérner, 2021).

3 A Coaching Model

In order to assist police trainers with the complexity of coaching, we have
developed (Staller & Zaiser, 2015) and refined (Staller, 2021) a coaching
model for the specific context of police conflict management. The model
is focused on six different dimensions of knowledge: who, what, how,
the coaching self, the coaching context, and the actual coaching prac-
tice. To express the professional nature of coaching practice, we named
it the Professional Coaching Model (Koerner & Staller, 2022; Staller &
Koerner, 2022b).

From a practical point of view, the coaching process within this
model can be seen as a series of decisions. These are initiated by a goal
and eventually tested against that goal to choose the best option for a
particular training situation (Abraham & Collins, 2011). This process
is then repeated endlessly to adapt to changes in situations and over
different time spans (i.e., micro, meso, and macro). In order to make
optimal decisions, the police trainer needs a sound understanding of
the six knowledge domains and their mutual interactions in order to
systematically plan, conduct, and reflect on training sessions (see Fig. 1).
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Fig. 1 Professional Coaching Model for police training (Source Staller, 2021)

Knowledge Dimension 1: Understanding the “Who"

The knowledge dimension “Who” focuses on the learning individual—
the police officer in a training setting. Who is the individual? What are
his or her wants and needs? What does the person need to be particularly
motivated? What demotivates the individual?

The background for this is that training and developing people in
teaching—learning settings is a complex bio-psycho-social process (Bailey
et al., 2010; Collins et al., 2012; MacNamara et al., 2011). A deep
understanding of the learner’s wants and needs is therefore essential
to designing optimal learning environments that are challenging, moti-
vating, and relevant (Abraham & Collins, 2011). The extent to which
a person experiences a particular situation as challenging and/or moti-
vating or classifies a training content as relevant to him or her depends on
the person’s subjective experience. To the extent that learners’ wants and
needs are not served in training settings, there is a risk of reduced moti-
vation (Honess, 2016, 2020) with subsequent negative consequences for
learning new skills (Kanfer, 1996). Simply put, if you are not motivated
to learn, you will learn little.
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For this purpose, police trainers need knowledge structures that
provide (a) explanatory approaches to motivation and engagement in
training at a general level, and (b) specific bodies of knowledge about
the learners in the specific training programs of operational training. The
focus here is on theories and concepts that make it possible to understand
the subjective experience of the learners and to design the learning envi-
ronment in such a way that a motivational and positive learning climate
is made possible. On a general level, this includes theories of motivation
(e.g., self-determination theory), group dynamic processes, or the moti-
vational effects of pedagogical training approaches; on a specific level, the
socio-cultural context of police learning settings or the individual moti-
vational structures of police officers are important. Research in the field
of police training provides some key findings for both levels in terms of
learners’ wants and needs. For example, the learning content in police
training was not perceived as relevant if officers could not apply the
content in their specific work environment (Honess, 2016, 2020). This

was also confirmed by officers in the study (Staller, Koerner, Heil et al.,
2022a).

Knowledge Dimension 2: Understanding the “What”

Police trainers need knowledge structures regarding the content of police
training: What should be learned and trained? This refers to (a) theories
and (action) concepts on aggression, violence and interaction dynamics,
communication, and (non-)physical conflict management, and (b) the
requirements of the learners’ specific operational environments. Based
on this—and in alignment with any existing curricula—the content of
police training can be created.

The content that is taught in police training is directly linked to the
understanding of the “who”. The relevance of any content should be
high, given that the time for training is perceived to be always too short
(Jager et al., 2013; Renden et al., 2015). It is worth noting that rele-
vance reflects an individual value that connects to performance in the
field but also to the motivation to engage with the content (Abraham &
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Collins, 2011). While normatively one could think that the two rele-
vance criteria are the same, current research shows that what is needed
in the field does not necessarily reflect the relevance criteria as to why
learners are motivated to engage with certain content (Koerner et al.,
2021; Staller, 2022).

The diversity of police tasks requires different performance models for
different user groups. For example, the demand on police officers on
patrol is more focused on citizen-oriented interactions between police
and civil society, whereas special tactical teams or undercover officers
take different approaches to police—citizen interactions. The content of
training should therefore be based on the demands and requirements of
the specific performance environment than on the various alternatives
for addressing those requirements (e.g., firearms training, self-defense,
verbal communication). Expertise in conflict situations is the result of
individual information-based interaction between the learner and the
environment. However, the environment differs depending on the task.
The specific characteristics of the police mission (e.g., citizen-oriented
policing on patrol, domestic violence intervention, tactical hostage inter-
vention) influence the level of complexity of the situation. Viewed
through a systems theoretical perspective, complexity includes different
levels and dimensions (Luhmann, 2009). The degree of complexity of
a situation depends on the type and number of influencing variables
with factual, temporal, and social relevance (Staller & Kérner, 2020).
Here, it becomes clear that police—citizen contact is complex and allows
for a multitude of possible courses of action and interaction. The more
complex the situation, the more difficult it becomes to determine “the
right” action. On a pedagogical level, this means that the more complex
the situation is, the more principle-based a to-be-learnt solution might
be without neglecting the potential for alternative solutions. For the
practice of police training, this means that the design of learning and
testing environments should focus on individual and situational “right”
actions—actions that suffice to attain the intended outcome.

Concerning the selected training content, the time available for
training must also be considered. As a rule of thumb, the less training
time available, the more principle-based the techniques and tactics taught

should be (Staller et al., 2020).
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Knowledge Dimension 3: Understanding the “How"”

The third knowledge dimension of “how” focuses on questions that
relate to the design of the learning environment, that is, police training.
Which training activities should be carried out and how should they
be designed? Answering these questions requires knowledge structures
about (training) pedagogical theories and concepts in order to optimally
design learning opportunities for the participants. Three aspects seem
particularly important: (a) developing a functional relationship between
trainer and learner, (b) moderating the expectations and perceptions
with which learners enter a training setting, and (c) designing effective
learning environments for the acquisition of professionally relevant skills.

The Functional Relationship Between Learners and Police
Trainers

In terms of building functional relationships between learners and
outreach trainers, it is important to behave in a way that lets learners
know they are cared for, respected, and trusted (Abraham et al., 2015;
Sagar & Jowett, 2012). Also, it seems to be important for police trainers
to be trustworthy, hardworking, and knowledgeable, as this positively
impacts people’s willingness to respect that person (Langdon, 2007).
Therefore, it seems important for trainers to demonstrate these qual-
ities, along with caring, equality in interactions, and shared goals, in
order to build quality relationships with learners. With regard to police
training in particular, initial studies show that the trainer serves as a role
model for recruits and that the learners greatly appreciate being treated
as equals (Staller, Koerner, Heil et al., 2022a). Also, interview data from
recruits of a German special unit suggest that feelings of being cared
for, respected, and trusted are functional elements that foster learning
performance (unpublished data).
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Expectations and Perceptions of Learners

The design of training activities is closely linked to the expectations and
perceptions with which learners participate in police training. Learners
may have specific assumptions about what training is best and what
they subjectively need. For example, the need for safety and orienta-
tion in technique execution on the one hand contrasts with more chaotic
forms of training that promote adaptive behavior and variability. A recent
study with police trainees regarding the training of defensive actions
against knife attacks showed that non-linear training (with many chaotic
elements) led to more adaptive and situation-adapted behavior, though
the subjective perception of the participants differed (Koerner et al.,
2021). Thus, the subjectively perceived relevance of training activities
is an important aspect in the planning and reflection of coaching. In
terms of the perceived relevance of training content, studies showed that
Australian patrolling officers wished that more verbal-communication
and de-escalation skills were integrated into police training (Rajakaruna
etal., 2017), whereas German officers pointed out the relevance of effec-
tively interacting with individuals in crisis (Wittmann et al., 2020). In
addition and related to the last aspect of designing effective learning
environments, the police officers in several studies reported the need for
more realistic training (Rajakaruna et al., 2017; Staller, Koerner, Heil,
Abraham et al., 2021).

Designing Effective Learning Environments in Police
Training

Training programs must be designed in such a way that what is learned
and trained there can be transferred into practice, that is, can be applied
there. The selection of (training) pedagogical strategies must be measured
against this. Several different approaches exist in training pedagogy and
motor research, and their situation-specific, well-reflected selection is an
important aspect of professional coaching (Collins & Collins, 2020).
Accordingly, police trainers need declarative knowledge structures about
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different approaches and their mode of action in order to use them situ-
ationally, adaptively, and effectively (Staller et al., 2020). An essential
aspect seems to be knowledge about the underlying learning theories
(Olson & Bruner, 1996). Here, it is not a matter of understanding and
implementing “the one” teaching—learning theory, but of understanding
the advantages and disadvantages of different theories and making them
applicable in practice in a situationally justified way.

Knowledge Dimension 4: Understanding the “Context”

Coaching in police training is highly contextual (Cushion, 2022;
Staller & Korner, 2021). The context in which police trainers work
influences, limits, and enables what they do. This includes the social,
cultural, and political context of the work environment. For police
training, this includes resources, logistical and physical constraints, orga-
nizational or institutional values, laws and regulations, accepted practices
and traditions, and the expectations of others (e.g., classes, other police
trainers, learners, supervisors). For example, the assigned learner’s specific
use (e.g., patrol officer vs. criminal investigator), the given regulations
regarding the operational skills to be trained, and the resources avail-
able for that purpose significantly influence what is possible in training.
In addition, the societal and political climate, the current values of
the police organization itself, including individuals at the management
level, and the immediate supervisors influence the context and culture
of daily police training practices. For example, in Germany a politically
communicated orientation towards a more robust police force (Behr,
2018, 2019) influences decisions about what to teach in training. A
deep understanding of the dynamics of power and dominance rela-
tions between learners and police trainers and the influence of dominant
traditions in training is an important basis for overcoming problematic
coaching approaches. An examination of one’s own coaching philosophy
allows for professionalization opportunities here (North, 2013). In addi-
tion, there is a basic understanding of theories of socialization in the
police context and in deployment training, such as cop culture (Myhill &
Bradford, 2013) and the mindset regarding the conduct of police work
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(Li et al., 2021; McLean et al., 2019; Stoughton, 2015). Knowledge
of these contextual factors forms the basis for reflections on the factors
influencing one’s actual practice in police training.

Knowledge Dimension 5: Understanding the “Self”

The fifth dimension, understanding the self, comprises the sum of one’s
own knowledge, beliefs, values, and behavior, which is considered essen-
tial for continuous personal development and for ensuring the quality
of one’s own practice of action (Buchheit, 2017). Here, interpersonal
and intrapersonal knowledge structures can be differentiated. Skills and
abilities and knowledge in these two areas are regularly emphasized
(Abraham & Collins, 2015; Gilbert & Baldis, 2014).

Interpersonal knowledge refers to structures that enable the trainer to
communicate appropriately and effectively with learners, peers, supervi-
sors, and others (Bowes & Jones, 20006). For police training in particular,
findings indicate that effective communication with supervisors is an
essential, albeit sometimes frustrating, aspect of police training (unpub-
lished data from Korner et al., 2019a, 2019b). Therefore, developing
these interpersonal skills may prove useful in communicating ideas,
discussing problems, or negotiating change within the organization.

The intrapersonal knowledge of trainers relates to their self-
understanding of their own role and allows for introspection and reflec-
tion (Coété & Gilbert, 2009). This includes aspects such as one’s coaching
philosophy and values, self-reflection and self-control, lifelong learning,
and self-regulation (Till et al., 2019). The coaching philosophy, espe-
cially with regard to one’s own vision, perspective on learners, and the
environment, was identified as a central aspect in the work of continu-
ously successful coaches in sport (Lara-Bercial & Mallett, 2016). Coaches
had a clear philosophical viewpoint regarding their goals, values, and
beliefs with their philosophy focusing on (a) adopting a learner-centered
perspective, (b) advocating for high moral values (e.g., loyalty, honesty,
respect), and (c) achieving a work-life balance for athletes and coaches.
This provided them with a strong sense of purpose and direction in
their approach. With regard to lifelong learning, the constant pursuit of
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knowledge and self-improvement has been identified as an essential char-
acteristic of specialized coaches in sport (DeMarco & McCullick, 1997;
Grant & Dorgo, 2014; Koehler, 2022).

To what extent these results can be generalized to police training must
remain unanswered at this point. Due to the structural similarity of the
profession, these results can serve as initial orientations. With regard
to police training, it has been postulated that self-reflection and the
search for knowledge sources for continuous learning are essential char-
acteristics for the acquisition of expertise in coaching (Staller & Zaiser,
2015; Staller, Koerner, Heil et al., 2022b; Staller, Koerner, Abraham
et al., 2022). Preliminary data concerning police trainers in a German
Special Forces Unit (unpublished data) also indicate the relevance of a
reflected coaching philosophy for eliciting performance improvements
and learners motivation, and sustaining a healthy working climate,
which has the potential to protect against radicalization within these
sub-systems of the police (Koehler, 2022).

Knowledge Dimension 6: Understanding the “Process”

The five dimensions discussed previously (Who, What, How, Context,
Self) provide a set of concepts, principles, and theories that inform the
actual practice of coaching in police training. Trainers draw from the
knowledge structures of these interdependent dimensions to arrive at
decisions during planning, implementation, and reflection. A key aspect
of planning is knowing what learners should know and be able to do
as a result of the coaching process (Staller, 2021). Intended learning
goals emerge from an analysis of the learners’ needs in relation to their
current context and form the basis for long-, mid-, and short-term plans
with specific outcome, performance, and process goals. These goals serve
as reference points from which trainers can evaluate and adjust their
planning, implementation, and reflection. As such, planning provides a
“tentative map” to follow and clarifies expectations against which devel-
opment can be evaluated and from which alternative coaching strategies
can be adopted to address and respond to changing learner needs and/
or contextual changes (e.g., resources). Trainers can only intervene if
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the need for action is identified during the long-, medium-, or short-
term planning process or during the actual training activity. In order
to identify the need for action, police trainers must be constantly alert
to important moments or disruptions (Korner & Staller, 2019). Delib-
erate and purposeful planning can help the trainers uncover anomalies
by articulating clear expectations against which current observations of
reality can be compared and which might otherwise be overlooked (Jones
et al., 2013). The ability to think in this way as events occur in the
coaching process is also referred to as reflection-in-action (Martindale &
Collins, 2012; Schén, 1983). By clearly articulating expectations prior to
a coaching event, the opportunities to reflect-in-action and draw on this
momentum as a reflection prompt after the coaching event increase (i.e.,
reflection-on-action). Reflective practice is generally viewed as a contin-
uous interaction between planning and execution through which one’s
experiences can be more thoroughly appreciated, which in turn leads to
more effective professional practice (Schon, 1983). In relation to police
training, the reflective practitioner has been highlighted as a goal to strive
for in the education and development of trainers (Korner & Staller,
2018).

Based on assumptions about the continuous planning, implementa-
tion, and reflection process of coaching, there cannot be a fixed and rigid
planning strategy for police trainers. Rather, a planning strategy must be
continuous, dynamic, and adaptive, enabling the coach to respond to
changes in learners and the environment (Abraham et al., 2015; Kiely,
2012). To help trainers address this complex and dynamic requirement,
planning and reflection frameworks that help them to clarify their own
expectations and foster connections between desired goals and associated
coaching strategies are appropriate (see for the German context: Staller,
Koerner, & Zaiser, 2021; Staller & Koerner, 2021b).

In terms of police training, for example, the complex and ongoing
process of planning, implementation, and reflection at the heart of
coaching is not yet fully recognized. The background here seems to
be one of outdated concepts of learning and teaching, which cannot
be changed overnight (Cushion, 2020). However, the first attempts
to understand coaching as a complex and adaptive process are also
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emerging internationally (Cushion, 2022; Koerner & Staller, 2020;
Nota & Huhta, 2019; Staller, Koerner, Heil et al., 2022a; Staller &
Koérner, 2021).

4 Conclusion

The conceptualization of coaching in police training as a complex and
adaptive process replaces outdated notions of what trainers do. Based on
a broad conceptualization of learning, which highlights the interpersonal
synergy of trainer and learner as an interwoven system, we have described
the Professional Coaching Model as a helping tool for trainers and police
organizations alike. The six dimensions of knowledge presented highlight
that professional coaching requires well-founded knowledge structures
and virtuosity in dealing with the daily demands in general as well as
in any situational context. The model clarifies the ideal image of a police
trainer and points towards the goal of learning and development: a reflec-
tive practitioner who, based on interwoven knowledge structures, finds
situational solutions to any problems conerning training practice and
implements them virtuously.

Key Takeaways

The conceptualization of coaching in police conflict management
training has implications for different levels of the police organiza-
tion. Professional conduct as a conflict management trainer requires
cooperation and support on the different levels.

Police Officers

Police officers are not directly affected by the conceptualization of
coaching described above. Nevertheless, they can support the profes-
sional conduct of trainers tasked with conflict management training.
Since coaching is primarily a pedagogical process, the expectations of
the learners should also focus on this. Police trainers do not neces-
sarily have to be professional police officers themselves—their expertise
lies in designing learning environments that enable the development of
operational expertise.
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Conflict Management Trainers

The Professional Coaching Model offers conflict management trainers a
framework for (a) their own continuing professional development and
(b) their on-site practice. Regarding their own continuing professional
development, the self-reflected identification of optimization potential
concerning knowledge structures enables systematic further development
as a trainer. In relation to coaching, the model provides a general
overview of the relevant knowledge areas that influence the outcome
of coaching events. The following questions related to the individual
knowledge areas could be useful here.

Related to the knowledge dimensions, this means:

e What do I know about my participants? Which bio-psycho-social
theories do I know that are important for understanding the partic-
ipants? How can I use these theories and concepts to improve my
coaching practice? (The who dimension.)

e What possibilities and principles of conflict resolution do I know?
Am I sufficiently competent in this? Do I know the content and
rationale structures of the curriculum and do these correspond to the
requirements of the reality of policing? (The what dimension.)

e Which possibilities of designing learning activities do I know and
which learning theories underlie them? How can I use these mean-
ingfully and in which situations so that sustainable learning is likely
and the performance is also retrievable in the case of use? (The how
dimension.)

e What are my values, attitudes, and beliefs about coaching in police
training related to conflict management? What images of people,
learners, police officers, and citizens do I have? What distortions am
I subject to in my thinking from time to time? What are the blind
spots in my perspective that I have possibly overlooked? (The self
dimension.)

e Do I know the working context of my participants? How well do I
know the constraining conditions and problems of my learners’ work?
What possibilities do I have for shaping my working context? How
can [ help shape this context and make it useful for my training? (The
context dimension.)
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e How structured am I in my planning and reflecting regarding my
training session and the embedding in the big picture of police officer
learning? At which points do I react flexibly, intuitively, and on-the-
spot, and at which points do I plan and reflect analytically? According
to which structure do I carry out my planning and reflection? (The
process dimension.)

Police Decision-Makers

Coaching in police conflict management training is primarily a pedagog-
ical process. This goes hand in hand with the recognition, promotion,
and development of thought and decision processes in relation to
coaching. The competence of one’s own operational action is a not
unimportant, but nevertheless smaller, aspect in the overall picture of
the required knowledge structures of a trainer. Professional conduct as a
police trainer requires the structures within the organization to enable,
evaluate, and expand the acquisition of knowledge based on the six
knowledge dimensions described in the Professional Coaching Model.
These are:

e Coach learning for police trainers: A well-founded coach education
and development program for police trainers focuses on the six knowl-
edge dimensions and their interconnection. Trainers are enabled to
align their actions with the requirements of the individual training
situation through planning and reflection processes.

e Continuing professional development of police trainers: Trainers must
be provided with structures to deepen, broaden, and also revalue their
knowledge (and application) in the different dimensions. It should be
ensured that the need of police trainers to deepen certain dimensions
corresponds to the needed dimensions.

e Supervision of police trainers: The virtuoso handling of the knowledge
dimensions and the situational weighing of sometimes contradictory
possible solutions for a given training situation requires continuous
reflection. Supervision for police trainers by specially trained personnel
(e.g., coach developers, expert trainers) could be helpful here.

e Highly qualified education, development, and supervision personnel:
All of the aforementioned structural prerequisites in relation to police
trainer learning require coaching by highly qualified personnel. Such
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persons use scientific evidence, focus on the relevant knowledge struc-
tures in the overall view, and adapt them to the needs of the police
trainers. Especially in view of the attention to scientific findings and
to ensure the continuous transfer into the police organization, it seems
purposeful to have external coach developers or appropriate personnel
(e.g., expert trainers) regularly trained and employed externally.

Professional police trainer conduct is adaptive and takes the situational
circumstances (e.g., context and learners) seriously. This means that no
two training processes are alike. A standardization of training processes
in the sense of prescribing what should be trained in which way does not
seem to make sense here. Rather, police trainers must be enabled to deal
with the requirements of the current training situations in a reflected
manner and to develop solution strategies for the specified goals that are
individually tailored to the learners.

References

Abraham, A. (2015). Understanding coaching as a judgement and decision making
process: Implications for coach development practice [unpublished doctoral
thesis]. University of Central Lancashire.

Abraham, A., & Collins, D. J. (2011). Effective skill development: How should
athletes’ skills be developed? In A. Button & H. Richards (Eds.), Performance
psychology: A practitioners guide (pp. 207-229). Churchill Livingstone.
https://doi.org/10.1016/b978-0-443-06734-1.00015-8

Abraham, A., & Collins, D. J. (2015, September 25). Professional judge-
ment and decision making in sport coaching: To jump or not to jump. In
12th International Naturalistic Decision Making Conference, 9-12 June 2015,
McLean, VA, USA.

Abraham, A., Sdiz, S. L. J., Mckeown, S., Morgan, G., Muir, B., North,
J., & Till, K. (2015). Planning your coaching: A focus on youth participant
development. In C. S. Nash (Ed.), Practical sporss coaching (pp. 16-53).
Routledge.


https://doi.org/10.1016/b978-0-443-06734-1.00015-8

Coaching Police Conflict Management 77

Aguinis, H., & Kraiger, K. (2009). Benefits of training and development
for individuals and teams, organizations, and society. Annual Review of
Psychology, 60(1), 451-474. hteps://doi.org/10.1146/annurev.psych.60.110
707.163505

Bailey, R., Collins, D. J., Ford, P, MacNamara, A., Toms, M., & Pearce, G.
(2010). Participant development in sport: An academic review. Sports Coach
UK.

Basham, B. B. (2014). Police instructor or police educator? Salus Journal, 2(1),
99-109.

Behr, R. (2018). “Die Polizei muss ... an Robustheit deutlich zulegen”: Zur
Renaisssance aggressiver Maskulinitit in der Polizei [“The police must... be
much more robust”: On the renaissance of aggressive masculinity in the
police]. In D. Loik (Ed.), Kritik der Polizei (pp. 165-180). Campus Verlag.

Behr, R. (2019). Gewalt und Polizei [Violence and police]. Aus Politik Und
Zeitgeschichte, 21-23, 24-28.

Bennell, C., Jenkins, B., Blaskovits, B., Semple, T., Khanizadeh, A.-J., Brown,
A. S., & Jones, N. J. (2022). Knowledge, skills, and abilities for managing
potentially volatile police-public interactions: A narrative review. Frontiers in
Psychology, 13, 818009. https://doi.org/10.3389/fpsyg.2022.818009

Birzer, M. L. (2003). The theory of andragogy applied to police training.
Policing: An International Journal of Police Strategies & Management, 26 (1),
29-42. https://doi.org/l().l108/13639510310460288

Bowes, 1., & Jones, R. L. (2006). Working at the edge of chaos: Understanding
coaching as a complex, interpersonal system. Sport Psychologist, 20(2), 235—
245,

Brookfield, S. D. (1998). Critically reflective practice. Journal of Continuing
Education in Health Professions, 18(4), 197-205. https://doi.org/10.1002/
chp.1340180402

Buchheit, M. (2017). Outside the box. International Journal of Sports Phys-
iology and Performance, 12(8), 1001-1002. https://doi.org/10.1123/ijspp.
2017-0667

Collins, D., & Collins, L. (2020). Developing coaches’ professional judgement
and decision making: Using the ‘Big 5. journal of Sports Sciences, 39(1),
115-119. hteps://doi.org/10.1080/02640414.2020.1809053

Collins, D. J., Bailey, R., Ford, P. A., MacNamara, A., Toms, M., & Pearce, G.
(2012). Three worlds: New directions in participant development in sport
and physical activity. Sport, Education and Society, 17(2), 225-243. https://
doi.org/l().1080/13573322.2011.607951


https://doi.org/10.1146/annurev.psych.60.110707.163505
https://doi.org/10.1146/annurev.psych.60.110707.163505
https://doi.org/10.3389/fpsyg.2022.818009
https://doi.org/10.1108/13639510310460288
https://doi.org/10.1002/chp.1340180402
https://doi.org/10.1002/chp.1340180402
https://doi.org/10.1123/ijspp.2017-0667
https://doi.org/10.1123/ijspp.2017-0667
https://doi.org/10.1080/02640414.2020.1809053
https://doi.org/10.1080/13573322.2011.607951
https://doi.org/10.1080/13573322.2011.607951

78 M. S. Staller et al.

Coté, J., & Gilbert, W. (2009). An integrative definition of coaching effective-
ness and expertise. International Journal of Sports Science & Coaching, 4(3),
307-323. https://doi.org/10.1260/174795409789623892

Cushion, C. J. (2020). Exploring the delivery of officer safety training: A case
study. Policing: A Journal of Policy and Practice, 14(1), 166—180. https://doi.
org/10.1093/police/pax095

Cushion, C. J. (2022). Changing police personal safety training using scenario-
based-training: A critical analysis of the ‘dilemmas of practice’ impacting
change. Frontiers in Education, 6, 796765. https://doi.org/10.3389/feduc.
2021.796765

Cushion, C. ], & Lyle, ]J. (2016). Conceptualising sport-coaching—
Progressing the field. In R. Wegener, M. Loebbert, & A. Fritze
(Eds.), Zur Differenzierung von Handlungsfeldern im Coaching (pp. 101-
111). Springer VS. https://link.springer.com/content/pdf/10.1007%2F978-
3-658-12140-2_7.pdf

DeMarco, G. M., & McCullick, B. A. (1997). Developing expertise in
coaching: Learning from the legends. journal of Physical Education, Recre-
ation & Dance, 68(3), 37—41. https://doi.org/10.1080/07303084.1997.106
04909

Gilbert, W. D., & Baldis, M. W. (2014). Becoming an effective strength
and conditioning coach. Strength and Conditioning Journal, 36 (1), 28-34.
hteps://doi.org/10.1519/ss¢.0000000000000026

Gorges, J., & Kandler, C. (2012). Adults’ learning motivation: Expectancy of
success, value, and the role of affective memories. Learning and Individual
Differences, 22(5), 610-617. https://doi.org/10.1016/j.1indif.2011.09.016

Grant, M. A., & Dorgo, S. (2014). Developing expertise in strength and condi-
tioning coaching. Strength and Conditioning Journal, 36 (1), 9-15. hteps://
doi.org/10.1519/ss¢.0000000000000028

Honess, R. (2016). The mandatory delivery of ongoing training within the police
service of England and Wales and its relationship to the andragogical principle
of self-motivation [Unpublished dissertation]. Canterbury Christ Church
University.

Honess, R. (2020). Mandatory police training: The epitome of dissatisfaction
and demotivation? Policing: A Journal of Policy and Practice, 14(1), 191—
201. hteps://doi.org/10.1093/police/paz076

Hoy, A. W., & Murphy, 2. K. (2001). Teaching educational psychology to
the implicit mind. In B. Torff & R. J. Sternberg (Eds.), Understanding and
teaching the intuitive mind (pp. 145-184). Lawrence Erlbaum.


https://doi.org/10.1260/174795409789623892
https://doi.org/10.1093/police/pax095
https://doi.org/10.1093/police/pax095
https://doi.org/10.3389/feduc.2021.796765
https://doi.org/10.3389/feduc.2021.796765
https://link.springer.com/content/pdf/10.1007%2F978-3-658-12140-2_7.pdf
https://link.springer.com/content/pdf/10.1007%2F978-3-658-12140-2_7.pdf
https://doi.org/10.1080/07303084.1997.10604909
https://doi.org/10.1080/07303084.1997.10604909
https://doi.org/10.1519/ssc.0000000000000026
https://doi.org/10.1016/j.lindif.2011.09.016
https://doi.org/10.1519/ssc.0000000000000028
https://doi.org/10.1519/ssc.0000000000000028
https://doi.org/10.1093/police/paz076

Coaching Police Conflict Management 79

Huisjes, H., Engbers, E, & Meurs, T. (2018). Higher education for police
professionals: The Dutch case. Policing: A Journal of Policy and Practice,
14(2), 362-373. https://doi.org/10.1093/police/pay089

Huston, A. C., & Bentley, A. C. (2010). Human development in societal
context. Annual Review of Psychology, 61(1), 411-437. hueps://doi.org/10.
1146/annurev.psych.093008.100442

Ichijo, K., & Nonaka, 1. (Eds.). (2007). Knowledge creation and management:
New challenges for managers. Oxford University Press.

Hleris, K. (2007). How we learn. Routledge. https://doi.org/10.4324/978020
3939895

Jager, J., Klatt, T., & Bliesener, T. (2013). NRW-Studie: Gewalt gegen
Polizeibeamtinnen und Polizeibeamte [North Rhine-Westphalian  study:
Violence against police officers]. Christian-Albrechts-Universitit zu Kiel.

Jones, R. L., Bailey, J., & Thompson, A. (2013). Ambiguity, noticing, and
orchestration: Further thoughts on managing the complex coaching context.
In P. Potrac, Wade Gilbert, & J. Denison (Hrsg.), The Routledge Handbook
of Sports Coaching(271-283). Routledge.

Kade, J. (2004). Erzichung als pidagogische Kommunikation [Education as
pedagogical communication]. In D. Lenzen, [rritationen des Erziehungssys-
tems: Pidagogische Resonanzen auf Niklas Lubmann (pp. 199-232).
Suhrkamp.

Kanfer, R. (1996). Self-regulatory and other non-ability determinants of skill
acquisition. In P M. Gollwitzer & J. A. Bargh (Eds.), The psychology of action
linking cognition and motivation to behavior (pp. 404—423). Guilford Press.

Kiely, J. (2012). Periodization paradigms in the 21st century: Evidence-led or
tradition-driven? International Journal of Sports Physiology and Performance,
7(3), 242-250. https://doi.org/10.1123/ijspp.7.3.242

Koehler, D. (2022). From superiority to supremacy: Exploring the vulnerability
of military and police special forces to extreme right radicalization. Studies
in Conflict & Terrorism, 1-24. https://doi.org/10.1080/1057610x.2022.209
0047

Koerner, S., & Staller, M. S. (2020). Coaching self-defense under COVID-19:
Challenges and solutions in the police and civilian domain. Security Journal,
35(1), 118-132. hetps://doi.org/10.1057/s41284-020-00269-9

Koerner, S., & Staller, M. S. (2022). Coaching im polizeilichen Einsatztraining:
Eine Konzeptionalisierung der tiglichen Praxis [Coaching in police training:
A conceptualization of daily practice]. SIAK-Journal, 1, 55-65. https://doi.
org/10.7396/2022_1_e


https://doi.org/10.1093/police/pay089
https://doi.org/10.1146/annurev.psych.093008.100442
https://doi.org/10.1146/annurev.psych.093008.100442
https://doi.org/10.4324/9780203939895
https://doi.org/10.4324/9780203939895
https://doi.org/10.1123/ijspp.7.3.242
https://doi.org/10.1080/1057610x.2022.2090047
https://doi.org/10.1080/1057610x.2022.2090047
https://doi.org/10.1057/s41284-020-00269-9
https://doi.org/10.7396/2022_1_e
https://doi.org/10.7396/2022_1_e

80 M. S. Staller et al.

Koerner, S., Staller, M. S., & Kecke, A. (2021). “There must be an ideal
solution...”: Assessing linear and nonlinear pedagogical approaches to knife
defence performance of police recruits. Policing: An International Journal,
44(3), 483-497. heps://doi.org/10.1108/pijpsm-08-2020-0138

Kolb, D. A. (2015). Experiential learning (2nd ed.). Pearson Education.

Korner, S., & Staller, M. S. (2018). From system to pedagogy: Towards a
nonlinear pedagogy of self-defense training in the police and the civilian
domain. Security Journal, 31(2), 645-659. https://doi.org/10.1057/s41284-
017-0122-1

Kérner, S., & Staller, M. S. (2019). Situativitit im Coaching [Situativeness in
coaching]. In M. Meyer & M. S. Staller (Eds.), “Lebren ist Lernen: Methoden,
Inhalte und Rollenmodelle in der Didaktik des Kimpfens” : internationales
Symposium; 8. Jahrestagung der dvs Kommission “Kampflunst und Kampfsport”
vom 3. - 5. Oktober 2019 an der Universitiit Vechta; Abstractband (p. 43).
Deutsche Vereinigung fiir Sportwissenschaften (dvs).

Kérner, S., Staller, M. S., & Kecke, A. (2019a). ,,Weil mein Background da war
... — Biographische Effekte bei Einsatztrainern*innen [“Because my back-
ground was...—Biographical effects for police trainers]. In M. Meyer & M.
S. Staller (Eds.), “Lebren ist Lernen: Methoden, Inhalte und Rollenmodelle in
der Didaktik des Kimpfens™: internationales Symposium; 8. Jahrestagung der
dvs Kommission “Kampfleunst und Kampfsport” vom 3. - 5. Okztober 2019 an
der Universitiit Vechta; Abstractband (pp. 17-18). Deutsche Vereinigung fiir
Sportwissenschaften (dvs).

Korner, S., Staller, M. S., & Kecke, A. (2019b). ,Pidagogik..., hat man oder
hat man nicht...“ — Zur Rolle von Pidagogik im Einsatztraining der Polizei
[“Pedagogy... did you or did you not...”—The role of pedagogy in police
training]. In M. Meyer & M. S. Staller (Eds.), “Lebren ist Lernen: Meth-
oden, Inhalte und Rollenmodelle in der Didaktik des Kiimpfens” internationales
Symposium; 8. Jabrestagung der dvs Kommission “Kampflunst und Kampf-
sport” vom 3. - 5. Oktober 2019 an der Universitiit Vechta; Abstractband
(pp. 13-14). Deutsche Vereinigung fiir Sportwissenschaften (dvs).

Langdon, S. W. (2007). Conceptualizations of respect: Qualitative and quan-
titative evidence of four (five) themes. The journal of Psychology, 141(5),
469-484. https://doi.org/10.3200/jrlp.141.5.469-484

Lara-Bercial, S., & Mallett, C. J. (2016). The practices and developmental
pathways of professional and Olympic serial winning coaches. International
Sport Coaching Journal, 3(3), 221-239. hteps://doi.org/10.1123/iscj.2016-
0083


https://doi.org/10.1108/pijpsm-08-2020-0138
https://doi.org/10.1057/s41284-017-0122-1
https://doi.org/10.1057/s41284-017-0122-1
https://doi.org/10.3200/jrlp.141.5.469-484
https://doi.org/10.1123/iscj.2016-0083
https://doi.org/10.1123/iscj.2016-0083

Coaching Police Conflict Management 81

Li, D., Nicholson-Crotty, S., & Nicholson-Crotty, J. (2021). Creating
guardians or warriors? Examining the effects of non-stress training on
policing outcomes. The American Review of Public Administration, 51(1),
3-16. https://doi.org/10.1177/0275074020970178

Luhmann, N. (2009). Zur Komplexitit Von Entscheidungssituationen. Soziale
Systeme, 15(1), 3-35.

MacNamara, A., Collins, D. J., Bailey, R., Toms, M., Ford, P, & Pearce, G.
(2011). Promoting lifelong physical activity and high level performance:
Realising an achievable aim for physical education. Physical Education and
Sport Pedagogy, 16(3), 265-278. https://doi.org/10.1080/17408989.2010.
535200

Martindale, A., & Collins, D. J. (2012). A professional judgment and deci-
sion making case study: Reflection-in-action research. The Sport Psychologist,
26(4), 500-518. https://doi.org/10.1123/tsp.26.4.500

Martindale, A., & Collins, D. ]. (2013). The development of professional judg-
ment and decision making expertise in applied sport psychology. The Sport
Psychologist, 27(4), 390-399. https://doi.org/10.1123/tsp.27.4.390

Martindale, A., Collins, D., & Morton, V. (2017). Cognition at the crime
scene: Identifying cognitive demands on professional judgement & decision
making expertise of crime scene examiners. In ]J. Gore & P Ward (Eds.),
Naturalistic decision making and uncertainty: Proceedings of 13th bi-annual
international conference on naturalistic decision making (Vol. 20, pp. 226—
231). University of Bath.

McLean, K., Wolfe, S. E., Rojek, J., Alpert, G. P, & Smith, M. R. (2019).
Police officers as warriors or guardians: Empirical reality or intriguing
thetoric? Justice Quarterly, 37(6), 1-23. https://doi.org/10.1080/07418825.
2018.1533031

Myhill, A., & Bradford, B. (2013). Overcoming cop culture? Organizational
justice and police officers’ attitudes toward the public. Policing, 36 (2), 338—
356. https://doi.org/10.1108/13639511311329732

Norris, C., & Norris, N. (1993). Defining good policing: The instrumental
and moral in approaches to good practice and competence. Policing and
Society, 3(3), 205-221. heeps://doi.org/10.1080/10439463.1993.9964669

North, J. (2013). Philosophical underpinnings of coaching practice research.
Quest, 65(3), 278-299. https://doi.org/10.1080/00336297.2013.773524

Nota, P M. D., & Huhta, ]J.-M. (2019). Complex motor learning and police
training: Applied, cognitive, and clinical perspectives. Frontiers in Psychology
10, 167-220. https://doi.org/10.3389/fpsyg.2019.01797


https://doi.org/10.1177/0275074020970178
https://doi.org/10.1080/17408989.2010.535200
https://doi.org/10.1080/17408989.2010.535200
https://doi.org/10.1123/tsp.26.4.500
https://doi.org/10.1123/tsp.27.4.390
https://doi.org/10.1080/07418825.2018.1533031
https://doi.org/10.1080/07418825.2018.1533031
https://doi.org/10.1108/13639511311329732
https://doi.org/10.1080/10439463.1993.9964669
https://doi.org/10.1080/00336297.2013.773524
https://doi.org/10.3389/fpsyg.2019.01797

82 M. S. Staller et al.

Olson, D. R., & Bruner, ]J. S. (1996). Folk psychology and folk pedagogy. In
The handbook of education and human development (pp. 9-27).

Orth, D., van der Kamp, J., & Button, C. (2018). Learning to be adaptive as
a distributed process across the coach—athlete system: Situating the coach in
the constraints-led approach. Physical Education and Sport Pedagogy, 24(2),
146-161. https://doi.org/10.1080/17408989.2018.1557132

Osher, D., Cantor, P, Berg, J., Steyer, L., & Rose, T. (2018). Drivers of human
development: How relationships and context shape learning and develop-
ment. Applied Developmental Science, 24 (1), 1-31. https://doi.org/10.1080/
10888691.2017.1398650

Pol, R., Balagué, N., Ric, A., Torrents, C., Kiely, ]J., & Hristovski, R. (2020).
Training or synergizing? Complex systems principles change the under-
standing of sport processes. Sports Medicine—Open, 6(1). hteps://doi.org/
10.1186/s40798-020-00256-9

Rajakaruna, N., Henry, P J., Cutler, A., & Fairman, G. (2017). Ensuring the
validity of police use of force training. Police Practice and Research, 18(5),
507-521. hteps://doi.org/10.1080/15614263.2016.1268959

Renden, P. G., Nieuwenhuys, A., Savelsbergh, G. J. P, & Oudejans, R. R. D.
(2015). Dutch police officers’ preparation and performance of their arrest
and self-defence skills: A questionnaire study. Applied Ergonomics, 49(c),
8-17. https://doi.org/10.1016/j.apergo.2015.01.002

Sagar, S. S., & Jowett, S. (2012). Communicative acts in coach—athlete inter-
actions: When losing competitions and when making mistakes in training.
Western  Journal of Communication, 76(2), 148-174. https://doi.org/10.
1080/10570314.2011.651256

Schén, D. A. (1983). The reflective practitioner: How professionals think in action.
Basic Books.

Seifert, L., Papet, V., Strafford, B. W., Coughlan, E. K., & Davids, K.
(2019). Skill transfer, expertise and talent development: An ecological
dynamics perspective. Movement & Sport Sciences—Science & Motricité,
19(6), 705-711. hteps://doi.org/10.1051/sm/2019010

Staller, M. S. (2021). Optimising coaching in police training [Unpublished
doctoral dissertation]. Leeds Beckett University.

Staller, M. S. (2022). The primacy of “badassness™ On the function of martial arts
in police and military special forces. Martial Arts, Tradition and Globalisation:
7th Martial Arts Studies Conference at the University of Lausanne, June
30-July 3, 2022.

Staller, M. S., & Koerner, S. (2021a). Instructor, trainer, sifu, coach or
professor: Reflections on the use of terminology in police learning settings


https://doi.org/10.1080/17408989.2018.1557132
https://doi.org/10.1080/10888691.2017.1398650
https://doi.org/10.1080/10888691.2017.1398650
https://doi.org/10.1186/s40798-020-00256-9
https://doi.org/10.1186/s40798-020-00256-9
https://doi.org/10.1080/15614263.2016.1268959
https://doi.org/10.1016/j.apergo.2015.01.002
https://doi.org/10.1080/10570314.2011.651256
https://doi.org/10.1080/10570314.2011.651256
https://doi.org/10.1051/sm/2019010

Coaching Police Conflict Management 83

dealing with physical conflict management. NBP Nauka, Bezbednost, Poli-
cija, 26 (2), 7-17. heeps://doi.org/10.5937/nabepo26-34869

Staller, M. S., & Koerner, S. (2021b). Professionelles Coaching: Eine Planungs-
und Reflexionsstruktur fiir das polizeiliche Einsatztraining [Professional
Coaching: A planning and reflection concept for police training]. Die
Polizei, 111(9), 300-306.

Staller, M. S., & Koerner, S. (2022a). (Non-)learning to police: A frame-
work for understanding police learning. Frontiers in Education, 7, 730789.
hteps://doi.org/10.3389/feduc.2022.730789

Staller, M. S., & Koerner, S. (2022b). Was Einsatztrainer*innen tun: Profes-
sionelles Coaching [What police trainers do: Professional coaching]. In
M. Staller & S. Koerner (Eds.), Handbuch polizeiliches Einsatztraining,
Professionelles Konfliktmanagement—Theorie, Trainingskonzepte und Praxiser-
Jahrungen (pp. 559-576). Springer Gabler. https://doi.org/10.1007/978-3-
658-34158-9_30

Staller, M. S., Koerner, S., Abraham, A., & Poolton, J. M. (2022). Topics,
sources and applicability of coaching knowledge in police training. Frontiers
in Education, 7. https://doi.org/10.3389/feduc.2022.730791

Staller, M. S., Koerner, S., Heil, V., Abraham, A., & Poolton, J. (2021).
German police recruits’ perception of skill transfer from training to the
field. International Journal of Police Science & Management, 24(2), 124-136.
hetps://doi.org/10.1177/14613557211064057

Staller, M. S., Koerner, S., Heil, V., Abraham, A., & Poolton, J. (2022a). Police
recruits’ wants and needs in police training in Germany. Security Journal, 89,
113. https://doi.org/10.1057/s41284-022-00338-1

Staller, M. S., Koerner, S., Heil, V., Abraham, A., & Poolton, J. (2022b). The
planning and reflection of police use of force training: A German case study.
Security Journal, 36 (1), 118-140. https://doi.org/10.1057/s41284-022-003
33-6

Staller, M. S., Koerner, S., Heil, V., Klemmer, 1., Abraham, A., & Poolton, J.
(2021). The structure and delivery of police use of force training: A German
case study. European Journal for Security Research, 7(1), 87—112. https://doi.
org/10.1007/s41125-021-00073-5

Staller, M. S., Koerner, S., & Zaiser, B. (2021). PR-EV: Eine Planungs-
und Reflexionsstruktur fiir das Gewaltreduzierende Einsatzmodell [PR-EV:
A planning and reflection concept for the violence-reducing deployment
model]. Kriminalistik, 75(5), 297-302.

Staller, M. S., Koerner, S., & Zaiser, B. (2022). Der/die reflektierte Prak-
tiker*in: Reflektieren als Polizist*in und Einsatztrainer*in [The reflective


https://doi.org/10.5937/nabepo26-34869
https://doi.org/10.3389/feduc.2022.730789
https://doi.org/10.1007/978-3-658-34158-9_30
https://doi.org/10.1007/978-3-658-34158-9_30
https://doi.org/10.3389/feduc.2022.730791
https://doi.org/10.1177/14613557211064057
https://doi.org/10.1057/s41284-022-00338-1
https://doi.org/10.1057/s41284-022-00333-6
https://doi.org/10.1057/s41284-022-00333-6
https://doi.org/10.1007/s41125-021-00073-5
https://doi.org/10.1007/s41125-021-00073-5

84 M. S. Staller et al.

practitioner: Reflecting as a police officer and police trainer]. In M.
S. Staller & S. Koerner (Eds.), Handbuch polizeiliches Einsatztraining,
Professionelles Konfliktmanagement—Theorie, Trainingskonzepte und Praxis-
erfabrungen (pp. 41-59). Springer Gabler. https://doi.org/10.1007/978-3-
658-34158-9_3

Staller, M. S., & Kaorner, S. (2020). Komplexe Gewaltprivention: Zum
Umgang mit Gewalt auf individueller Ebene [Complex violence prevention:
Coping with violence on an individual level]. Osterreichische Zeitschrift Fiir
Soziologie, 45(S1), 157-174. https://doi.org/10.1007/s11614-020-00413-0

Staller, M. S., & Korner, S. (2021). Regression, progression and renewal: The
continuous redevelopment of expertise in police use of force coaching. Euro-
pean Journal for Security Research, 6(1), 105-120. https://doi.org/10.1007/
s41125-020-00069-7

Staller, M. S., Kérner, S., & Abraham, A. (2020). Beyond technique—The
limits of books (and online videos) in developing self defense coaches
professional judgement and decision making in the context of skill devel-
opment for violent encounters. Acta Periodica Duellatorum, 8(1), 1-16.
hteps://doi.org/10.2478/apd-2020-0009

Staller, M. S., & Zaiser, B. (2015). Auf dem Weg zur Expertise als Einsatz-
trainer: Selbst-bestimmtes Lernen im Rahmen der regelmifligen Dien-

stverrichtung [On the way to expertise as a police use of force trainer:
Self-directed learning in the context of daily routine]. Polizei & Wissenschaft,
4, 39-49.

Stoughton, S. W. (2015). Law enforcement’s “warrior” problem. Harvard Law
Review Forum, 128(225), 225-234.

Till, K., Muir, B., Abraham, A., Piggott, D., & Tee, J. (2019). A framework for
decision-making within strength and conditioning coaching. Swrength and
Conditioning Journal, 41(1), 14-26. https://doi.org/10.1519/ssc.000000000
0000408

Turner, D., Nelson, L., & Potrac, P. (2012). The journey is the destination:
Reconsidering the expert sports coach. Quest, 64(4), 313-325. heeps://doi.
org/10.1080/00336297.2012.706886

Vansteenkiste, M., Simons, J., Lens, W., Sheldon, K. M., & Deci, E. (2004).
Motivating learning, performance, and persistence: The synergistic effects of
intrinsic goal contents and autonomy-supportive contexts. Journal of Person-
ality and Social Psychology, 87(2), 246-260. https://doi.org/10.1037/0022-
3514.87.2.246

Wittmann, L., Jérns-Presentati, A., & Groen, G. (2020). How do police offi-
cers experience interactions with people with mental illness? journal of Police


https://doi.org/10.1007/978-3-658-34158-9_3
https://doi.org/10.1007/978-3-658-34158-9_3
https://doi.org/10.1007/s11614-020-00413-0
https://doi.org/10.1007/s41125-020-00069-7
https://doi.org/10.1007/s41125-020-00069-7
https://doi.org/10.2478/apd-2020-0009
https://doi.org/10.1519/ssc.0000000000000408
https://doi.org/10.1519/ssc.0000000000000408
https://doi.org/10.1080/00336297.2012.706886
https://doi.org/10.1080/00336297.2012.706886
https://doi.org/10.1037/0022-3514.87.2.246
https://doi.org/10.1037/0022-3514.87.2.246

Coaching Police Conflict Management 85

and Criminal Psychology, 36 (2), 220-226. https://doi.org/10.1007/s11896-
020-09398-8

Wood, D. A., & Williams, E. (2017). The politics of establishing reflexivity
as a core component of good policing. In S. Armstrong, J. Blaustein, & A.
Henry (Eds.), Reflexivity and criminal justice: Intersections of policy, practice
and research (pp. 215-236). Palgrave Macmillan. https://doi.org/10.1057/
978-1-137-54642-5_10

Woods, C. T., Rudd, J., Gray, R., & Davids, K. (2021). Enskilment: An
ecological-anthropological worldview of skill, learning and education in
sport. Sports Medicine—QOpen, 7(1), 33. https://doi.org/10.1186/s40798-
021-00326-6


https://doi.org/10.1007/s11896-020-09398-8
https://doi.org/10.1007/s11896-020-09398-8
https://doi.org/10.1057/978-1-137-54642-5_10
https://doi.org/10.1057/978-1-137-54642-5_10
https://doi.org/10.1186/s40798-021-00326-6
https://doi.org/10.1186/s40798-021-00326-6

	Coaching Police Conflict Management
	1 A Broad Conceptualization of Learning
	2 Coaching in Police Conflict Management
	3 A Coaching Model
	Knowledge Dimension 1: Understanding the “Who”
	Knowledge Dimension 2: Understanding the “What”
	Knowledge Dimension 3: Understanding the “How”
	The Functional Relationship Between Learners and Police Trainers
	Expectations and Perceptions of Learners
	Designing Effective Learning Environments in Police Training
	Knowledge Dimension 4: Understanding the “Context”
	Knowledge Dimension 5: Understanding the “Self”
	Knowledge Dimension 6: Understanding the “Process”


	4 Conclusion
	References


