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Abstract

JOINING THE ACADEMIC COMMUNITY:

THE LIVED EXPERIENCES OF NEW TEACHERS IN NURSING EDUCATION

Patricia K. Young

Contemporary academic communities in nursing are experiencing an increasing number 

of new teachers, particularly those who teach part-time, at the same time that they are 

experiencing a growing shortage of faculty members prepared at the doctoral level. The 

presence of large numbers of new teachers in the face of a shortage of experienced teachers 

underscores the necessity of graduate preparation for teaching in nursing. However, 

increasingly, the pool of new teachers in nursing is comprised of nurses academically prepared 

for advanced nursing practice or research, not teaching. This preparation is important but is 

not sufficient for teaching in contemporary academic communities.

The purpose of this study was to explore the lived experiences of contemporary new 

teachers in nursing education to illuminate their common practices and shared meanings and to 

uncover new possibilities for preparing for the practice of teaching in nursing education. 

Participants recruited from across the United States included 17 new teachers. Data I collected 

from extended, non-structured interviews were analyzed hermeneutically using the interpretive 

phenomenology of Heidegger as the philosophical background. With the assistance of a
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research team, I analyzed data to identify themes emerging from across interview texts and a 

pattern expressing the relationship among themes.

A pattern arising from this analysis, Joining: Relating with Colleagues and Students in 

the Academic Community, describes how new teachers learn how to relate with colleagues and 

students in ways that help (or hinder) entering and becoming a part of the academic 

community. Two themes: Mentoring and Learning the Skills of Involvement elucidate the 

pattern Joining. This study reveals new understandings of mentoring as a community 

experience of caring for new members and of involvement as how power and empowerment 

are experienced in relationships with students. Identifying the experiences that matter to new 

teachers in nursing, this study offers practical knowledge to new teachers and to experienced 

teachers who work with new teachers and who prepare future teachers. As well, this study 

illuminates ways of transforming teacher preparation in nursing education.
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I

Chapter 1 

Introduction and Overview

The Phenomenon of Interest 

The number of new teachers in nursing has risen steadily since 1990 despite the decline 

in the number of students enrolling in nursing programs over the past 4 years (American 

Association of Colleges of Nursing [AACN], 1999c; Louden & Jones, 1995; Post, 1999; Post 

& Louden, 1996). Indeed, according to the 1997 National League for Nursing (NLN) Nurse 

Faculty Census, the total estimated number of nurse teachers on faculty increased 3 .7% 

between 1994 and 1996 (Post, 1999). This increase in the number of nurse teachers reflects 

greater increases in overall part-time teachers (7.6%) compared to increases in full-time 

teachers (2.7%). In baccalaureate and higher degree programs, in fact, the total estimated 

number of teachers rose 5.1%, with only a 2.1% increase in full-time teachers and an 18.1% 

increase in part-time teachers, which represents a significant increase in the number of new 

teachers in these programs. Thus, important questions arise in nursing education which are 

addressed by this study: What are the experiences of these many new teachers in nursing? How 

are these new teachers prepared for teaching?

Despite the rising numbers of teachers in nursing, an inadequate number of doctorally 

prepared teachers signifies a nursing faculty shortage in academe and calls for even greater 

numbers of new teachers prepared at the doctoral level (AACN, 1999c). In the absence of 

adequate numbers of doctorally prepared teachers who would fill full-time positions in
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baccalaureate and higher degree programs, master’s prepared nurse teachers are hired, often 

on a part-time basis (DeYoung & Bliss, 1995). These part-time teachers offer the appeal of 

cost-effectiveness for institutions in times of budget restraints, because part-time positions are 

not associated with regular salary increments or paid benefits (DeYoung & Bliss). The hiring 

of master’s prepared nurse teachers in baccalaureate and higher degree programs creates a 

shortage of these teachers in associate degree programs, which most often prefer to hire 

master’s prepared nurse teachers.

Other factors contributing to a nursing faculty shortage include increasing numbers of 

retiring teachers (Ryan & Irvine, 1994), fewer graduate students selecting teaching as a career 

in nursing, decreasing numbers of graduate programs preparing teachers, and increasing job 

opportunities outside academe (DeYoung & Bliss, 1995). According to the AACN (1999c), 

the difficult working conditions in nursing education, owing in part to hospital staffing 

constraints and the increasing acuity level of patients, make teaching less appealing as a career 

choice by nurses. In addition, significantly higher salaries are being offered outside academe to 

nurses with advanced education (AACN). Furthermore, increasing numbers of nurse practice 

centers in academia (Boettcher, 1996) signify the growing pressure on faculty members to 

engage in clinical practice (Broussard, Delahoussaye, & Poinier, 1996), which diverts them 

from their practice of teaching. Employers in academe recruit doctorally prepared nurse 

practitioners for dual positions in clinical practice and teaching rather than for positions solely 

as teachers.

The presence of large numbers of new teachers in nursing education in the face of a
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faculty shortage underscores the necessity of graduate preparation for teaching in nursing. An 

important resource for new teachers are experienced teachers who have gained practical 

knowledge. However, given projected retirements and resignations of one third of the current 

faculty over the years 1992 to 2006 (Ryan & Irvine, 1994), a significant resource will be lost. 

The current trend toward employment of doctorally prepared nurses in the service arena 

compounds this loss of seasoned teachers. For instance, of 411 people graduating from 

doctoral programs in nursing in 1998, only 43% had secured employment in academic 

positions (AACN, 1999c). Ryan and Irvine estimate that only half of the departing doctorally 

prepared nurse teachers will be replaced, exacerbating the shortfall of these teachers. This 

shortfall is particularly noted at the associate and baccalaureate levels because teachers 

prepared at the doctoral level prefer to teach at the graduate level. Thus, new teachers in 

nursing, lacking the guidance and resources of experienced and doctorally prepared teachers, 

may increasingly rely on their own experience to guide their practice of teaching. The issue of 

how graduate nursing education can best prepare students for careers in academe is a 

significant one.

However, preparation for advanced nursing practice or research typically detracts from 

preparation for teaching in nursing, increasing the pool of new teachers who are not 

academically “prepared” to teach. In part, this pool of unprepared teachers arises because of 

the use of master’s-prepared nurse clinicians as part-time teachers in response to the nursing 

faculty shortage (Princeton, 1992), the erosion of master’s level teacher preparation programs 

in nursing (AACN, 1999c), and the aim of doctoral education to produce researchers for
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nursing practice. The emphasis on preparing advanced practice nurses or researchers means 

that course work in nursing education is reduced, is no longer taught, or vies with electives.

Contemporary new teachers, master’s and doctorally prepared nurses not prepared to 

teach, who rely on their past student experiences with teachers to guide their practice of 

teaching, preserve a conventional pedagogy. New teachers may be disadvantaged in not being 

prepared for new pedagogies in nursing, given a rapidly changing health care system that 

dictates changes in the nursing curriculum content as well as the ways of teaching and learning 

(de Tomyay, 1992; N. Diekelmann, 1997a; Lindeman, 1992). It is not simply that these new 

teachers have little grasp of diverse pedagogies, but also that much of the practice of teaching 

is invisible, so new teachers have little appreciation for the day-to-day activities of teachers.

For example, selecting textbooks, employing evaluation strategies, planning multimedia 

options for teaching, using instructional technology for distance education, and, for doctorally 

prepared teachers, developing programs of research are some invisible activities of teaching.

On the other hand, new teachers coming directly from clinical practice into teaching may have 

an advantage because they can identify changes in nursing practice for nurse educators in a 

more timely fashion than can teachers steeped in academe. However, one may ask whether 

current practice in nursing is adequate to prepare a clinician to teach.

Despite growing employment of new teachers in nursing (who may or may not be 

prepared to teach), little nursing research has investigated what is common about the 

experiences of being a new teacher. As I describe in detail in Chapter 2, research on the 

experiences of new teachers, although noted in the literature from higher education, is
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noticeably lacking in the published nursing literature. This dissertation developed as an 

interpretive phenomenological study whose aim is to describe and explore the common 

experiences of contemporary new nurse teachers. The understanding created by this study 

illuminates the strengths and limitations of current teacher preparation and faculty development 

efforts by exploring common shared practices and identifying those which should be preserved, 

as well as those which should be extended, revised, or abolished.

My interest in new teachers in nursing is that of a functionally prepared (i.e., prepared 

specifically for the teacher role) master’s-degree-level, White, middle-class, female, 

experienced nurse teacher. Thus, I am a member of the broader culture in which new teachers 

in nursing are situated. My master’s level preparation included course work in the history of 

nursing education, curriculum theory and development, learning theory, and a teaching 

practicum with baccalaureate nursing students. Other course work included courses in nursing 

theory and research, and advanced clinical course work in nursing care of adults in the acute 

care setting. Despite my intention to pursue a teaching career following graduate education, 

my thesis topic was clinically oriented: “Response of Chronic Obstructive Pulmonary Disease 

Patients to Intrusions of Personal Space.” Subsequent to obtaining my master’s degree, I 

taught for 9 years in a baccalaureate nursing program in an institution with the primary mission 

of teaching (rather than research). I have oriented and mentored new teachers in clinical and 

theory courses and have witnessed that new teachers with excellent potential sometimes leave 

academe owing to various experiences of “being new.” Wanting to pursue nursing education in 

my doctoral study, I explored many doctoral programs whose graduate brochures indicated
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that nursing education was an avenue for study, only to learn upon further inquiry that 

preparation for teaching occurred primarily at the master’s level, and I would be expected to 

pursue clinical nursing research at the doctoral level. I continued to seek a program suited to 

my specific career interests in education and found the program in which I enrolled. My 

doctoral study subsequently has focused on the practice of teaching in nursing. As a doctoral 

student, I took a position as a teaching assistant for an undergraduate nursing course. This was 

a novel experience for me in that I was teaching in a course new to me and to three of the 

other five instructors involved in teaching the course, and I had never taught at a research 

university or in a course comprised of students from multiple disciplines. In addition, not 

having had experience as a teaching assistant, I didn’t understand this role. Furthermore, after 

a 4-year absence from a full-time teaching position, I returned to teach anew following 

doctoral study. Thus, even though I am an experienced teacher, I have found myself 

undergoing many of the experiences of “being new” while conducting this study. By exploring 

the experiences of nurse teachers when they are new to teaching, I uncover the meaning of this 

experience, describe the common experiences of being a new teacher, and illuminate new 

possibilities for preparing teachers in nursing.

Background to the Study 

I give a brief review of the history of graduate preparation of nurse teachers to provide 

a background for my study of new teachers in nursing education. Then, to further situate my 

study, I describe my pedagogical approach to teaching and the possibilities it holds for
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preparing for teaching in nursing. Following this I describe my approach to inquiry in this 

study.

Teacher Preparation in Nursing

Historically, master’s degree programs have provided the nursing discipline with most 

of its teachers: More than 63% of full-time nurse teachers in all types of nursing programs in 

1996 were prepared at the master’s level, less than 25% were prepared at the doctoral level, 

and less than 10% at the baccalaureate level (Post, 1999). Master’s degree programs in nursing 

were developed in the late 1940s and early 1950s to prepare leaders for the profession and to 

provide nurses with functional role development in teaching, administration, public health, and 

clinical practice (Princeton, 1992). For the functional role of teacher, curricula replete with 

courses in curriculum development, teaching methods, education theory, and teaching practica 

were offered. Emphasis on developing the functional role of the nurse in these early programs 

covered over the practices of being a nurse. In other words, the focus on developing the 

teacher or administrator as a special role in nursing removed or separated teaching or 

managing from the practice of nursing. Furthermore, as “specialized” knowledge developed in 

nursing, the emphasis on theoretical knowing covered over the practical knowing that nurses 

develop over time through reflecting on their experiences.1 It was not until the early 1980s that

‘Citing the work of Kuhn (1970) and Polanyi (1958), Benner (1984) asserts that practical 
knowing and theoretical knowing are two different kinds of knowledge emerging from different 
ways of understanding the world. Theoretical knowledge is “knowing that” and arises from 
identifying the conditions under which events occur and establishing causal relationships between 
phenomena. This kind of knowledge is useful for explaining and predicting situations. Practical 
knowledge, on the other hand, Benner describes as “knowing how,” which arises from attaining
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Benner (1984) illuminated nursing as a practice grounded in practical knowing, not only 

theoretical knowing, opening new paths to thinking about nursing and nursing education.

As nursing’s tenure with the university progressed into the 1960s, increasingly the call 

to refine the substance of the discipline through scholarship and research was raised, with the 

subsequent reevaluation of the purpose of graduate education at the master’s (and doctoral) 

level. In 1969 the American Nurses Association (ANA) stated the purpose of graduate 

education in nursing as ‘“the preparation of nurse clinicians capable of improving nursing care 

through the advancement of nursing service and theory”’ (as cited in Princeton, 1992, p.34). 

The position of graduate education in the university necessitated nurse leaders to produce 

nursing knowledge and to decide what knowledge is of most worth in nursing. The ANA 1969 

statement of purpose moved the discipline increasingly toward developing clinical nursing 

knowledge and away from developing educational and administrative knowledge, despite calls 

in the late 1970s by the ANA and the NLN to focus not solely on clinical specialist education 

but additionally on the preparation of nurse educators and administrators (Princeton, 1992). 

Consequently, the focus of master’s degree programs has shifted from preparing nurses for a 

variety of functional roles to preparing nurse clinicians for advanced nursing practice (Radke & 

McArt, 1993).

Considering the shift in master’s level nursing education to preparing nurse clinicians 

for advanced nursing practice, the most recent recommendation by the American Association

skill in common activities. It is acquired without “knowing that,” and indeed, know-how is not 
always theoretically accounted for. Know-how is developed through clinical or teaching 
experience in the practice of nursing, and is useful for challenging or extending established theory.
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of Colleges of Nursing (AACN) is to place preparation for teaching in the domain of doctoral 

education (AACN, 1995). In “The Essentials of Master’s Education for Advanced Practice 

Nursing”, the AACN states

A nurse prepared at the master’s level also is clearly able to serve important 

functions as an expert clinician as a faculty member in a nursing education 

program. However, the primary focus of the master’s education program 

should be the clinical role. Such elements as the case management process and 

educational theories and methods are important tools used by advanced practice 

clinicians, but they must be applied by clinicians who have an expert base of 

advanced practice clinical skills and knowledge. Further, the doctoral degree 

should be considered the appropriate and desired credential for a career as a 

nurse educator (p. 3).

In light of this recommendation I scrutinize the history of doctoral education in nursing to 

reveal the readiness (or lack there of) of doctoral level nurse teachers for rising to the call to 

place teacher preparation at the doctoral level. Subsequently I articulate some questions raised 

by this recommendation and in Chapter 2 1 further describe concerns about this 

recommendation.

Parietti (1990) describes the historical evolution of doctoral education in nursing as 

occurring in three distinct phases: an education phase, a nurse scientist phase, and the current
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phase of innovation and diversity. In the early education phase, the majority of doctorates 

(75%) were granted in nursing education, and nurses were prepared in the functional areas of 

teaching or administration. Graduates of the first doctoral program for nurses, developed at 

Teacher’s College at Columbia University in New York in 1899, were awarded the Doctor of 

Education (Ed.D) in nursing education (Hudacek & Carpenter, 1994). The Doctor of 

Philosophy (Ph.D.) was first offered in nursing in 1934 at New York University. Prior to the 

1960s, nurses studying for the doctorate elected either the Ph.D. or the Ed.D. through the 

School of Education, with most opting for the Ed.D. As graduates of these early programs 

conducted research relevant to their practice of teaching, they developed knowledge related to 

educational issues in the areas of curricular structure, redesign, improvement, and educational 

innovation, thus laying the foundation for university-based education for nurses (Grace, 1989; 

Parietti, 1990). It wasn’t until 1954 that the first Ph.D. program in clinical nursing was opened 

at the University of Pittsburgh. Columbia’s Teacher’s College remains the only institution 

granting the Ed.D. doctorate in nursing education.

According to Parietti (1990), the second phase of doctoral education, that of nurse 

scientist, occurring in the 1960s, developed as the call for increased numbers of nurses 

resounded nationally as did the call for improvement in the sciences generally and for nursing 

and health care knowledge specifically. Federal funding was allocated for nursing education 

and preparation of the nursing faculty for teaching and research. Given the aim to prepare 

researchers for the discipline, and to prepare and build a critical mass of teachers who could 

then develop doctoral programs in nursing, many nurses schooled during this time were
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educated as Ph.D.s in scientific fields related to the discipline of nursing. In these related fields 

they honed research skills to apply to nursing, developing nursing theory and knowledge upon 

completion of doctoral study. The fact that 191 Ed. D. doctorates were awarded to nurses 

during the 1960s (compared to 215 Ph.D. doctorates) (Parietti, 1990) signified continued 

interest in nursing education during this phase. However, the central issue of linking the 

practice domain with generating and transmitting knowledge led to the establishment of 

professional nurse doctoral programs (Carpenter & Hudacek, 1996). Thus, many of the 

nursing doctoral programs developed in the 1960s were Doctor of Nursing Science (D.N.S.) 

programs, offering a clinical doctorate in nursing. These programs signified a commitment to 

strengthening clinical practice at advanced levels, while often retaining the goal of preparing 

leaders in nursing practice, teaching, and research. Thus, some “functional” preparation for 

teaching was preserved during this second phase of doctoral preparation in nursing. Grace 

(1989) summarizes the three types of doctoral nursing programs that existed in the late 1960s 

and 1970s as the functional specialty model for preparation of nurse educators and 

administrators, the research model emerging from the nurse scientist perspective, and the 

clinical specialty professional doctorate.

The third phase of doctoral education began in the 1970s when nurse teachers started 

reevaluating approaches to doctoral education in nursing (Parietti, 1990). Growth in numbers 

of nurses with diverse doctoral degrees as well as changes in health care delivery and consumer 

demands stimulated this phase. The 1970 Lysaught report, a national study of nursing 

education, had two significant recommendations for doctoral education: (a) Increase research
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into practice and educational issues, and (b) Improve educational systems and curricula based 

on the results of that research (Parietti, 1990, pp. 26-27). According to Parietti, the findings of 

this study impacted the development of doctoral education for nurses because of its 

commitment to nursing research as the key to improved practice and its recommendation that 

outside funding be provided to support the development of nurse researchers to investigate 

nursing practice.

In 1971, a Division of Nursing conference of nurse leaders, teachers, and researchers 

recommended the Ph.D. as the preferred degree for doctoral education in nursing (Hudacek & 

Carpenter, 1994), while agreeing that program options and diversity would strengthen the 

profession and enhance creativity (Parietti, 1990). Many new doctoral programs in nursing 

ensued, moving the total of four programs in 1960 to the present total of 70, 59 of which 

confer the Ph.D. (AACN, 1999d). Of 14 new doctoral programs developed in the 1970s 

described by Parietti, I characterize only two as attending to functional preparation of teachers. 

Thus, nurse educators need to question whether the priority agendas since the beginning of 

university-based nursing education of “raising educational standards, improving educational 

programs, and preparing qualified faculty for these programs” (Parietti, p. 17) have shifted to 

the neglect of the latter of the three.

The focus on clinical research preparation at the doctoral level in nursing, similar to the 

focus on advanced practice nursing preparation at the master’s level, leads to the ultimate 

neglect of teacher preparation. Preparing to teach has, perhaps inadvertently, come to compete 

with preparing to conduct clinical research, producing a virtual moratorium of research in
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nursing education (N. Diekelmann, 1997b). The dearth of nursing education research is owed 

largely to how funding drives the kind of research that is conducted. For example, the National 

Center for Nursing Research, established in 1986 (and renamed the National Institute for 

Nursing Research in 1993) and charged with advancing science ‘“to strengthen nursing 

practice and health care that promotes health, prevents disease, and ameliorates the effects of 

illness and disability,”’ funds only clinical research (Abdellah & Levine, 1994). In addition, 

National Research Service Awards, predoctoral fellowships available from the Public Health 

Service, are directed to doctoral students pursuing clinical research (Public Health Service, 

1991). This funding situation means that nurses, particularly tenure track teachers who do not 

wish to jeopardize their tenure cases, who might otherwise have an interest in conducting 

research in nursing education often elect to investigate clinical issues (N. Diekelmann, 1990). 

The paucity of funding available for nursing education research parallels that available for 

teacher preparation program development at the doctoral level—only 10% of funds in the 

Division of Nursing’s Advanced Nurse Education Program are allocated to doctoral programs 

(A. Koertvelyessy, personal communication, January 8, 1998). Doctoral programs receive this 

small percentage of funds for educational activities because the National Institutes of Health 

grants most of its funding for nursing research to nurses at or beyond the doctoral level. The 

fact that research in nursing education is not a focus of the Division of Nursing does not mean 

that educational research is not important, necessary, or of interest, according to one of the 

Division’s consultants (A. Koertvelyessy, personal communication, January 8, 1998).

However, doctoral programs may find it difficult to follow the AACN recommendation to
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move teacher preparation to the doctoral level in the face of little financial support from the 

Division of Nursing.

The recommendation by the AACN to place teacher preparation at the doctoral level 

raises the question of how doctoral education will ‘look different” in the future. For example, 

will this recommendation result in courses in teaching and learning being added to doctoral 

curriculum content? Will there follow a surge of research in teaching and learning? Will 

funding become available for research in nursing education to explore such things as the impact 

of various curriculum models on doctoral students? Will doctoral education be revisioned to 

encompass the practices of teaching, nursing, and scholarship?

The historical backdrop of teacher preparation occurring at both the master’s and 

doctoral level situates the study of new teachers in nursing. However, the current focus on 

preparing for advanced practice nursing at the master’s level and for clinical research at the 

doctoral level obscures teacher preparation. Moreover, it appears as though new nurse 

teachers constitute two groups with distinct backgrounds and concerns. Nurse scholars tend to 

present these issues as either-or propositions, that is, to debate the best placement of teacher 

preparation (at the master’s or doctoral level), or to argue the primacy of research, teaching, or 

advanced nursing practice. This approach by nurse scholars is mirrored in the wider university 

and challenged by educators in higher education (Boyer, 1990; Rice, 1991). However, a study 

of persons experiencing teaching as new teachers illuminates facets of all of the aforementioned 

and seeks the common shared practices of all new teachers. Thus, my study both shapes and is 

shaped by matters of concern in higher education. An interpretive phenomenological approach
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to scholarship recasts issues to reveal the demands and the possibilities of preparing for and 

becoming a new teacher. Interpretive phenomenology provides a new way of thinking about 

the “problem” (questions) of teacher preparation and new teachers that helps in “resolving” 

(illuminating) the aforementioned issues. It also provides an innovative approach to teaching 

and learning that situates this study of new nurse teachers by revealing often invisible 

knowledge and practices of teaching and learning.

The Practice of Teaching in Nursing

Thinking about teaching as a practice holds possibilities for revisioning conventional 

understandings of becoming a nurse teacher. Conventionally, the concepts of role socialization 

or role transition are used to theorize and explain the process of becoming a teacher in nursing, 

whether at the master’s level, moving from the clinical specialist role to the teacher role, or at 

the doctoral level, moving from graduate student role to faculty member role (Choudhry, 1992; 

Esper, 1995; Infante, 1986; Norton & Spross, 1994). Van Ort and Putt (1985) identify 

teaching as the primary role of faculty members teaching in collegiate nursing programs, with 

other responsibilities including student advising, committee work, research and scholarly 

endeavors, community service, and professional involvement. However, these authors note that 

the faculty member role is often more than the sum of these parts. Although parts can be 

taught, one fully understands the experience of being a new teacher in nursing by living as a 

faculty member. What can become problematic about the conventional focus on roles is the 

tendency to make comparisons between roles, which often leaves one role appearing more
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desirable than the other. Infante’s (1986) identification of potential role conflicts for nurse 

teachers between nurse and teacher roles only serves to dichotomize these roles and covers 

over how nursing practice can inform teaching and how nurse teachers can use nursing skills to 

inform the practice of teaching nursing (N. Diekelmann, 1990; Tanner, 1997). Infante 

advocates education to help new teachers “acquire problem-solving mechanisms to cope with 

expected role conflict and promote conflict resolution” (p. 96). She explains, “The gradual 

transition from nurse to nurse educator progresses as the process and the value systems of both 

roles take shape within the student’s self-image” (p. 96). The concern with taking a problem 

solving approach or offering idealist explanations (which are rooted in the theoretical world 

and involve detached reasoning) is that “problems” are embedded in situations and thus are too 

contextual and complex to approach in a step-by-step process (N. Diekelmann, 1993a) or by 

proposing strategies that are tested and generalized across situations. Furthermore, “answers” 

close off thinking about the attendant meanings of experiences (N. Diekelmann, 1993a). The 

questions arising here are several: What would happen if nurse teachers approached teaching 

as a practice rather than an application of knowledge and theory (or the problem solving 

process) about teaching? How is thinking about teaching from a nursing perspective different 

from or the same as looking at teaching from a pedagogical perspective? How might thinking 

about teaching as a practice hold new possibilities for preparing to teach in nursing?

Just as viewing nursing as a practice changes thinking about nursing (Benner, 1984), 

exploring teaching as a practice can help in rethinking approaches to teaching and learning (N. 

Diekelmann, 1990, 1995a). Looking at teaching in this way challenges the self-evident
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assumptions of conventional pedagogy where teaching is a role that emerges out of applying 

teaching and learning theories in a particular context. How teachers engage in this conversation 

is central in exploring new possibilities for teaching. Moreover, exploring the practice of 

teaching means viewing teaching and learning as situated and embodied and, through 

thoughtful reflections on past experiences, uncovering the practical knowledge embedded in 

teaching. Furthermore, teachers are called to consider how learning is a central part of 

teaching, how teaching and learning belong together, and how they are seamlessly interwoven 

(N. Diekelmann, 1992). When teaching and learning are separated, their relationship often 

becomes a power issue. Exploring the interwoven nature of teaching and learning overcomes 

the modem commitment to control teaching and learning, helps to understand how the teacher 

can be in the situation without being the center of it, and lets learning occur (N. Diekelmann, 

1995a). This approach, advocated by Tanner (1997) and N. Diekelmann (1990), and which I 

embrace in my study of teaching, recasts the teacher as learner and the learner as teacher in 

order to illuminate that it doesn’t matter who teacher and learner are when learning occurs.

My understanding of teaching as a practice, described above, is illuminated by a 12- 

year on-going study of the lived experiences of teachers and students in nursing, in which N. 

Diekelmann (1995a; N. Diekelmann & J. Diekelmann, 1999) describes the Concemful 

Practices of Schooling, Learning, and Teaching. The concemful practices describe the common 

experiences of nursing education, that is, they recount how teachers, students, and clinicians 

experience teaching and learning in nursing and provide a new language to describe 

contemporary education. According to N. Diekelmann (1995a), the concemful practices “offer
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new and substantive understandings for reflective practice that [arise from and are] directed 

towards caring, dialogue and practice in nursing” (p. 10). To date, the Concemful Practices of 

Schooling, Learning, and Teaching (N. Diekelmann & J. Diekelmann, 1999) include the 

following.

Gathering: Bringing In and Calling Forth

Creating Places: Keeping Open a Future of Possibilities

Assembling: Constructing and Cultivating

Staying: Knowing and Connecting

Caring: Engendering Community

Interpreting: Unlearning and Becoming

Presenting: Attending and Being Open

Preserving: Reading, Writing, Thinking and Dialogue

Questioning: Meaning and Making Visible

The practices are not a teaching strategy for instruction, or a way to measure the effectiveness 

of teaching or learning, but rather are constitutive practices of teaching and learning, and as 

descriptions of how teachers, students, and clinicians experience teaching and learning, 

articulate what matters about nursing education.

For example, the concemful practice of Staying: Knowing and Connecting reflects 

ways students and teachers, through respectful involvement and concern for each other, can

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



19

make a difference in each others’ lives (N. Diekelmann, 1995a). Small acts such as a teacher 

going to class early to be accessible to students who are unable to attend office hours, keeping 

the office door open to welcome students who drop in, and making sure teacher and students 

all have each others’ addresses are ways of connecting through being available to students. 

Staying is also reflected in how teachers get through to students, such as by the sequencing and 

particular timing of a lecture, and in how students get through to teachers, such as by the 

questions they pose or by their comportment (for example, excitement or enthusiasm for the 

course). Teachers learn to read students and students learn to read teachers as they learn to 

accompany each other while allowing the other to remain the other. Staying can happen 

through tempered expressions of personal concern that preserve individual freedom yet 

connect teachers and students in ways that allow for one to stay alongside the other. Staying in 

this way reflects the skill of involvement of teachers and students.

This innovative approach to teaching and learning in nursing education responds to the 

call for pedagogical reform in higher education. As I describe in Chapter 2, a reconsideration 

of scholarship in higher education has led to attempts to restore and value teaching practice in 

the research university (Association of American Colleges and Universities and the Council of 

Graduate Schools, 1994; Boyer, 1990, 1996; Edgerton, 1993; Fund for the Improvement of 

Postsecondary Education, 1997; Simpson, 1998; Wolverton, 1998). For example, the Fund for 

the Improvement of Postsecondary Education (FIPSE) Agenda for Improvement for 1997 

welcomed grant proposals that address curriculum and pedagogical reform
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not only of what students learn but of how they learn . . .  FIPSE encourages 

faculty in all disciplines to examine opportunities for rethinking curricular 

organization and content, as well as revolutionizing teaching techniques, at 

every level. Is it possible, for example, that the traditional organization of 

learning into ‘courses’ will no longer be appropriate for learner-centered 

instruction in the coming century? (FIPSE, 1997, p. 6)

FIPSE also seeks proposals for projects that reward teaching excellence within research- 

oriented institutions and that address reducing the tensions between the teaching and research 

responsibilities of faculty members as well as projects that aim to improve the preparation of 

graduate students intending to be teachers.

New pedagogies are needed for preparing teachers in nursing education. This research 

focuses on experience, from which innovation often arises. Through illuminating the teaching 

practice of contemporary new teachers in nursing education, I reveal the possibilities arising 

from all pedagogies for preparing nurses to become new teachers in nursing.

Approach to Inquiry

The current situation of new teachers and teacher preparation in nursing education calls 

for innovative approaches to researching this phenomenon. One such approach develops 

through Martin Heidegger’s philosophical writings and work in interpretive phenomenology. 

Heidegger (1927/1962) posited that the typical, everyday experiences of humans are most
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revealing of the common shared practices and meanings of being human. In doing a 

phenomenological study, that is, by exploring experience, I am led to the shared meanings and 

common practices of new teachers in nursing. Through interpretation of these experiences I 

identify and describe understandings of their common meanings. In this way the method shapes 

my study and raises the particular questions I identify.

An interpretive phenomenological approach differs from a scientific approach in which 

a problem is first identified by a “gap” in the literature or in practice, hypotheses are generated 

and tested, and predictions and generalizations are made. For instance, I am not assessing the 

effectiveness of new versus experienced teachers by comparing measures of student learning 

used by each. Nor am I identifying which “factors” (for example, experience as a teaching 

assistant) contribute significantly to new teacher effectiveness and then predicting which new 

teacher is likely to succeed. Instead, I am describing the common lived experiences of 

contemporary new teachers in nursing and identifying what matters about being a new nurse 

teacher. In addition, because understanding the context of the experience is embedded within 

this approach, I am furthermore describing teacher community practices that should be refined, 

extended, or preserved because they are meaningful and they liberate and sustain new teachers 

or should be changed because they oppress new teachers. This approach reveals new 

possibilities for preparing nurse teachers, possibilities which are often covered over in the 

search for generalizable “truths.”
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Summary Statement of Purpose 

This study explores the lived experiences of new teachers in nursing to illuminate the 

common practices and shared meanings of new teachers during their first 2 years of teaching in 

nursing and to uncover new possibilities for preparing for the practice of teaching and learning 

in nursing education. Using an interpretive phenomenological approach, I uncover the 

relational themes and patterns among the common meanings interpreted from new teachers’ 

lived experiences. This research increases understanding of the meaning of these phenomena 

and generates practical knowledge, rather than discovering scientific knowledge that in some 

way corresponds with reality (Baker, Norton, Young, & Ward, 1998) and making theoretical 

propositions in the abstract.
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Chapter 2 

Review of the Literature

The study of new teachers in nursing education is reflected in the literature on the 

preparation and socialization of teachers in higher education.2 The higher education literature 

informs the study of new teachers in nursing by relating historical, political, social, and cultural 

aspects of graduate education not reflected in the nursing literature. In this way the larger lens 

of graduate education illuminates the experiences of new teachers in nursing. Rather than 

remove or delineate nursing graduate education from its context of college level teaching in 

higher education by separating reviews of the nursing and higher education literature, I 

illustrate how the issues in both nursing and higher education are interwoven and “speak” to 

each other.

After reviewing the nursing and higher education literature, three themes emerged— 

Aiming There, Getting There, and Being There—and these serve to organize this synthesis of 

literature. The theme Aiming There reflects multiple discussions engaged in primarily by 

nursing and higher education teachers and administrators regarding the objectives of graduate 

education. As future teachers, graduate students participate little in ongoing discussions about 

schooling in higher education, yet their experiences in graduate school are affected by these

2In my study of the lived experiences of new teachers in nursing education, when I discuss 
teacher preparation, I am referring to preparing college level teachers in graduate programs, not 
preparing baccalaureate level elementary or secondary school teachers. When I say “college level”
I am referring to either associate, baccalaureate, master’s, or doctoral degree programs; I am not 
excluding university teaching. When I use the phrase “higher education” I am generally referring 
to this situation of college level teaching by teachers with graduate school degrees.
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discussions of policy and purpose. The theme Getting There describes the actual schooling or 

preparation for teaching engaged in by graduate students. Significant components of this theme 

in the literature are teacher preparation at the master’s level in nursing and teaching assistant 

(TA) training. Being a TA is one of the few opportunities graduate students have for obtaining 

firsthand experience teaching. The theme Being There reflects the experiences and 

characteristics of new teachers once they are employed as teachers. It is the ineffable betweens, 

or the relating of Aiming There, Getting There, and Being There, that I hope to illuminate and 

further explicate in my study of the lived experiences of new teachers in nursing education.

Aiming There: Reforming Graduate Education

Issues Identified

Despite continued calls over the past three decades for the reform of graduate 

education to include preparation for teaching (Berelson, 1960; Boyer, 1990; Prior, 1965; 

Slevin, 1992; Solomon & Solomon, 1993; Study Group on the Conditions of Excellence in 

American Higher Education, 1984), the university has persistently ignored demands that 

teacher education be included in the curricula of doctoral preparation. The discussion in the 

literature over time has been one of debating the priority of teaching or research in graduate 

education. For example, Prior, writing in 1965, portrays this timeless debate in his scrutiny of 

the Ph.D. as a degree for teachers:
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It has become almost conventional to express astonishment and incredulity at 

the state of affairs which allows college teaching to remain the one profession 

which one may enter without any direct instruction in the performance of one's 

duties. It is a widespread opinion that, although the Ph.D. is required for 

college teachers, it does not actually prepare for teaching; and the low level to 

which undergraduate teaching has allegedly fallen, a lack of interest in teaching 

on the part of university professors, and indifference to good teaching as a basis 

for promotion of the part of university administrators, are laid at the door of the 

graduate school because of its sponsorship of a doctorate directed toward 

research. . . .  The criticism of the graduate school’s failure to provide adequate 

preparation for teaching within the traditional Ph.D. program is less serious 

than the attack on the Ph.D. itself as unsuited for the production of teachers by 

virtue of its crippling narrowness and overspecialization. The issue is breadth 

versus specialization, and the object of principal objection is the dissertation.

(P  39, 42)

Furthermore, Solomon and Solomon (1993) remind us that “those who do intend to get 

a Ph.D. should never forget that it is—whatever else it might be—a license to teach” (p. 106). 

Solomon and Solomon contend that in schools of education

students are taught how to teach but not what to teach. In graduate schools the
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problem is that students are taught what to teach but not how to teach. . . . It is 

doing graduate students no favor to make them specialists in teeny, tiny subjects 

and otherwise illiterate, both in their own fields and in the life of the intellect 

and the spirit. Teaching them to teach is at the same time teaching them to be 

continuous learners and interesting human beings who will have a contribution 

to make to society whether or not their research dreams ever amount to 

anything, (p. 106)

Solomon and Solomon (1993) assert that the responsibility for preparing future teachers how 

to teach lies with the graduate school. The graduate school ought to assure that students have 

many opportunities to teach in front of the classroom, develop teaching strategies, learn how 

to convey information in meaningful ways, and learn how to field questions and cope with 

difficulties in the classroom. According to Solomon and Solomon, instead, “some graduate 

students never get a clue that they will ever have to teach, or they are told that if they are good 

enough, they will never see a classroom” (p. 106). For these authors, learning to teach has 

widespread, practical significance not gained by focusing on a specific research interest.

However, the question might be raised, What if teaching and learning is the research 

interest? How does the debate about the priority of teaching or research show up in schools of 

education or adult continuing education? According to Merriam and Brockett (1997), these 

issues are reflected in the field of adult continuing education in discussions by adult educators 

about whether graduate preparation in adult continuing education should emphasize an
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experiential or an academic focus, and whether programs should emphasize helping graduate 

students learn techniques of adult education or master their disciplinary subject matter.

Merriam and Brockett contend that these questions arise despite the field’s focus on adult 

learning and teaching adults, and the establishment of standards in the field to provide a 

common vision of graduate adult continuing education.

This debate in the wider university about the primacy of teaching or research in 

doctoral education has not been fully realized in nursing, given the delineation of teacher 

preparation historically occurring at the master’s level and clinical research preparation to the 

exclusion of teacher preparation at the nursing doctoral level. Although good teaching in 

nursing has been expected as a minimum competence in doctoral education, nurse educators 

have failed to specify how one is to obtain this competence (Anderson, 1989). Certainly many 

teachers are students in doctoral programs because they need the doctoral degree to continue 

teaching. Whether “expertise” in teaching arises from teaching in clinical nursing practice, 

preparation for teaching at the master’s level, training in the practice of thinking at the doctoral 

level, or experience as a nurse teacher is not clear. It is simply presumed that doctorally 

prepared nurses not only know how to teach but are skilled teachers, particularly if they are 

experienced. However, the recent recommendation to place teacher preparation in the domain 

of doctoral education (AACN, 1995) may propel the wider university debate into nursing.

Thus far, discussions by nurse teachers and administrators concern the kinds of topics that are 

appropriate for dissertations in nursing doctoral programs (Carpenter & Hudacek, 1996; 

Sherwin, BeviL, Adler & Watson, 1993; Wiley, 1989) and the problems facing doctoral
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students in nursing who are socialized as researchers but likely to be employed as teachers in 

nursing (Carpenter & Hudacek; Copp, 1987; Fitzpatrick, 1991; Frank, 1996; Louden & Jones, 

1995; Zebelman & Olswang, 1989). Discussing appropriate dissertation topics is significant 

because little research is conducted on topics in nursing education, despite the focus on 

research at the doctoral level.3

Fitzpatrick (1991) elucidates the problems with doctoral students in nursing being 

socialized as researchers in her description of the “cloning process” (the imprinting of doctoral 

students by their advisors). According to Fitzpatrick, messages communicated by advisors to 

their graduate students are likely to discourage doctoral students from becoming teachers in 

nursing. Advisors communicate messages such as “teaching in undergraduate education 

[especially clinical teaching] is less important than graduate education and should be relegated 

to lesser prepared people or graduate assistants,” “teaching is secondary to research in the 

career of an academician,” or “service to the university [community] is routine, mundane, and 

not relevant to promotion or tenure decisions.” This rather negative kind of “anticipatory 

socialization” of future teachers ill prepares them for the positions in which they are likely to 

be employed.

Anticipatory socialization, occurring during undergraduate and especially graduate

3Carpenter and Hudacek (1996) report a slow shift from a non-clinical focus (such as 
education) to a clinical focus in over 900 dissertation titles from 1990-1994. Of 10 categories of 
nursing research, the category “nursing education/administration” had 212 dissertations. 
However, when one actually counts the given titles in the nursing education/administration 
category, only 63 of the 212 titles appear education oriented. Tire high number of dissertation 
topics on administration masks the lack of education-related dissertations when these areas are 
combined and reported as one figure.
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school education, is how nonmembers take on the attitudes and values of the group to which 

they aspire (Tierney & Rhoads, 1993). For example, in one study doctoral students in nursing 

who indicated interest in teaching careers when they started doctoral education indicated 

greater interest in research careers after only one year of study (Zebelman & Olswang, 1989). 

Those who expressed continued interest in faculty positions (a minority at 35 3%) showed a 

marked preference for positions in doctoral-granting institutions. Few doctoral students 

indicated a preference for teaching in nondoctoral programs (Zebelman & Olswang), yet 

approximately half of doctorally prepared teachers employed in educational institutions will be 

expected to do some teaching at the undergraduate level (Post, 1999).4

Zebelman and Olswang (1989) contend that graduate school conditions “socialize out” 

prospective teachers in nursing because students respond to an environment that places greater 

priority on developing research expertise. Clearly, large university settings, where doctoral 

students are educated, support research and its related activities of grant writing, presentation, 

and publication (Copp, 1987; J. H. Davis & Williams, 1985; Wolverton, 1998; Wong & Wong, 

1987). In contrast, in the broad array of institutions in which doctorally prepared teachers are 

employed, teaching excellence has often earned the college its good standing and reputation 

and is rewarded by administrators (Copp, 1987). Nevertheless, the more an advisor praises the 

faculty member role in the context of the research institution, and the more a student takes on 

this anticipatory socialization, the more problematic the future may be for new teachers.

Because many doctoral students are not likely to be employed in the same academic

4I am not equating nondoctoral programs and undergraduate teaching, but attending to the 
distinct terminology used by different authors.
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environment in which they are schooled (Frank, 1996), they may become disillusioned if they 

are schooled to hold similar values as their doctoral teachers. On the other hand, educators 

could argue that doctoral students in nursing are being prepared for a future in which all 

college level teachers will conduct research, not primarily teachers at large research universities 

situating doctoral programs. According to Amey (1999), there is a general shift in the role of 

the faculty at teaching institutions toward research. Yet many new nurse teachers with whom I 

have conversed who are doctorally prepared or pursuing a doctorate now work in institutions 

with the primary mission of teaching and with few current expectations for conducting 

research. In these institutions where a broader view of scholarship is embraced, research is 

“nice when it happens,” “a bonus,” and usually a self-driven effort.

The problems that doctoral students encounter because they are socialized to be 

researchers is but one issue being discussed in nursing. Another discussion among nurse 

teachers and administrators revolves around the topic of which degree is best for professional 

nurses (that is, the Ph.D. or the D.N.S., or, much less so, the Ed.D.) and whether degree 

diversity is good or whether efforts should be focused on developing a uniform degree for 

nurse doctorates (Grace, 1989; Parietti, 1990). This debate continues despite the fact that the 

variety of doctoral programs in nursing are strikingly similar in their curricula (Downs, 1989; 

Grace, 1989; Ziemer et al., 1992) and in their focus on research scholarship. Grace (1989) 

asserts that doctoral preparation is limited for leaders in academic or administrative roles and 

for clinical teachers, nurse practitioners, and researchers in the discipline. The similarity among 

nursing doctoral program curricula exists despite the variety of purposes for which students
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undertake doctoral education. Reasons for pursuing doctoral study in nursing include 

developing research expertise, being eligible for a tenured faculty position, developing a broad 

knowledge base in nursing, developing administrative expertise, and developing teaching 

expertise (Zebelman & Olswang, 1989). According to Carpenter and Hudacek (1996), Ph.D. 

students are less likely to see the doctorate as preparing them for various roles other than 

researcher, whereas Ed.D. and D.N.S. students perceive their preparation to be for dual roles, 

that of researcher and teacher for the former, and that of researcher and expert practitioner for 

the latter. Perhaps the underlying assumption in Ph.D. programs is “good researcher, good 

teacher,” that is, if one is trained in thinking practices, in the scholarship of research and 

discovery, one can teach. This assumption overlooks teaching as scholarship in its own right, 

and reflects conventional approaches to pedagogy which view teaching as a skill to learn or a 

particular “content” (teaching and learning theories applied in nursing education) to master as 

opposed to a practice, a particular way of scholarship, situated and embodied. Based on this 

assumption, doctoral programs in nursing attempt to be all things for all people (that is, a nurse 

educated in a research focused doctoral program can be a skilled researcher, an able 

practitioner, a good teacher, and a leader in the nursing discipline), resulting in the current 

situation of a generalized nurse doctorate rather than one supportive of particular, diverse 

career interests (Grace, 1989). Students who because of limited enrollments must look beyond 

doctoral programs in nursing for their education could cite this situation of a generalized nurse 

doctorate to support their decision to seek a degree in another discipline.

Nurse teachers and administrators perhaps need to look beyond the discussion about
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the priority of research or teaching in doctoral education or their own debate about which 

doctoral degree is appropriate for nursing and consider alternative approaches to pedagogy in 

nursing doctoral education which recast these concerns. Teachers and administrators who tend 

to view teaching and research as distinct roles induce comparisons, competition, and judgments 

about which role is more appropriate for doctoral education. Focusing on the role of teacher 

or researcher covers over the possibilities of teaching as constitutive of scholarship (Boyer, 

1990; Simpson, 1998), that is, how research and teaching belong together in doctoral 

education. Looking at research and teaching as learning practices begins to address ways in 

which they are similar, co-founded, and belong together (N. Diekelmann, 1988). In my study 

of the experiences of new teachers in nursing, I give voice to the research and teaching 

practices of new teachers, which may describe new pedagogies currently being used and may 

hold possibilities for founding a new approach to pedagogy for doctoral education in nursing.

Issues Explained

In response to criticisms such as those offered by Prior (1965) and Solomon and 

Solomon (1993) regarding the inadequacy of preparation for college level teaching, educators 

offer explanations as to why research has predominated and why teaching has been devalued in 

academe. Schuster (1993) explains that the substantial shift toward research at the expense of 

teaching occurred in response to academic labor market conditions in the early 1970s that set 

up a “buyer’s market.” In this market, little known colleges or universities were able to be 

selective about whom they hired and were able to compete for Ph.D. holders who were highly
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enculterated and trained in research. New employees brought these values to institutions even 

though the primary mission was teaching. According to Schuster, the teaching mission at these 

aspiring campuses was seriously eroded as academic cultures shifted to embrace scholarly 

publishing.

Another explanation for the failure of teaching to reach an even plane with research 

involves university scholars’ lack of respect for university schools of education (Edgerton, 

1990; Judge, 1982; Schwebel, 1989; Tom, 1997) and adult continuing education (Merriam & 

Brockett, 1997; Stanage, 1987; Usher, Bryant, & Johnston, 1997). Edgerton asserts that the 

root of the problem lies in the development of the science and art of teaching as an intellectual 

field, not as the activity of teaching itself. In response to their being viewed as having low 

status, schools of education have developed a complex, “scientific” knowledge base, which, 

according to Edgerton, eludes the understanding of teachers outside the school of education.

In the field of adult continuing education, formal, scientific knowledge has been contrasted 

with “informal knowledge” arising from the lived experiences of adult educators (Merriam & 

Brockett, 1997). According to Merriam and Brockett, the label “informal,” although 

representing knowledge helpful to the field, reflects a hierarchy of constructed knowledge and 

the elitism of research in academe.

Extending Edgerton’s (1990) explanation, Schwebel (1989) contends that schools of 

education have never quite learned how to balance the two roles of the reproduction of 

knowledge (the education of teachers) and the production of knowledge (the production of the 

know-how needed to achieve the education of teachers). Schwebel refers to the history of
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schools of education to support this contention, noting first that at a time when most 

universities were into the production of knowledge, schools of education were necessarily still 

in the reproduction mode, educating mass numbers of teachers to fill the needs of the nation. It 

was not until the 1960s that this function of the school slowed down and the production of 

knowledge took priority, at least within large research universities According to Schwebel, the 

problem with the new priority was that professors, removed from their experience in 

elementary and secondary schools, selected research topics based on social and behavioral 

science literature rather than the real world, practical field. Additionally, research questions 

were and continue to be selected according to their suitability for study by the scientific 

method, rather than for their worth as a research topic, effectively eliminating many complex 

or significant issues. As graduate faculty choose micro problems for study, they educate their 

graduate students to value this kind of research in education, and thus students engage in it 

further. As a consequence, few research findings are usable to those who would most benefit 

from them. Schwebel also notes that educators have raised questions about the quality of the 

educational programs used in reproducing teachers, contributing to the continuing lack of 

respect noted earlier by scholars in the wider university for their schools of education.

Schwebel’s (1989) illustration of how topics are selected for research does not describe 

all fields of study, however. It contrasts with the common approach in the field of adult 

continuing education where scholars “practice what they preach.” In this field, scholars, 

following principles of adult learning, focus on the needs and the experiences of the learner in 

context, rather than on the teacher’s expertise, in selecting research topics (Mezirow &
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Associates, 1990). Scholarship arises from teachers’ lived experiences as adult educators. This 

approach to inquiry has given rise to the traditions in adult continuing education of practice 

dictating theory and of nontraditional approaches to research flourishing. Stanage (1987) avers 

that because adult education is not a discipline per se, adult educators should not have to 

apologize for “not being scientific enough,” and should not have to follow mainstream 

academic dictates of research methodology. However, other authors (Collins, 1996; Merriam 

& Brockett, 1997) note that the claim to legitimacy in the academy by adult educators is 

sought by following the conventional approach of positivist science.

Commonly, the devaluing of teaching in the university setting relates to the 

“professionalization of knowledge,” knowledge produced through “an instrumental way of 

reasoning about problems that is secular, abstract, seemingly objective and disinterested” 

(Popkewitz, 1991, p. 80), in other words, knowledge acquired through an approach calling for 

the expertise of scientific research. Historically, graduate schools of education in the United 

States were established to provide scientific, educational research for use by male 

administrators to guide the practices of teaching by a body of predominantly female teachers 

(Popkewitz). Popkewitz contends that, thus, a hierarchy of institutions was established of male 

researchers and administrators at the top and a large labor force of female teachers at the 

bottom. Teaching became associated with women’s work and thus was accorded less status, 

prestige, and salary, while research became associated with men’s work. Early professors of 

education “viewed educational science as a contributor to professional authority rather than as 

a scholarly activity” (Popkewitz, p. 97). This perspective by respected scholars helped to

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



36

maintain the educational hierarchy and also contributed to the divorce of teaching and research 

in higher education because it distanced school practices from scholarly activity. In addition, in 

the field of adult continuing education, according to Merriam and Brockett (1997), the actual 

practice of graduate level research, curricula, and classroom teaching tends to reflect the white 

male experience, despite the espousal in the literature of feminist tenets of collaborative 

learning, group interaction, and dialogical methods. Merriam and Brockett aver that the 

knowledge base of women and minorities has not been valued in the field of adult continuing 

education because “institutions of higher education mirror the power relationships of the larger 

society” (p. 245).

The professionalization of knowledge has not been limited to schools of education or 

adult continuing education but has occurred across the university. According to Rice (1991), 

teachers from a variety of disciplines see and judge themselves as producers of knowledge for 

their professions. Rice identifies a conflict for teachers because they hold this narrow view of 

what they do, yet they work in institutions serving a diverse clientele with a broad range of 

academic needs. In other words, teachers attempt to combine an elite focus on research and the 

production of knowledge with a democratic service ideal (Popkewitz, 1991). Indeed, the 

loyalty of teachers to their professions is stronger than their campus loyalty (Boyer, Altbach, & 

Whitelaw, 1994). Divided loyalty has the potential to bring about conflict in values and has 

become the subject of many debates about the objectives of graduate education. Rice maintains 

that a broader conception of scholarship is needed for these conflicting aims to become 

compatible. Perhaps one way to achieve compatibility is through the democratic service ideal
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that leads to outreach programing and distance learning. These activities challenge teachers to 

new conceptions of scholarship that hold possibilities for overcoming conflicts (N.

Diekelmann, Schuster, & Nosek, 1998).

The foregoing explanations of why research has predominated and teaching has been 

devalued in academe help to understand the context within which new nurse teachers teach and 

to clarify issues in the preparation of college level teachers for higher education. But, as 

explanations or answers, they tend to limit thinking about future possibilities for preparing 

teachers. Within the debates about the aims and role of graduate education in preparing college 

level teachers, much research is about or o f teachers, but not fo r  or by teachers (Ayers & 

Schubert, 1994). Thus I characterized these as debates about. . .  or a discussion o f . . . rather 

than a dialogue between . . or among . . .  What is needed is an approach to teacher 

preparation in graduate programs that frees teachers to engage in dialogues while seeking 

understanding of the experiences of preparing for teaching, dialogues that are respectful of the 

community of scholars and where all voices, including those of the students, are heard. Many 

teachers and administrators call for more teacher generated knowledge about teaching and 

preparing for teaching (Ayers & Schubert, 1994; Conrad, Haworth, & Millar, 1993; Grossman, 

1990; Grossman & Shulman, 1994; Marshall, 1991; Schubert, 1991). Teacher generated 

knowledge is a particular contribution of my study of the lived experiences of new teachers in 

nursing education. By exploring the typical, everyday experiences of new teachers in nursing, I 

come to understand directly the shared meanings and common practices of new teachers. 

Through interpretation of these experiences interpreters generate meanings that create new
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understandings. I share the understandings that emerge in my study of new teachers with the 

wider community of teachers and administrators and these findings can then be interpreted 

anew. In this way new understandings of the common meanings and shared practices of new 

teachers shape practices and dialogues in the wider community.

Issues Recast

Recently, discussions about the issues in graduate education have taken a turn to 

dialogue, shifting beyond a debate which necessitates that one side “win” or have priority, to a 

call for a broader conception of scholarship, one that includes teaching scholarship as the 

purview of graduate education (Boyer, 1990; Rice, 1991; Simpson, 1998; Tanner, 1991). 

Teachers and administrators are rethinking the traditional relationships among teaching, 

research, and service (AACN, 1999a). Specifically, Boyer’s (1990) call for a broader 

conception of scholarship and Rice’s explication of it are calls to reconsider scholarship by 

broadening the range to include not only the traditional scholarship of discovery but also the 

scholarships of application, integration, and teaching. By acknowledging that knowledge is 

gained through research, practice, synthesis, and teaching, this approach creates a more 

inclusive view of what it means to be a scholar (Boyer, 1991) and encourages diverse 

approaches to teaching and learning (Rice). The danger in this approach lies in the tendency to 

view these as four separate categories when they are seamlessly interwoven. Although colleges 

and universities indicate interest in employing teachers prepared according to this broad range 

of scholarship, universities remain reluctant to prepare teachers this way (Richlin, 1993b).
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A broader conception of scholarship poses an innovative approach to dialogue about 

teacher preparation by nurse teachers who aim to move teacher preparation to the doctoral 

level in nursing. (The recommendation to remove teacher preparation from the master’s level is 

not without concerns, which I discuss in the section Getting There.) An innovative approach 

underscores teaching as a critical condition of excellence in higher education; it does not 

replace research scholarship with a focus on teaching scholarship. In other words, in this 

approach, teaching and research belong together in order to sustain quality education. 

Separating teaching and research (and additionally practice and synthesis), pits one against 

another and one necessarily becomes better than the others. Recasting scholarship in the way 

Boyer (1990) proposes encourages teachers to look at how teaching, research, practice, and 

synthesis belong together.

Boyer’s (1990) broader conception of scholarship, however, does not call exclusively 

for the better preparation of teachers for teaching but also for the valuing and legitimation of 

all teaching related activities engaged in by faculty members. The scholarship of discovery or 

research is presently valued and predominantly rewarded in academe despite the many other 

teaching and service activities in which scholars engage (Glassick, Huber, & Maeroff, 1997). 

The equitable value of all the teaching related activities engaged in by teachers needs to be 

identified and evaluated. However, specifying how to evaluate this innovative conception of 

scholarship closes down new possibilities for assessing scholarship. To provide a timely 

response to teachers’ and administrators’ interested queries about the broader conception of 

scholarship, Boyer (1996) proposed a model of assessment that appears rooted in the very
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tradition he urges reconsidering. Boyer’s (1990) call for reconsidering scholarship, although 

innovative, may be covered over unless concomitant innovation reconsiders assessment of 

scholarship. Glassick et al. address this issue in their exploration of methodologies for 

assessing how teaching and service activities constitute scholarship.

This dialogue about a broader conception of scholarship lends support and provides 

direction to discussions of tenure reform (Boyer, 1990; Edgerton, 1993; Hutchings, 1994; 

Sneed et al., 1995; Wolverton, 1998; Wood et al., 1998). For example, recasting conceptions 

of nursing scholarship to embrace application leads to tenure criteria that are inclusive of the 

practice of clinical nursing by teachers (Sneed et al.). As funding for discovery scholarship 

becomes more competitive, the revenue teachers generate from clinical nursing practice 

(typically as advanced practice nurses staffing clinics linked to the nursing programs in which 

they teach) holds the promise of making the scholarship of application a merited activity. 

However, allowing funding alternatives to continue to drive warranted tenurable activity is 

dangerous.

In addition to encouraging discussions of tenure reform, Boyer’s (1990) call for a 

broader conception of scholarship underscores the significance of discipline specific teaching 

(Edgerton, 1990; Richlin, 1993a; Rice, 1991). A broader conception o f scholarship reinforces 

pedagogy tightly coupled with scholarship in the discipline itself (Richlin). The interrelated and 

overlapping nature of the scholarships of teaching, discovery, application, and integration helps 

one realize that teaching not grounded in the research (or the practice) of the discipline is 

depauperate (Rice). According to Boyer, ‘Teaching, at its best, means not only transmitting
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knowledge, but transforming and extending it as well” (p. 24). These interwoven scholarships 

recast, transform and extend teaching and disciplinary knowledge.

In discipline specific teaching, scholarship is connected to teaching in the discipline. 

Indeed, one reason given for the lack of interest in pedagogy by teachers outside schools of 

education is that this kind of scholarship tends to focus on teaching and learning in general 

omitting “disciplinary content knowledge” (subject matter knowledge) that holds greater 

relevance for teachers (Edgerton, 1990). This is not to say that knowledge of teaching and 

learning is secondary or unnecessary for teaching; on the contrary, according to Shulman 

(1986), research on teaching and learning is an “important component of the pedagogical 

understanding of subject matter, [and] should be included at the heart of our definition of 

needed pedagogical knowledge” (p. 10). The teacher draws from a variety of sources to help 

students understand: Some teaching is derived from research, some from the practical 

knowledge gleaned from reflecting on experience. Thus, research in the practices of teaching 

and learning in nursing sustains and extends the practice of teaching in nursing.

The “pedagogical content knowledge” of teaching emphasizes the discipline specific 

nature of teaching (Grossman, 1990; Rice, 1991; Shulman, 1986, 1987). Pedagogical content 

knowledge combines disciplinary content (subject matter) knowledge with pedagogical 

knowledge to arrive at the most teachable content (Shulman, 1986). It includes an 

understanding of the issues or problems in the discipline and the best ways of presenting them 

to students. That is, it anticipates the areas students will likely find easy or difficult to 

comprehend. Thus, it takes up knowledge of student experiences, how students understand in
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the discipline, and the preconceptions (which includes misconceptions) they bring to learning in 

the discipline. Moving teacher preparation to the doctoral level (AACN, 1995) holds the 

possibilities of linking research and teaching and extending pedagogical content knowledge in 

nursing. Moreover, connecting clinical nursing research with how to teach in view of such 

research holds the possibility of overcoming the belief by some nurse teachers that teaching 

nursing is predominantly an educational activity. Such beliefs are antithetical to nurse teachers’ 

views that research in nursing education is nursing research.

The significance of discipline specific teaching does not belie the pivotal role of the 

graduate school in the preparation of college level teachers. Over the past 30 years, the calls 

for reform of graduate education are due to the inconsistency with which the graduate school 

fulfills its role. The graduate school provides an overall organizing frame for the preparation of 

teachers from multiple disciplines (Boyer, 1990, 1991; Richlin, 1993a; Schuster, 1993;

Solomon & Solomon, 1993). Specifically, the graduate school can enhance teacher preparation 

by facilitating effective teacher training through teaching assistant programs, by providing 

opportunities to discuss academic life experiences, and by effectively recruiting highly eligible 

undergraduates for academic careers (Schuster).5 For example, to provide perspective for

5 A suggested role for the graduate school in the preparation of teachers is teacher 
certification at the graduate level, which would signify to employers that a graduate had 
experience with teaching and professionalization issues (Osgood & York, 1992; Schuster, 1993). 
Although mandating teacher certification would signify the seriousness with which the graduate 
school approaches teacher preparation, the issues of power involved with who decides what 
comprises certification and when it should be done are vast. Furthermore, the question of whether 
certification would be a reflection of the actual preparation of the graduate student or instead 
represent the hidden values and goals of the certifying institution must be raised. For example, 
assuming that certification would require a specified amount o f teaching experience, certification 
may simply be a means by graduate schools of assuring large numbers o f teaching assistants (an
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future teachers Schuster suggests that graduate schools familiarize their students with the 

larger issues of the academic profession, those concerning the wider university and not simply 

those of the discipline, through seminars on a variety of topics. These seminars could also be a 

means of recruiting potential graduate students to the teaching profession. Schuster 

acknowledges the difficulties with this approach are the doubts by teachers about what might 

constitute useful, relevant information and concepts about the academy that should be passed 

on to newcomers. According to Schuster, teachers also have misgivings about an authoritative, 

effective method of conveying insights about the “richly nuanced academy.” However, study 

of the lived experiences of new teachers yields narratives of academic experiences that through 

sharing and thoughtful dialogical reflection can lead to new possibilities for understanding 

academic life (N. Diekelmann & J. Diekelmann, 1999).

Issues Acknowledged

Calls for reform of teacher preparation at the graduate level and for recasting 

conceptions of scholarship have not gone unheeded. Increasingly, as scholars recognize that 

graduate students need preparation for teaching and for the broader faculty member role, 

programs are being developed by educators and administrators to promote new approaches to 

the graduate education of teachers. An example of one such program is “Preparing Future 

Faculty” (Association of American Colleges and Universities and the Council of Graduate 

Schools, 1994), a national grant program for graduate schools seeking to implement innovative

inexpensive means of teaching undergraduate students) for their programs.
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approaches to graduate level preparation of college level teachers. This program provides 

support for graduate schools and academic departments (rather than schools of education or 

continuing adult education) to integrate teaching with research. Although this approach 

encourages the development of teaching practices specific to disciplines, teacher preparation 

strategies tend to be additive in nature; that is, special teaching seminars, practicums, or 

experiences, although innovative, tend to be added to or integrated with the existing doctoral 

curriculum. This approach overlooks what the schools of education and adult continuing 

education have to offer the wider university in terms of teacher preparation.

Another example of the broader emphasis on teaching scholarship in academe is the 

establishment of the Teaching Academy at the University of Wisconsin-Madison (Edgerton, 

1993). This academy provides leadership to strengthen the teaching done by undergraduate, 

graduate, and outreach teachers in the research university by identifying contemporary issues 

of teaching and learning in the context of the research university and by engaging in dialogues 

across disciplines (N. Diekelmann, 1995b). University scholars with demonstrated expertise in 

teaching are invited to join the Teaching Academy as a think-tank approach to exploring 

concerns about teaching and learning in contemporary academe. The Teaching Academy thus 

creates a space and a place for the scholarship of teaching in the research university setting.

One of the most recent projects by the Teaching Academy is a white paper addressing being 

new and teacher-scholar preparation that calls for resources to help new teachers to improve 

their teaching and to develop teaching expertise (Teaching Academy Task Force on Being 

New and Teacher-Scholar Preparation, 1999).
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In addition, in fields in which teaching is not simply the practice but also the subject 

matter, the practice of teaching as scholarship prevails. For instance, graduate programs in 

adult continuing education offer possibilities for synthesizing teaching and research because of 

their historical focus on practice in the field. Established program standards for preparing adult 

educators that call for understanding of adult learning, educational research, and methods of 

inquiry reflect the integration of teaching and research and provide a common vision of 

scholarship for adult educators and graduate students across programs (Merriam & Brockett, 

1997).

The foregoing discussions about the aim and role of graduate education keep open a 

future of possibilities for college level teacher preparation. Some innovative approaches to 

teaching and teacher preparation are appearing. One possibility for teacher preparation in 

nursing lies in recasting scholarship to consider teaching as seamlessly interwoven with 

discovery, application, and integration. It remains to be seen whether these aims and 

possibilities are realized in preparing for college or university teaching.

Getting There: Preparing for College or University Teaching

Preparing for college or university teaching has “looked different” in the nursing 

discipline compared to other disciplines across the university. The difference may be nursing’s 

historical commitment to teacher preparation at the graduate level for entry level (associate and 

baccalaureate degree) programs. However, education to prepare nurse teachers has historically 

taken place at the master’s level rather than at the doctoral level. At the master’s level there
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has been ongoing discussion of the appropriate balance of advanced practice (clinical specialty) 

nursing and functional preparation (i.e., teaching, administration) (Oermann & Jamison, 1989; 

VanOrt & Putt, 1985), resulting in a narrowing of the focus of master’s education in nursing to 

advanced practice (clinical) nursing (Herrmann, 1997; Louden & Trotman, 1996; McKevitt, 

1986). Preparation for teaching has become a minor or elective area of study in master’s level 

nursing programs (Oermann & Jamison). Enrollment of nursing education majors has dropped 

(AACN, 1999d) and many schools of nursing are reconsidering the recommendation by the 

AACN (1995) to move teacher preparation to the doctoral level and are retaining their 

master’s level teacher preparation programs (AACN, 1999c). Nurse educators and 

administrators must act to ensure that teacher preparation in nursing continues to occur at all 

and that it does not fall into obscurity as in other doctoral programs in academe.

Coursework

At the master’s level in nursing education, NLN accredited programs combine study in 

a clinical area (family, child, surgical, psychiatric, or community health nursing) with study of a 

functional role, such as clinician, teacher, supervisor, or administrator (Glazer, 1986).6 

According to one survey of NLN accredited master’s programs in nursing, the kind of

Occasionally, master’s degree programs focusing on nursing education are developed 
based on community needs analyses indicating that teaching skills are needed in the performance 
of jobs, and at the same time the proximity of the program to where students live makes attending 
school feasible for large enough numbers o f students to make a program viable (D. C. Davis, 
Baker, & Carlson, 1994; Glazer, 1986; Pande, 1994). However, it is more often the case in 
master’s degree programs that nursing education course work is additive in nature, offered in 
addition to the clinical focus. Because such course work and practice are “extra,” they often 
become cost and time prohibitive for students (D. C. Davis et al.).
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preparation for teaching that is offered includes course content on teaching methods, learning 

theory, instructional design, curriculum development theory, clinical teaching and evaluation, 

evaluation theory, and grading and testing (Oermann & Jamison, 1989). Oermann and Jamison 

also report required learning experiences of classroom teaching, clinical teaching, clinical 

evaluation of students, curriculum and course development, and test construction. Few 

programs required students to attend meetings of the nursing faculty, the curriculum 

committee, or the university as part of their practical experiences. Typically (when a clinical 

teaching practicum is undertaken), a graduate student works with an expert teacher in the 

clinical field who provides direction in collaboration with the teacher responsible for teaching 

the education course. The graduate student assumes responsibility for a learner or a particular 

group of learners and assesses learning needs, plans instruction, selects patient learning 

experiences, interacts with nursing staff in the clinical setting, and is involved in the clinical 

evaluation of the Ieamer(s). The teacher responsible for teaching the education course 

coordinates many students’ practica (which can also be in classroom teaching) and attends to 

their learning and evaluation. However, this approach to schooling can be very time consuming 

for the faculty member working one-to-one with the graduate student.

The survey of NLN accredited master’s programs (Oermann & Jamison, 1989) reflects 

that nurse educators view teaching as a functional area. Viewing teaching as a specific function 

separates teacher preparation into education course work (theory) and teaching experience 

(application). This traditional approach to pedagogy in nursing education privileges theoretical 

knowledge and misses the practical knowledge embedded in the teaching and learning situation
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and acquired through reflecting on experiences. There may be adequate preparation for 

teaching, but less preparation for broader aspects of being a nurse teacher, such as advising 

students, counseling a failing student, writing grants, or participating in university governance. 

Other nurse researchers have suggested that the “functions” of research and service represent 

these broader aspects of being a teacher and that clinical and scientific preparation alone, 

characteristic of master’s level preparation, does little in preparing nurse teachers to practice in 

academe where other functions prevail (J. H. Davis & Williams, 1985). The implication is that 

doctoral education includes all these functions of teaching. However, as noted previously, 

doctoral education in nursing prepares students almost exclusively as researchers.

Furthermore, a functional view of teaching covers over practices of teaching and 

learning. A new approach to pedagogy considers the practices of teaching and learning gleaned 

from the lived experiences of teachers and students in the context of nursing and keeps open 

alternative possibilities for preparing teachers in nursing (N. Diekelmann, 1995a). It considers 

how teachers learn and transform practical knowledge. In a new approach to pedagogy, 

practical knowledge of teaching accumulated through interpretive research is taught to 

students. For example, practical knowledge about being new gleaned from study of the lived 

experiences of new teachers in nursing can be taught to graduate students. Thus, students are 

taught what it is to be new. Students can also be taught how to interpret and reflect on stories 

from their experiences and how to identify practical knowledge from their experiences. The 

contemporary call for reform in nursing education is one that includes creating new pedagogies 

for nursing education. New pedagogies keep open to possibilities for reform and recognize that
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aspects of conventional teacher preparation (such as formal course work and teaching 

experiences) should be reclaimed, preserved, or extended, while some may need to be 

abolished.

Given that 82% of the programs in Oermann and Jamison’s (1989) survey offer course 

work in nursing education, most educators preparing nurse teachers recognize that education 

course work and teaching experience are important for learning to teach. Yet, in one survey of 

faculty members teaching in baccalaureate nursing programs, 14% of teachers reported taking 

no teacher preparation course work (Herrmann, 1997). Curiously, Herrmann found no 

significant differences to exist in teacher characteristics, teaching methods, or time spent in 

teaching activities between these teachers and teachers who have taken educational courses. 

This may be because the mean length of time teaching for the teachers in this survey was 11 

years, and, assuming that course work has greatest impact on new teachers, experience 

supplants the impact of teacher preparation course work. However, Herrmann contends there 

is value in preparing for teaching through course work because as teachers increased their level 

of preparation from courses in curriculum and learning theory to courses in teaching methods 

to actual practicum experiences, their self-perceived preparation for teaching increased 

significantly. Yet, this perception that course work prepares teachers may arise simply because 

graduate education provides a forum for teachers to meet and share experiences (Merriam & 

Brockett, 1997). The question arises, what is it about course work to prepare teachers that 

matters for new teachers in nursing? Also, how can the influence of course work on teaching 

effectiveness be evaluated?
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Despite the large number of master’s level nursing programs that offer course work for 

teacher preparation, education majors comprise only 6.2% of master’s program enrollees 

(AACN, 1999d). Thus, a significant number of master’s prepared nurse teachers have added 

education minors or elective teacher preparation course work to their preparation and 

experience as advanced practice nurses, or they have no teacher preparation course work. 

Given the emphasis in master’s programs on advanced practice nursing, and the fact that 

advanced practice nurses are increasingly being employed as teachers (Radke & Me Art, 1993), 

there is a danger in assuming that subject matter knowledge is preeminent, that “if you know it, 

you can teach it.” In addition to the growing reliance upon clinical preceptors to “teach” 

nursing because faculty members “lose” clinical skills once they become teachers, this 

assumption gives rise to another question for teachers and administrators: How adequate is 

subject matter knowledge and patient teaching experience, gained through advanced nursing 

practice, for preparing nurse teachers? Research in other disciplines has shown subject matter 

knowledge alone to be insufficient for good teaching (Grossman, 1990; Grossman & Shulman, 

1994; Shulman, 1986, 1987). Educating clinicians to be teachers often takes the additive 

approach, adding the role of teacher to the role of advanced practice nurse. When teacher 

preparation appears to be a second thought, as it does in an additive approach, the quality of 

college level teacher preparation is questionable. Other questions also arise: How is it 

determined how many credits comprise an education minor? Who can say that the number of 

credits is not enough, sufficient, or too much? If teaching were integral in graduate nursing 

programs, adding courses and selecting either a major or a minor in teaching would become
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inconsequential. However, would teaching then become “lost?” One new approach to 

pedagogy is community reflexive scholarship that arises from a situated scholarship of graduate 

students and teachers interpreting, talking about, and reflecting on their experiences in teaching 

and nursing (N. Diekelmann & J. Diekelmann, 1999). In this approach teaching and learning 

become constitutive of being a new teacher or advanced practice nurse so that separating 

teaching and nursing into a major and minor is moot.

Furthermore, this approach to pedagogy is built upon new partnerships with students 

and teachers, preceptors and staff nurses. Such a pedagogy, called Narrative Pedagogy, 

recognizes that in a changing health care system nurses become de-skilled clinically when they 

enter teaching, and asks how teachers can be prepared to teach and manage students 

performing skills the teachers are no longer skilled in performing or have never before 

performed—a crucial question because even practicing nurses face challenges maintaining 

current clinical skills. Such a narrative pedagogy also recognizes that teaching is a form of 

nursing as opposed to considering the Junctions and roles of teacher and nurse separately and 

the tendency to then identify differences between them. Narrative Pedagogy (N. Diekelmann & 

J. Diekelmann, 1999) is an interpretive phenomenological approach to schooling, Learning and 

teaching. This approach explores the practices of schooling, learning and teaching in the 

context of nursing. It enables seeing anew, seeing similarities and seeing how nursing and 

teaching shape each other. There are several nurse scholars who are exploring practice and 

education through interpretive scholarship. For example, Tanner (1997) has shown how 

teachers learn about and reflect critically on their practice of teaching from their experiences
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with students Oust as nurses Ieam about and reflect critically on their practice of caring for 

patients from their nursing situations) and teachers develop a sense of active agency for student 

learning and a responsibility for outcomes of learning Oust as nurses develop agency for patient 

care). Furthermore, just as nurses become familiar with research to guide their nursing 

practice, teachers can look to current educational research and theory to inform their practice 

of teaching. This interpretive approach to pedagogy comprehends that graduate students 

practice teaching (for example, engage in teaching practica) in order to become teachers, 

rather than learn about teaching. Seeing anew recognizes teaching is, as nursing is, a caring 

practice, albeit teaching is a form of nursing care. Thus, the study of nursing practices such as 

experiencing, entering or beginning that reflect being new (Benner, 1984; Benner, Tanner, & 

Chesla, 1996; MacLeod, 1996) informs the study of the experiences of new teachers in nursing 

education.

The primacy of practice in teacher preparation, perhaps a novel idea in nursing 

education, is long noted in the field of adult continuing education. Stokes (1997) underscores 

the importance of engaging in teaching practice rather than learning it in the classroom.

No one learns to teach in the college classroom. Teaching is a craft learned in 

doing, as all natural learning is. One learns to teach in context, on site, in 

collaboration with other teachers, professionals, and all the workers in schools 

and associated agencies~and most fundamentally one learns to teach and Ieam 

with the students, their families and communities Graduate teacher
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education should entail both rigorous intellectual study and concentrated field- 

based experience in order to intensify reflection on pedagogy and practice (p.

223).

According to Stokes, the blend of theory and practice creates teachers; however, often in 

teacher preparation programs, an emphasis on “methods” dominates. Taking a methods 

approach to teacher preparation obscures the practical knowledge that arises from experience 

and reflection on experience.

Bevond course work

Within the context of master’s level teacher preparation in nursing, questions also arise 

as to what mix or context of formal educational preparation and practical experience, both in 

clinical and classroom teaching, best prepares teachers in nursing. Furthermore, how do these 

learning experiences prepare teachers for teaching? Nurse educators, deans, and graduate 

students agree that desired content in a curriculum preparing nurse educators includes 

curriculum theory and development, clinical instruction and methods of evaluation, and some 

kind of supervised teaching practicum (Radke & McArt, 1993). However, the nursing 

literature reveals little about the impact of these and other experiences on teaching. One report 

showed that the content teachers perceived as helpful in clinical teaching actually did 

contribute to clinical teaching effectiveness (Karuhije, 1986). Studies have indicated that 

anywhere from 22% (Karuhije) to 68% (Herrmann, 1997) of teachers reported that teacher
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preparation in their master’s programs prepared them for clinical teaching. However, none of 

these studies addressed the common experiences in course work and teaching that matter in 

how teachers are prepared. Research in the English field has shown that teacher course work 

makes a difference in how new teachers teach, specifically in why new teachers are teaching 

(purpose), in what they are teaching (content selection and sequence), and in their 

understanding of whom they are teaching (knowledge of student knowledge and of the subject 

matter from the student perspective) (Grossman, 1990). Exploring the lived experiences of 

new teachers in nursing reveals the experiences that matter in the preparation for teaching.7 To 

this end, I interpret interviews for meaningful experiences to preserve and extend those that are 

helpful, or on the contrary, to overcome those that are oppressive.

There is potential for great variation in the qualifications of those entering teaching in 

nursing because of different educational preparation programs and the kind and amount of 

clinical practice experiences. In my experience, traditionally in the hiring of master’s prepared 

nurses for teaching, past experience as a nurse or teacher (rather than educational preparation 

for teaching) has greater weight in the preparation-qualification equation for obtaining 

employment, despite the adage that subject matter knowledge does not a teacher make. As

7By imposing no restrictions (specifications) on demographic selection criteria for the 
participants in my study, and thus obtaining a rich and varied data set, I explore experiences 
reflective of the wide variety of issues being discussed in academe. For example, participants in 
my study portray the focus on teaching in some institutions and research in others, and the formal 
course work approach to teacher preparation as well as the approach of the clinical practitioner 
with no formal preparation for teaching. My participant mix of eight master’s prepared, six 
doctoral prepared, and three in progress with doctoral preparation teachers who are teaching in 
associate, baccalaureate, and master’s degree programs in nursing reflects the contemporary 
situation in nursing education.
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long as the nurse is a good practitioner (or the scholar a good researcher when hiring 

doctorally prepared faculty members) and brings a wealth of nursing practice (or research) 

experience, employers presume the nurse (or scholar) can teach. As lived, a teacher can have 

an abundance of experience or subject-matter knowledge of nursing and little of teaching, or 

vice versa. Yet, the issue of how teacher qualifications differ from teacher preparation is a 

much larger question than just the prioritizing of experience over formal course work to 

prepare teachers. The emphasis on roles covers over how these practices of nursing, teaching, 

and scholarship are seamlessly interwoven. When these practices are separated one emerges as 

better or more desirable than the other or is accorded greater weight.

Some of the difficulty of exploring the question of what matters in teacher preparation 

lies in the diversity of employment opportunities and the variety of expectations held for 

nursing faculty members. That is, qualification or preparation for teaching is anticipated to vary 

relative to the teacher’s position, tasks, and responsibilities. Grace (1989) argues for a dual 

track approach for the preparation of nursing faculty members, that is, different educational 

preparation experiences dependent upon the focus of teaching in graduate school and beyond. 

Grace contends that since faculty member roles differ

according to the level of nursing education, the college or university in which 

the program is lodged, and the relationship of the educational program to the 

practice setting, the preparation o f a teacher of undergraduate students in 

fundamentals of nursing needs to be substantively different from the preparation
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of a faculty member teaching research to doctoral students in a Ph.D. program. 

Both need a general knowledge of nursing, but the clinical faculty member 

needs to be an expert practitioner, teacher, and applied researcher. On the other 

hand, the doctoral-level faculty member must be engaged in ongoing research 

and have a depth of knowledge about the particular area of research emphasis

(p. 268).

According to Grace (1989), the kind of teaching nurse teachers engage in should 

dictate curricular content and experiences to prepare teachers, and there should be two distinct 

approaches to preparing teachers in nursing. Indeed, teacher preparation qualifies teachers for 

specific employment, since, traditionally, master’s prepared teachers teach clinical nursing 

(primarily taught at the baccalaureate and associate degree level) while doctorally prepared 

teachers teach research (primarily taught at the master’s and doctoral level).8 These 

approaches, however, both focus on distinctions between rather than commonalities among 

and perpetuate the functional notion of teaching, which is to prepare future teachers with skills

8The discipline specific nature of clinical teaching in nursing has supported the preparation 
of teachers for nursing to be done primarily in schools of nursing (rather than in schools of 
education or adult continuing education, although education course work may be taken outside 
the school of nursing) (Oermann & Jamison, 1989). This pedagogical rationale aside, the NLN, 
historically the primary accrediting agency for the discipline, states that the master’s degree is to 
be obtained in nursing for persons teaching nursing at the baccalaureate and higher levels (NLN 
Accreditation Commission, 1999a; 1999b). The NLN more specifically states that the minimum 
expectation is a master’s degree; however, doctoral preparation in nursing is preferred for schools 
of nursing seeking accreditation. New teachers seeking employment in schools of nursing are 
advantaged by having degrees in nursing. Thus, persons opting for a teaching career in nursing 
have their choices for approaches to teacher preparation influenced by the primary accrediting 
agency for the discipline.
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related to the work to be done. Furthermore, these approaches emphasize teacher preparation 

rather than what currently is the lived experiences of teachers.

A new approach to pedagogy based on the lived experiences of students, teachers, and 

clinicians in nursing education reveals the common shared practices in nursing education (N. 

Diekelmann, 1995a). An approach to pedagogy emerging from reflecting on experiences and 

common practices prepares nurses, teachers, and researchers to think about teaching and what 

matters in teaching.9 For example, traditionally what is thought to matter in teaching nursing is 

the level or year of student rather than the particular experiences of students. However, 

students at the undergraduate level who are writing their first care plan are perhaps more 

similar than different from students at the graduate level who are writing their first research 

proposal. What matters is exploring the shared practices of writing and the common 

experiences of being new or inexperienced. Because I recount what matters to teachers and the 

actual practices of teachers when I describe the contemporary experiences of new teachers in 

nursing education, I create a place for all pedagogies in nursing. In other words, when I relate 

teaching practices, I describe the pedagogies teachers are practicing, and thus I hold open the 

possibilities for all pedagogies to be revealed.

The Significance of Master’s Education

Within a discussion of master’s level teacher preparation in nursing, the basic question

9This approach is similar to the approach by adult educators focusing on the experience of 
the learner to guide teaching practice, yet is different because of the emphasis on the common 
experiences of students rather than the experience of the individual learner.
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is, what is the value of master’s level education? The master’s degree has been characterized as 

overwhelmingly professional, largely terminal, practice oriented, and closely aligned with 

specialized accreditation agencies, professional associations, and potential employers (Glazer, 

1986). This characterization makes the master’s degree of doubtful utility and relevance for 

preparing for doctoral education. Conrad et al. (1993) assert that attributes of high quality 

master’s degree programs are more likely to be found in programs that focus on preparing their 

graduates for a career in the workplace rather than in programs preparing graduates for 

doctoral education. Conrad et al. also indicate that most people enter master’s degree 

programs with the intention of earning a degree to enhance their professional careers. Given 

the instrumental aim of master’s education of preparing for a career, master’s education is 

viewed as being highly successful by students, alumni, employers, and society at large (Conrad 

et al.). This occurs despite the finding by Conrad et al. that educational administrators look 

with disfavor upon master’s education because of their traditional view of this degree as a 

stepping stone to the doctorate and a “consolation prize” for those students unsuccessful in 

applying for doctoral programs. However, to say that master’s education is instrumental is not 

to say that doctoral preparation is any less functional in its approach to education. Training 

students to be researchers is just as functional as training students for professional careers.

Based on these findings reflecting the success of master’s education (Conrad et al., 

1993), nurse teachers and administrators may question the recommendation to move teacher 

preparation to the doctoral level. What, specifically, is the motivation behind this 

recommendation? Since over 85% of full-time faculty members teaching in associate degree
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programs hold master’s degrees (Post, 1999), what will be the influence on associate degree 

education in nursing? Similarly, over 50% of full-time (Post) and over 78% of part-time faculty 

members (Louden & Jones, 1995) teaching in baccalaureate and higher degree programs hold 

master’s degrees. What will happen to baccalaureate degree education in nursing? Some 

educators (AACN, 1999c; Brooks & Shepherd, 1989) have raised the question of whether the 

doctoral degree should be required to teach at the baccalaureate level given the shortage of 

doctorally prepared faculty in nursing. Thus, the recommendation to eliminate teacher 

preparation at the master’s level seems shortsighted. The suggestion to move teaching to the 

doctoral level may be construed as promoting an approach to teacher preparation where 

learning to teach belongs with comprehending research more than it does with learning 

advanced practice nursing. Instead of saying that teaching belongs more with research than 

with advanced practice nursing, a new approach to preparing teachers for nursing education 

considers how teaching, research, and practice (and following Boyer [1990], synthesis too) are 

seamlessly interwoven. The present situation of a nursing faculty shortage behooves nurse 

teachers and administrators to scrutinize the proposal to eliminate teacher preparation at the 

master’s level and to explore new approaches to preparing teachers for nursing.

The Significance of Doctoral Education

In preparing for college or university teaching, doctoral education in nursing is an 

experience that teachers currently undertake primarily to stay in teaching and extend their 

expertise rather than to become teachers. In fact, teaching skill is often presumed in doctoral
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education (Anderson, 1989); consequently, the focus is on preparing for research. Historically, 

doctoral education was undertaken by the teachers of the discipline in order to become leaders 

in the profession and to establish nursing education in the university setting (Parietti, 1990). In 

the absence of current data on the percentage of doctoral students who enter as teachers, and 

given that one of the reasons for entering doctoral education is to secure tenure in a teaching 

position (Zebelman & Olswang, 1989), there is no reason to believe this pattern has changed 

dramatically. Rather than preparing teachers, doctoral education in nursing provides students 

with expertise in the scholarship of discovery, although nursing doctoral education, rooted in 

scientism (the belief that the assumptions and methods of scientific research are suitable for all 

disciplines), provides a limited view as to what constitutes discovery scholarship (Ironside, 

1997). However, in the absence of data on the numbers of doctoral students who enter as 

teachers or as advanced practice nurses, it could also be argued that more and more advanced 

practice nurses are entering doctoral education having little formal course preparation as 

teachers, providing some rationale or support for the recommendation to move teacher 

preparation to the doctoral level in nursing. In addition, for experienced teachers, doctoral 

level courses that present new alternatives in nursing education increase their pedagogical 

literacy.

Teaching Assistant Experience

Thus far, I have described the current means of “getting there”- o f  preparing for 

college or university teaching in nursing, I have raised some relevant and related questions, and
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I have promoted an approach to explore new possibilities for preparing teachers in graduate 

nursing education. What appears “missing” from this depiction of teacher preparation in 

nursing is experience as a teaching assistant (TA). Participants in my study stated they had 

experiences as TAs; however, a review of the nursing literature reveals no discussion of TAs. 

How do TAs view their teaching experiences? Perhaps this aspect of preparing for teaching is 

overlooked because experience as a TA is more typical of doctoral nursing students’ 

education, and formal teacher preparation is most common at the master’s level in nursing. My 

own observation is that TAs are doctoral students in need of supplemental income while 

attending school, not doctoral candidates seeking and being offered teaching expertise. My 

experience is consonant with the TA experience across the university, where TAs are often 

“assigned” according to the practical needs and financial constraints of the institution and the 

economic necessity of the graduate students (Nyquist, Abbott, & Wulff, 1989). Faculty 

members are likely to view teaching assistantships as a means of providing coverage of large 

numbers of undergraduate courses rather than as “internships” for future colleagues in 

academia. Consequently, the TA experience is not consistently approached in the interests of 

preparing for teaching. According to Slevin (1992),

Graduate students are damaged professionally and personally in terms of their 

overload of teaching responsibilities. They should teach, while graduate 

students, in order to become good teachers. Their teaching should not be a 

source of cheap labor for the research university, graduate students ought not 

be teaching simply to relieve institutions o f financial stress. The
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“professionalization” of graduate education may very well be part of the 

process of turning graduate students from students into workers.. . .  Graduate 

students are now a labor force. In that regard, they join a growing contingent of 

part-time faculty members at all institutions, working for low wages and 

without the protection of academic freedom (p. 22).

However, in the reform movements of recent years in which the quality of 

undergraduate education has been questioned, educators and administrators are scrutinizing 

teaching assistantships, the teaching of undergraduates, and the effectiveness of graduate 

students learning to teach. In addition, increasingly employers are examining TA teaching 

experiences during the hiring process. Although research to inform the practice of TA training 

is wanting (Abbott, WulfF, & Szego, 1989), the emphasis at national conferences for TA 

training programs is changing from a focus on administrative issues to a focus on teaching 

skills, instructional strategies, and research on teaching effectiveness (Ronkowski, 1993). 

Programs for the systematic mentoring of TAs that focus on teaching issues are being 

developed (Boyle & Boice, 1998). Thus, although the realities of academia influence the TA 

experience, the focus of this experience is shifting to preparing for a long-term career in 

teaching rather than simply working as a TA. Furthermore, an increasing number of campuses 

have TA unions to ensure appropriate TA training and evaluation. This approach to the TA 

experience recognizes that TAs are a labor force of teachers without the protection of tenure 

and is one means for TAs to safeguard themselves in academe.

An examination of TA training in graduate education may be helpful for what it can
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offer nurse educators preparing teachers for teaching nursing courses. Teaching assistant 

training is provided by any combination of the faculty development unit of the university, the 

department to which the TA. is assigned, the level of the particular course, and the graduate 

school or college (Weimer, Svinicki, & Bauer, 1989). For example, an introduction to college 

teaching is often provided by the faculty development unit or by the graduate school, followed 

by departmental and/or course level assistance. Although most institutions report good 

relationships between the groups involved, in many cases the faculty development unit has had 

“a history of needing to persuade departments that preparation to teach ought to include more 

than knowledge of content” (Weimer et al., p. 60). Weimer et al. also contend that interaction 

and support across the departments of an institution are often missing, resulting in many 

departments working in isolation and unaware of each other’s provisions of TA training. A 

combination approach to TA training lends itself to discipline specific teaching, which is 

important in nursing because of the uniqueness of teaching and learning in the clinical setting. 

Discipline specific teaching in nursing reinforces the general introduction to the experience of 

being a TA provided by a university wide program. However, the uncommonness of clinical 

teaching and learning in nursing education can lead to seclusion and a tendency to “go it 

alone,” to overlook resources that might be available across the university, and to disregard 

similarities among disciplines, such as might be found between nursing and physical therapy, 

elementary education, or law. University wide training programs for TAs often supplement the 

limited resources in nursing departments to provide general instruction for what is typically a 

small cohort of TAs per term.
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Teaching assistant training program activities typically occur over 2 to 3 days at the 

beginning of the teaching term and address teaching “methods,” leaving content to specific 

departments (Weimer et al., 1989). For example, according to Weimer et al., in this short 

period of time trainers teach TAs and provide materials on how to lead discussion groups, 

answer questions, provide explanations in several ways, organize material, pace appropriately, 

motivate students, and manage disruptive behavior. Trainers also discuss how to make the 

transition from student to teacher while still in the student role. Follow-up activities are 

generally provided as part of a TA training program, for example, seminars to address issues 

raised during the teaching term, a videotape or observation of teaching to provide formative, 

constructive feedback to the TA about instruction, or participation in student evaluation of TA 

teaching (encouraged at the midpoint rather than the end of the term so that teaching 

approaches can be modified by the feedback obtained). Resource materials such as policy 

handbooks, advice on teaching strategies, or newsletters are also offered by TA trainers in 

follow-up to initial training.

The issue of who specifically provides graduate student preparation for teaching or TA 

training is informed by research which suggests that experienced TAs are perhaps the best 

resource for novice TAs in their socialization to teaching (Boyle & Boice, 1998; Staton & 

Darling, 1989; Weimer et al., 1989). In discussing specific ways that TAs are socialized into 

the teaching profession, Staton and Darling identified that experienced TAs, having recently 

“been there,” are in the best place to help new TAs develop social support systems, learn how 

to obtain information, adjust to policies and rules, and develop new ideas about teaching and
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research. Furthermore, Staton and Darling note that because experienced TAs are critical 

sources of information and potential support for new TAs they should be informed of their 

crucial role so they can be actively involved in mentoring and training new TAs. How TAs 

should be compensated for their crucial role was not addressed. The danger in this approach 

lies in the assumption that experience as a TA equates to increased knowledge about teaching 

rather than simply about getting through the experience of being a TA.

All of the foregoing program activities follow conventional approaches to pedagogy. 

For instance, the “trainer” is viewed as the expert to teach the “skills” of teaching to aspiring 

teachers, who learn and then apply skills in the classroom and are assisted to “resolve” 

problems in teaching as they arise during the course of the term. This approach overlooks 

teaching as a practice that is seamless, embodied, and often ineffable, where teachers grasp and 

respond to salient aspects of situations based on reading contexts in light of what has gone 

before. Moreover, TAs with recent experiences as undergraduate students have perspectives 

on the current situation in undergraduate teaching, and thus may already grasp what the 

graduate school “experts” attempt to convey to them using a conventional approach to TA 

training. Furthermore, this approach provides no means for those TAs who are experienced 

teachers to continue to explore pedagogies. For example, experienced teachers familiar with 

conventional approaches to lecturing or leading a group discussion may welcome learning 

about feminist approaches to teaching and evaluating students. On the other hand, 

inexperienced TAs also may welcome learning about alternative pedagogies in addition to the 

basic classroom strategies.
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Some alternative approaches to pedagogy for teacher preparation through TA training 

that highlight experience and reflection on experience have been described in the literature 

(Boardman, 1993; Mullen, Cox, Boettcher & Adoue, 1997; Rankin, 1994; Slevin, 1992). For 

instance, Rankin recounts the strategy of gathering TAs to dialogue about their written 

narratives of their classroom teaching experiences during their first year of being an English 

TA. Approaches to teacher preparation discussed in the literature generally aim to improve the 

anticipatory socialization of graduate students to teaching. Yet the culture that graduate 

students become socialized to doesn’t always match that of the organization where they 

eventually are hired. In fact, anticipatory socialization often leaves new teachers with idealistic 

and unrealistic career expectations (Dunn, Rouse, & Seff, 1994; Latchaw, 1993). Thus, 

although some of these alternative approaches to TA training consider the experience of the 

TA, they remain rooted in thinking about the role of the teacher and being socialized to the 

role of teaching. An alternative approach to pedagogy that considers how the lived experience 

of the student (TA) informs the practice of teaching opens new possibilities for preparing for 

teaching through TA training. Study of the lived experiences of new teachers, by uncovering 

the shared practices and common meanings of learning to be a teacher, might provide a new 

lens for viewing the experience of being a TA.

The rest of this paragraph is a summary of Getting There, of preparing for college or 

university teaching. When the activities and practices traditionally identified as preparing 

graduate students for teaching are undertaken, they do move graduate students to the “there” 

of being new teachers. For example, both training providers and TAs perceive training and
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experience as a TA to be beneficial in preparing for teaching (Abbott et al., 1989; Boyle & 

Boice, 1998; Rankin, 1994; Weiner et al., 1989). Teacher education course work (when 

undertaken) also makes a difference in the teaching engaged in by new teachers (Grossman, 

1990; Herrmann, 1997; Karuhije, 1986; Radke & McArt, 1993). However, many teachers and 

administrators support the notion of reflection on experience as a central component in the 

preparation for teaching and use it as a rallying cry in the reform of teacher education 

(Boardman, 1993; Boyer, 1992; Lenze & Dinham, 1994; Liston & Zeichner, 1991;

McLaughlin & Oberman, 1996; Schon, 1983; Schubert, 1991; Zeichner, 1993). Graduate 

preparation for college or university teaching appears to be inadequate in the “anticipatory 

socialization” of graduate students, or the provision of experience with the broader aspects (for 

example, the research and service aspects) of the faculty member role (J. H. Davis & Williams, 

1985; Latchaw, 1993; Oermann & Jamison, 1989; Slevin, 1992), and in the constancy of the 

provision of teacher preparation experiences (Boyer, 1990; Stanley & Chism, 1991). 

Furthermore, and fundamentally, research identifying what new teachers need to know and 

how they might best learn it is lacking. My research could significantly assist in reclaiming, 

supporting, extending, or abolishing current practices that shape the experience of preparing 

for college or university teaching.

Being There: Being a New College or University Teacher 

I have illuminated how aiming and preparing for college or university teaching is 

sometimes polemical in higher education. In other words, there are assertions made about
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teacher preparation that it be one way or another, for example, at the master’s or doctoral 

level, “taught” or experienced. The tendency to present these claims as either-or propositions 

separates them and pits them against each other. I have argued for a new approach to explore 

thinking about preparing nurse teachers, one that brings together the best of what master’s and 

doctoral level education offers and overcomes some of the difficulties. Indeed, graduate 

students employed as new teachers represent a mix of master’s and doctoral education. My 

study of these new nurse teachers and the literature review of how new teachers have been 

studied elucidate facets of all of the aforementioned issues. In Chapter 4 1 create a converging 

conversation between themes from my interviews and themes from the extant literature.

Just as three themes (Aiming There, Getting There, and Being There) describe the 

situation of new teachers and teacher preparation as viewed through the lens of the nursing and 

higher education literature, three broad areas of research emerge specific to being a new 

college or university teacher: Characterizing the New Faculty, Using New Teachers in the 

Study o f Other Phenomena, and Studying New Teachers. Characterizing the New Faculty 

refers to broad summaries of the characteristics (demographics) of the current (as opposed to 

past) new and junior faculty, or in other words, describes what the new faculty “looks like.” 

Often these descriptions are comparisons of the new and junior faculty to the senior faculty.

The phrase “junior faculty” is generally defined by the age, rank or tenure status, and type of 

appointment of the faculty member, while “senior faculty” refers to tenured teachers. 

Traditionally, the phrase “new faculty” refers to the group of teachers who have recently 

completed the Ph.D. or terminal professional degree and are ready to begin a lifetime career in
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academe. (In my study, however, when I refer to “new faculty” or “new teacher,” I am 

including teachers who hold a master’s degree.) Whereas Characterizing the New Faculty 

reflects perceptions o f new teachers (by others), Studying New Teachers reflects perceptions 

by new teachers, for example, of their situations, concerns, or expectations. Studying New 

Teachers portrays research describing new teachers in academe, whether new currently or new 

several years ago. Using New Teachers in the Study o f Other Phenomena describes how new 

teachers are the participants in investigations of other phenomena. For example, new teachers 

are studied for their teacher knowledge (Lenze & Dinham, 1994) or are queried about the 

adequacy of their preparation for an educational role (Radke & McArt, 1993). I frame my 

discussion of being a new college or university teacher within these three areas of research.

Characterizing the New Faculty

Lack of teaching experience in graduate school or in previous positions is characteristic 

of new college teachers (Boice, 1992; Dunn et al., 1994; Stanley & Chism, 1991). Moreover, 

new college teachers often have had little or no teacher preparation course work (Grossman, 

1990; Stanley & Chism). This is not to say that current new faculty members have Just drifted 

into teaching positions without prior planning; rather, the current new faculty is characterized 

as being motivated and purposeful, securing jobs in a highly competitive buyer’s market 

(Finkelstein & LaCelle-Peterson, 1992). According to Finkelstein and LaCelle-Peterson, 

current new and junior faculty members have chosen to “go against the trend” by staying in 

academe at a time when fewer and fewer PhD. recipients are doing so. These authors also
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reported a mix of new teachers in which the predominant number have traditional research 

backgrounds and little or no teaching experience, and a small but increasing number are 

somewhat prepared to teach in addition to conducting research. Thus, the doctoral 

socialization process is varied among new teachers and some may experience greater degrees 

of culture shock than others.

The diversity in the academic backgrounds of new teachers occurs at a time when 

teachers increasingly are hired for their ability to conduct research, obtain grants, and publish, 

compared to senior faculty members having been hired to concentrate on teaching (Boice,

1992; Dunn et al., 1994). Thus, according to Boice, senior faculty members are unable to 

effectively guide new teachers because of not having had similar expectations held out for them 

and in many departments not having developed strong research programs. Senior faculty 

members may presume they understand the wants and needs of new teachers because they 

were once new teachers themselves (Boice), instead of realizing that because expectations have 

changed, the concerns of new teachers are different. Or, senior faculty members may identify 

the concerns and still not know what to do. In the current situation new faculty members learn 

to rely on each other. As well, in the present situation there is potential for conflicts to develop 

because of the variance in the work experiences of new and senior faculty members. In 

addition to the expectation of producing research, compared to senior faculty members, new 

teachers spend more time on teaching and are less involved in institutional governance and 

administrative work (Finkelstein & LaCelle-Peterson, 1992).

Further characterizations of the new faculty reveal the current new faculty to be
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increasingly comprised of women: 33% to 50% of the newly hired in most nonscientific fields 

are women (Finkelstein & LaCelle-Peterson, 1992). These rising numbers of new women 

teachers have an inadequate number of women senior faculty members to guide them, and 

consequently they need to develop cohorts of women teachers among themselves to support 

each other. The current new faculty is also characterized as being older (in comparison with 

new faculty several years ago) because of the longer time they spent achieving the doctorate 

(Finkelstein & LaCelle-Peterson). In addition, according to Finkelstein & LaCelle-Peterson, 

more than ever before new teachers are a part of dual career couples and bring family issues to 

academe. This is an instance in which senior faculty may identify with the concerns of new 

faculty, having recognized their own problems balancing family and career. However, because 

their situation with family was less likely to have occurred when they were new teachers, they 

may not know what to do for current new teachers. Career trends find a higher proportion 

(about one third and rising) of the current new faculty in non-tenure track rather than in 

probationary, tenure track positions, with a disproportionate number of these positions held by 

women (Finkelstein & LaCelle-Peterson). Another trend is for new teachers to be hired for 

part-time positions in academe (Dunn et al., 1994; Post, 1999). Longer lengths of time are 

required for increased numbers of part-time teachers to be socialized into teaching and the 

potential exists for division of faculty members along full-time and part-time lines.

Characterizing the New Faculty situates new teachers in the prevailing political, social, 

and cultural climate in academe. Teachers and administrators of graduate education need to be 

mindful of the experiences of contemporary new teachers that change over time, and to call
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Using New Teachers in the Study of Other Phenomena

Although new teachers are participants in any variety of research inquiries, I list here a 

few of the single, isolated studies reported in the literature and interweave the specific findings 

of these studies throughout this chapter. New teachers have been studied for the phenomenon 

of leaving or departing university employment (Barnhart & Bechhofer, 1995; Matier, 1990), 

for their teacher knowledge (Grossman, 1990; Lenze & Dinham, 1994), to identify what 

constitutes a collegial environment (Bode, 1996), to identify occupational role stress and 

personal strain (Lease, 1999), and to identify perceptions of novice nurse teacher competencies 

(D. C. Davis, Dearman, Schwab, & Kitchens, 1992). Typically these are comparison studies, 

that is, new teachers are compared to another group, such as experienced teachers, or a cohort 

of new teachers at a different institution. Although this approach to research situates 

phenomena in the context of being a new teacher, in focusing on one circumstance, researchers 

miss the broader contexts in which these phenomena occur and how the contexts both shape 

and are shaped by the phenomena. As a body of research, Using New Teachers in the Study o f 

Other Phenomena is wanting in giving voice to the experiences of new teachers as lived 

directly by them.

Studying New Teachers

Studying New Teachers is an area of research woven with many threads reflecting new
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teachers’ situations, concerns, and expectations. These threads are recurring topics in the 

literature and include new teachers’ experiences with isolation and with establishing practices 

of teaching and writing, their views on evaluation and tenure, and their stresses and 

satisfactions. The significance of Studying New Teachers lies in its descriptions of new college 

or university teachers (although not specifically in nursing)

One consistent thread in the study of new teachers is the isolation they experience and 

the lack of support and recognition they receive from colleagues for their teaching and 

scholarship (Boice, 1992; Finkelstein & LaCelle-Peterson, 1992; Hamilton, 1996; Latchaw, 

1993; Menges & Associates, 1999; Olsen & Sorcinelli, 1992; Sorcinelli, 1992; Whitt, 1991). 

Isolation has been found to be particularly stressful because coilegiality is a high need and an 

expectation of new faculty members (Bode, 1996; Sorcinelli; Whitt; VanderBogert, 1991). The 

least helpful or supportive colleagues for new teachers were found to be tenured faculty and 

deans, while colleagues outside the department (as well as other new teachers in the 

department) were found to be very helpful and frequently sought out partly because they will 

not be involved later in the review process (Boice; Olsen & Sorcinelli). The kind of support 

desired by new teachers (and perceived to be lacking) include being able to ask advice of the 

tenured faculty, having professional questions answered, and receiving critical review of grant 

proposals and papers, or, in summary, the intellectual stimulation that often prompts teaching 

as a career (Olsen & Sorcinelli). New teachers who receive this kind of support and feedback 

by colleagues were found more likely to remain in their first teaching positions (Barnhart & 

Bechhofer, 1995).
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Not receiving adequate feedback, recognition, or reward for teaching efforts when new 

teachers spend most of their time focusing on teaching compounds the stressful experience of 

being new and results in teaching being perceived as a task where demands overshadow 

rewards (Boice, 1992; Finkelstein & LaCelle-Peterson, 1992; Menges & Associates, 1999; 

Olsen & Sorcinelli, 1992; Sorcinelli, 1992). However, new teachers who spend less time on 

teaching and believe strongly that their institutions reward research success more than teaching 

success were found to be more likely to leave their first positions than new teachers spending 

more time on teaching (Barnhart & Bechhofer, 1995). In a study of four cohorts o f new 

teachers over eight semesters, Boice described new faculty members as teaching cautiously, if 

not defensively (over-preparing to avoid criticism) because they were concerned with negative 

reports of their teaching and the effects of such reports on the tenure process. Generally new 

teachers equated good teaching with good content, taking a “facts and principles” approach to 

lecturing (Boice), and were unlikely to pursue tangents and welcome questions in class (Olsen 

and Sorcinelli). In a survey of 45 pretenure teachers over 5 years, Olsen and Sorcinelli reported 

that new teachers became more confident and self-assured about their teaching. As a 

consequence of being more confident, new teachers were able to be more reflective and 

concerned about what they should be teaching and how to get students to think critically. Over 

time, new teachers have been found to become more concerned with students’ interests, skills, 

and abilities and to adjust their standards or the expectations they hold of students (Grossman, 

1990; Latchaw, 1993; Olsen & Sorcinelli). However, Menges and Associates (1999) found 

that except for one liberal arts college, new teachers at four other different institutions reported

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



75

increasing stress about teaching over the first three years of employment.

Overwhelmed by teaching roles and demands, most new teachers spend little time on 

the scholarly activity of writing (Boice, 1992; Menges & Associates, 1999; Olsen & Sorcinelli, 

1992; Stanley & Chism, 1991; VanderBogert, 1991). Menges and Associates found that new 

teachers allocated two-thirds of their time during their first year to teaching activities, except at 

a research university, where new teachers devoted similar amounts of time to teaching and to 

research activities. In addition, they found that new teachers believed they were allocating 

more time to teaching than their institutions expected them to, and they would have preferred 

to devote more time to scholarly work and less time to teaching. Boice asserts that the vast 

majority of new teachers engage in almost no writing for the first 2 to 4 years of employment. 

Moreover, this “unproductive” group of new teachers has a disproportionate representation of 

women and members of minority groups. However, new teachers having had some teaching 

experience in various capacities between graduate school and their current positions as new 

teachers were found to devote more time to scholarly writing because they received advice and 

support from colleagues and were more relaxed and confident about their teaching. In a study 

of mentor-mentee pairs, Boyle and Boice (1998) reported the most frequent topic of 

conversation between new teachers and their mentors related to research, publishing, and 

scholarship. However, they noted that mentors “were quick to admit deficiencies in assisting 

with either teaching or writing, primarily because they could not specify, in useful ways, how 

they had learned either set of skills” (p. 169).

The concerns of new teachers regarding their development as scholars often relate to
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the naivete of new teachers about the “ins and outs” of the department and institution.

Knowing what kind of funding is available and how to secure it, how to procure equipment, 

and how to assure ongoing research support are some examples of the know-how new 

teachers perceive they lack, and in some cases perceive as an obstacle to research productivity 

(Olsen & Sorcinelli, 1992). Due to such naivete, new teachers are often unable to identify what 

they need to know or to have during the hiring process, and only later, when it’s too late, 

recognize their need for specific research support. Consequently, new teachers who are most in 

need of many kinds of support are least likely to have it. New teacher anxiety about research 

support and proliferation of responsibilities increases as the time for tenure review approaches, 

and new teachers realize this tenure decision is rooted primarily in scholarly productivity 

(Boice, 1991; Menges & Associates, 1999).

The foregoing lack of collegiality, the inordinate amount of time and effort being 

consumed by teaching related activities, and the lack of scholarly productivity by new teachers 

generally causes them to be less satisfied overall compared with senior faculty members 

(Finkelstein & LaCelle-Peterson, 1992; Olsen & Sorcinelli, 1992) and to experience extreme 

amounts of job related stress (Boice, 1992; Hamilton, 1996; Menges & Associates, 1999; 

Olsen, 1993; Olsen & Sorcinelli; Whitt, 1991). Conflicting demands of the many requirements 

of professional life and the attempts to balance the multiple functions of teaching, research, and 

service contribute to the stress experienced by new teachers (Menges & Associates; Olsen & 

Sorcinelli; Sorcinelli, 1992; Stanley & Chism). Additionally, new teachers experience difficulty 

in trying to balance the needs of family and personal life with the requirements of professional
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life (Menges & Associates; Rice, 1996; Sorcinelli). The stress of maintaining a balancing act 

may not dissipate over time and has consequences of ill health for new teachers (Olsen & 

Sorcinelli). The small percentage of new teachers who were found to successfully attain 

balance in their lives became exemplary new teachers, being successful as teachers, writers, and 

social networkers (Boice). The one area in which new teachers have reported satisfaction 

related to their jobs was in interacting with students (Olsen; Stanley & Chism, 1991).

Over time, new teachers identify the conflict between teaching and research as they 

realize that they are not being recognized for teaching or professional service, and they believe 

teaching ought to have greater rewards, such as greater weight in tenure decisions (Boice,

1992; Olsen & Sorcinelli, 1992; Stanley & Chism, 1991). Despite being new and having years 

before the actual event, new teachers have concerns about the tenure process (Boice;

Hamilton, 1996; M. Miller, 1996; Olsen & Sorcinelli; Rice, 1996). To be successful in the 

research university, new teachers must be early and regularly informed about the requirements 

of tenure regarding research expectations and development (M. Miller, 1996), and they must 

be given a clear definition of their role in the university or college system (Olsen, 1993). In this 

way faculty socialization, which occurs most clearly when new persons enter the system, 

occurs similarly for all (Tierney & Rhoads, 1993). New teachers often learn or misinterpret 

performance expectations through minimal word-of-mouth communication (Rosch & Reich, 

1996), and consequently they are unclear about department expectations (Menges &

Associates, 1999; VanderBogert, 1991). They are expected to leam the implied procedures for 

obtaining tenure (Hamilton) because it is rare for institutions to clearly specify the criteria and
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procedures for gaining tenure.

One of the concerns of new teachers in regard to the tenure process relates to 

differences in the practices of assessing and evaluating. New teachers seek assessment of their 

teaching skills and desire feedback in order to improve their practice of teaching, yet they are 

fearful that this assessment process may have evaluation overtones. Consequently, new 

teachers are reluctant to seek out resources because of potential ramifications for gaining 

tenure (Boice, 1992; Boyle & Boice, 1998). Boice contends that new teachers should be 

safeguarded from all but private and formative assessments of their classroom teaching for the 

first year or two so they can broaden their repertoire of teaching skills (beyond a 

predominantly lecture format) without fear of criticism. Focus on assessment and not on 

evaluation may be enhanced if persons outside the new teacher’s department (for example, 

persons in faculty development) completed the assessment and feedback process.

The very demanding and profound experience of being a new college or university 

teacher is the hardest and most stressful year in the lives of most teachers (Boice, 1991). 

Teachers are “thrown to the wolves” (Hamilton, 1996) and expected to “hit the ground 

running” (Whitt, 1991) which occurs somewhat as a consequence of self-set unrealistic 

expectations. Deans and department chairs also expect that new teachers will come prepared to 

teach, advise, and do research, and to adjust quickly to their positions in the new environment 

(Whitt). The high level of anxiety about finding a job when one is a new teacher has shifted in 

contemporary academe to anxiety about surviving in the job (Menges, 1999). Scarce financial 

or emotional support, an inadequate orientation to the new position, and the need for
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continuing assistance to adjust in a new setting compound the pressure that new teachers are 

under to perform (Olsen, 1993; Sorcinelli, 1992; Stanley & Chism, 1991; Whitt). Indeed, new 

teachers’ immediate working environments (their sense of well-being and belonging) have 

more influence on faculty members leaving positions than do external forces of family and 

friends (Matier. 1990).

An approach to teaching that involves sharing limited resources and collaborating on 

projects could reduce the stress new teachers experience. However, the emphasis on individual 

scholarship in doctoral education discourages such an approach (Damrosch, 1995; Ironside, 

1997; Olsen & Sorcinelli, 1992). Indeed, the emphasis in doctoral education on “figuring 

things out on your own” while completing the dissertation reinforces this expectation for new 

college or university teachers (by both new teachers themselves and their employers) (Boice, 

1992). Boice asserts that the value the university places on autonomy is one reason new 

teachers are for the most part left by colleagues to sink or swim on their own. By swimming, 

they can take full credit for their work. Whitt (1991) reiterates this point when he suggests that 

perhaps the overall kind of experience new teachers report is precisely what is needed in order 

for faculty members to be socialized with the independence necessary for future survival and 

success in academe.

Summary

The review of literature just presented situates the study of new teachers in nursing by 

relating historical, political, social, and cultural aspects of graduate education and of being a
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new teacher. In this way the experiences of new teachers in nursing are illuminated by the 

larger lens of university wide graduate education. This review reveals that predominantly 

single, isolated, small scale studies are being conducted on teaching issues in nursing and in 

graduate education. The few exceptions to this trend that figure prominently in this study are 

the works of Boice, Boyer, N. Diekelmann, Grossman, and Shulman. Other exceptions are the 

national data sets and surveys sponsored by the federal government or professional 

organizations. Frank’s (1996) review of the literature on the utilization of master’s and 

doctoral program graduates supports the conclusions that data in nursing education research 

are obtained primarily through investigator-designed instruments and that primarily descriptive- 

correlational statistics are used to generate conclusions.

The literature indicates clearly that most nurse teachers are prepared and socialized for 

experiences in advanced nursing practice or research rather than in teaching. This focus reflects 

the situation in the wider university where graduate students are predominantly prepared and 

socialized as researchers rather than as teachers. Those pursuing graduate study do not view 

developing teaching expertise as the primary purpose of their study at the doctoral or the 

master’s level. Yet, despite the focus on research at the doctoral level in nursing graduate 

education, there is a paucity of research conducted in nursing education related topics. (For 

example, I found no studies on the lived experience of being a new teacher in nursing 

education.) The approach to learning about teaching typically is an additive approach, that is, 

adding education course work to advanced practice nursing course work or doctoral study. 

Although graduate students have some exposure to being a teaching assistant and to the
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broader research or service aspects of being a teacher, the emphasis in preparing nurse teachers 

tends to be focused on the technical skills needed to teach, not on the practical skills of 

teaching such as learning how and when to enter the teaching situation and learning the right 

level of involvement with students. New teachers often bring inadequate teaching experience 

or practica and little or misplaced anticipatory socialization from graduate school to their first 

employment situations. Consequently, new teachers experience profound stress as they have 

difficulty establishing collegiality, basic practices of teaching, and scholarly productivity.

What is yet to be explored is the meaning of the lived experiences of contemporary new 

teachers in nursing education. What are the common experiences, practices, and shared 

meanings of being a new nurse teacher? What new possibilities for preparing teachers in 

nursing are illuminated when researchers listen to contemporary new teachers and interpret 

their common experiences? This study was designed to answer these questions. Its findings 

extend understanding of the meaning of these phenomena and generate practical knowledge in 

nursing and higher education by elucidating the everyday experiences of new teachers in 

nursing education.
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Methodology and Design of the Study
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This chapter, divided into seven sections, describes the overall framework and research 

methodology guiding the design of this study. First, I describe the study of new teachers in 

nursing education, link it to the preparation of teachers of nursing, and say why this issue is 

best explored utilizing an interpretive phenomenological approach.10 Second, I situate 

interpretive phenomenology within a philosophy of science, highlighting the factors that have 

shaped the development of this particular approach to research. Next, I explicate hermeneutics 

and the philosophical underpinnings of interpretive phenomenology, specifically Heideggerian 

hermeneutic phenomenology. In the last three sections I present the participants, procedures of 

data collection, and hermeneutic method of analysis. In these last sections I describe how I

,0A variety of terms are used in the nursing literature describing this approach to inquiry 
influenced by the philosophical writings of Martin Heidegger, including Heideggerian 
phenomenology (Benner, 1985; N. Diekelmann, 1993a; Leonard, 1994; Rather, 1992, 1994), 
hermeneutic(al) phenomenology (Annells, 1996; Benner et al., 1996; Chesla, 1995; MacLeod, 
1995, 1996; Plager, 1994; Walters, 1996), philosophical hermeneutics (Draper, 1996; Koch,
1994, 1996), interpretive phenomenology (Benner, 1994b; Benner, Hooper-Kyriakidis, & 
Stannard, 1999; Chesla, 1996; Darbyshire, 1994; Tanner, 1993), Heideggerian hermeneutics (N. 
Diekelmann, 1992; Kondora, 1993) and Heideggerian hermeneutic phenomenology (N. 
Diekelmann & Ironside, 1998; Moloney, 1995; Walters, 1995a). Patricia Benner, who introduced 
this research methodology to nursing (1984) and who has been a forerunner in its implementation, 
has shifted from saying “Heideggerian hermeneutics” to saying “interpretive phenomenology.” 
This shift signifies Benner’s evolving understanding in the process of inquiry. Although the terms 
“hermeneutics” and “phenomenology” are at times used interchangeably between researchers in 
the literature, they do not necessarily refer to the same philosophical issues (Koch, 1995). The 
philosophic framework and underlying assumptions of my study begin with Heidegger, however, I 
choose to say “interpretive phenomenology” when specifying my methodology because I do not 
want to limit my work to Heidegger. By saying “interpretive phenomenology” I keep open to the 
evolving understandings of contemporary philosophers.
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collected and analyzed data for this dissertation and I recount how data from a pilot study 

influenced this dissertation research.

Problem Statement

The review of literature has shown that new teachers in nursing education have not 

been adequately studied from the perspective of their lived experiences. Thus, it is unclear both 

how they understand their experience of being new and what is meaningful to them about their 

experience. As well, the profession has little information about what is and what is not helpful 

in preparing future members of the nursing faculty. The purpose of this study, therefore, is to 

explore the lived experiences of contemporary new teachers in nursing education to illuminate 

their common practices and shared meanings and to uncover new possibilities for preparing for 

the practice of teaching in nursing education.

I engage in interpretive phenomenology to explore the experience and the meaning of 

being a contemporary new teacher in nursing. Interpretive phenomenology is particularly useful 

because it presents an alternative to the traditional scientific approach to inquiry. Whereas 

science typically attempts to exclude or isolate the complex, rich sets of relationships that 

comprise experience, this interpretive approach explores how humans relate to their worlds 

and gives scholars a way to probe what has meaning in human experience. In addition, science, 

because of its dedication to objectivity, replication, and generalizability, commits to 

explanation and prediction that tends to close down rather than to open multiple paths of 

understanding (Allen, Benner, & N. Diekelmann, 1986; Benner, 1994a). Interpretive
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phenomenology is able to focus on exploring and understanding the meaning of human 

experience because it does not attempt to provide an “answer” or a “correct way” as science 

does. Rather, in the ongoing interpretation and reinterpretation of human experiences, this 

approach to inquiry generates questions, and in so doing explores new possibilities for 

understanding ways of being human.

Philosophy of Science 

By providing an alternative to the methods and explanations of science and thus 

extending thought about how we know what we know, interpretive phenomenology becomes 

part of a larger movement in Western thought in which interpretation constitutes the approach 

to inquiry. This “interpretive turn” began with Edmund Husserl (1859-1938) as a re-thinking, 

re-reading, and re-critiquing of the “metaphysics” (the optimistic view that reason can control 

life) of the modem epoch (N. Diekelmann & J. Diekelmann, 1999). As part of the interpretive 

turn Western thought was taking, Martin Heidegger (1889-1976) drew on the writings of the 

early Greeks and radically redefined the approach to inquiry that had dominated thinking since 

Plato. According to Heidegger, we can understand the world not only through generating 

knowledge, but through thinking about shared experiences, social practices, and common 

meanings. Heidegger stirred the postmodern interest in alternative approaches to knowing and 

being in the world, leading to such approaches as hermeneutics, phenomenology, critical social 

theory, and feminist theory.

Heidegger emerged as part of the movement that deviated from the fundamental
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grounding of Western philosophical thought in science and in the metaphysical distinctions 

between Platonian and Aristotelian thinking which have evolved to contemporary idealism and 

realism. The threads of idealism and realism can be traced through evolving metaphysical 

epochs or schools of philosophy, as explanations for the world (nature) shift from early Greek 

cosmocentric thinking (that nature upwells) to medieval theocentric thinking (that God creates 

nature out of nothing for humans) to modem anthropocentric thinking (that nature is subject to 

human will) (J. Diekelmann, 1995). Heidegger, funneling previous philosophical thought, 

rejected this binary system of thought arising from Plato and Aristotle and pursued a new path 

to thinking. Heidegger ultimately sought to reveal the “forgottenness” of being (ontology) that 

occurs in Plato’s and Aristotle’s privileging one way of being (that of getting the correct view 

of things—epistemology). I present this section in terms of Heidegger’s responses to these two 

poles of thought and his response to science.

Plato’s (427-348 B.C.) explanation of the world established what has come to be a 

basis of Western philosophy. According to Plato, it was through “Forms,” enduring presences 

or “ideas” external to the self (Hunnex, 1986) that the educated, enlightened, purified soul 

attained reality and understood the world (Gutherie, 1960). Plato posited that everything in the 

world was ordered by how we think, that is, by the enduring presence of the Forms. The “real” 

world was one of Forms and was available only to the intellect (not to the senses), and then 

only through rigorous training (Honderich, 1995). Plato’s thinking that real understanding was 

achieved by turning away from the sense world and contemplating nonphysical objects of 

thought, that is, that all entities are subsumed under “ideas,” is the root of contemporary
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idealism. His thinking also established the primacy of theoretical knowing over the early Greek 

approach of a more practical knowing in which that which appears was described.

Aristotle (384-322 B.C.) shifted from thinking about ideas as the way to understand the 

world to thinking about substances as the way to understand it (Hunnex, 1986) and effectively 

established the other pole in Western philosophical thinking. Aristotle used common sense and 

the science of observation (Gutherie, 1960) in the attempt to determine the common features 

of all real things (Brehier, 1963). For Aristotle, thought was in sense perception, that is, it 

turned toward sensible things in order to know what was of essence, rather than being reached 

through Plato’s approach of reaching beyond sensible things. For Aristotle, distinctions 

between matter and form were made only in thought, not in fact; indeed, forms were not 

separate entities but embedded in things (D. Palmer, 1994). In adopting the notion that 

everything in the world was ordered and knowable by human understanding of concrete 

entities (what we see), Aristotle laid the foundation for contemporary realism.

Heidegger, seeking an alternative “explanation” for how we know what we know, 

returned to the writings of the early Greeks to reveal what was covered over by Plato’s initial 

thinking and Aristotle’s challenge and extension of this thought. The early Greek explanation 

of the world was a cosmocentric one: the world was simply that which revealed itself as itself; 

it arose; and time simply occurred (J. Diekelmann, 1995). According to Heidegger, Plato’s 

thinking that ideas occurred (as well as Aristotle’s thought that things occurred) covered over 

the earlier thinking that being occurred. Thus, Heidegger ultimately sought to illuminate being 

(ontology) as it was before Plato’s and Aristotle’s privileging of knowing (epistemology).
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According to Heidegger, the modern approach to science upheld Plato’s original 

establishment of epistemology over ontology. The advent of the modern epoch in which 

idealism and realism came to fruition in the human quest for certainty through science was 

marked by the philosopher Descartes (1595-1650). Descartes cemented the dualistic approach 

of Western thought by positing that reality was both mind (subjective inner world) and matter 

(objective physical world) (Hunnex, 1986). In the modem epoch, the rise of science brought 

interest in ascertaining true knowledge from what was apparent. Descartes, aiming to build a 

system of objective, empirical knowledge, established thought as its foundation, its base of 

certain knowledge: “I think, therefore I am” (cogito ergo sum). The mind, through self- 

examination, was more certain than matter, and one’s essential nature was non-material, that 

is, one infers existence from the fact of thought. Knowledge of external things was by the 

mind, not the senses. Descartes, in his regard of thoughts as the primary empiric certainties, 

had profound effects on subsequent philosophers’ search for the foundations of knowledge.

His legacies include the idea of truth as corresponding to a representation of reality, and the 

mind-body or subject-object split (the relationship between the physical world objectively 

described by science and the inner world of thought). In the modem epoch, the resolution of 

the subject-object split is an exercise of human will (J. Diekelmann, 1995), which is critiqued 

by Heidegger.

The anthropocentric thinking that characterized the modem epoch following Descartes 

generated metaphysics, the optimism that reason could control life through the constant 

exercise of power (J. Diekelmann, 1997). Thinking was dualistic in nature, as the scientific
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search for solutions to problems generated a right-or-wrong, either-or approach to the world. 

In this climate, the two views of idealism (which reduces matter to mental constructs) and 

realism (which reduces mind to matter) flourished because they offered explanations for 

meaning and existence in the world through divergent, yet certain, answers. These 

philosophical traditions have arisen varyingly through the empiricism of Hume, Hobbes, and 

Locke, and the rational idealism of Kant, Hegel, and Freud (Hunnex, 1986). The path of 

explaining the world as human centered culminated in Nietzsche’s (1844-1900) interpretation 

of man being consumed by the will to power. Heidegger (1977) asserted that this path only 

leads to a will to will and it marks the end of metaphysics and the modem epoch.

Within this mix of scientific explanations of the world, Edmund Husserl (1859-1938) 

turned to “the things themselves,” that is, the lived world of experience, to explain the world as 

we know it. In so doing he became the founder of phenomenology and originated what is 

called “the interpretive turn” from science and the commitment to theory, and initiated a 

rethinking of metaphysics (N. Diekelmann, N999 course notes, 1996). Husserl sought to 

develop a method that described both the structure and content of the mind. For Husserl, the 

mind was directed toward objects with an intentionality or referentiality that distinguishes 

consciousness from everything else, such that our minds can’t simply be aware; we are always 

aware o f something or concerned about something (Koch, 1995; D. Palmer, 1994). The need 

is to distinguish between these intended objects of consciousness, or phenomena, and actual 

experiences. Descriptions of phenomena are undertaken through a method of 

phenomenological reduction whereby the experience of looking at phenomena is “bracketed”
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so that all assumptions and preconceptions about phenomena are suspended from description. 

In this way, phenomena are presented to the consciousness as essences, and the essential 

features common to all acts of sense-perception are revealed. Essences are absolute, 

unchanging, universal entities (Walters, 1995b). To describe phenomena as they thus appear is 

an attempt to get behind the content of the lived world; hence, phenomenology “is the 

descriptive analysis of essences in general” (Honderich, 1995, p. 383).

Husserl, although holding the idealist view that objects are constituted by 

consciousness, reflected an empiricist conception of knowledge in emphasizing the observation 

of experience and the description of essences. Furthermore, he maintained an objectivity 

against the self-interest of the observer by bracketing belief in the reality of the natural world 

(Koch, 1995). Husserl’s attempt to answer the question of how we know what we know, and 

his seeking to generate theory from phenomena itself, or from the ground up, commits him to 

epistemology. However, in seeking to underpin facts with primary descriptions of essences as 

presented from the lived world, and so establishing the lived world as the foundation for all 

other worlds, Husserl recognized the primacy of the practical world to the theoretical world. 

This notion had been concealed since Plato’s original assertion that the mind contemplates 

“ideas” about the world.

Martin Heidegger (1889-1976), a student of Husserl’s, took up Husserl’s concern with 

phenomenology but shifted from a fundamentally epistemological concern based on Cartesian 

duality to one of ontology. Rather than asking how we come to know, Heidegger, drawing on 

Greek thinking before Plato, reframed the question to one of how we come to be. Using
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phenomenology, Heidegger sought to explicate the nature of being as it is manifested in 

typical, everyday human activity. Heidegger’s philosophical project was committed to 

understanding the meaning and disclosure of being within human experience and concern, and 

revealing how temporality makes possible the understanding of being, the meaning of which 

ultimately lies in the finitude of existence. For Heidegger, the understanding of being is the 

power to grasp one’s own possibilities for being; thus it has a “projective” character (Sheehan, 

1999). That is, to live out (to actualize) one’s possibilities is to project oneself, to go forward, 

just as one is drawn forth by one’s own possibilities (Sheehan, 1997b). According to Sheehan 

(1999), in this way human beings at the same time live out their possibilities as they live in 

possibility; there is always something present and something coming. It is when we synthesize 

these, or pull together “what I am” and “what I can be” (the very act of becoming oneself) that 

we make meaning. For Heidegger, this movement of actualizing possibilities is temporality: an 

intrinsic, existential movement that characterizes human beings (Sheehan, 1997b). To be 

human is to move between the possibility and the actuality, for the final synthesis of the two is 

mortality, finitude. Thus, for Heidegger, existence is to stand out into possibilities (Sheehan, 

1997b).

Heidegger used the word “Dasein” (“there-being,” emphasizing the contextuaiity or 

situatedness of human existence, and the temporal structure of human nature) to reference 

human existence, generally or individually (Sheehan, 1997a; Walters, 1995b). Heidegger 

(1927/1962) contended that humans exist, whereas things are. Traditionally we talk about 

things that are, mere presence, rather than the “isness” of things. Heidegger believed that the
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“isness” of things is the meaningful involvement of things within the realm of our practical 

concerns (Sheehan, 1997a). Because it is only for human beings that the question of “being” is 

raised, that “being” is of concern, and that “being” is distinguishable from mere presence, 

human beings have an ontological difference (Heidegger, 1927/1962). According to 

Heidegger, Dasein, understood ontologically, is “care.” In other words, care is a way of 

describing Dasein possibilizing itself (Sheehan, 1997b).

Heidegger (1927/1962) asserted that the essential state of Dasein (the sense of how 

humans are in relation to other entities) is “Being-in-the-world,” a unitary phenomenon of 

Dasein itself being constituted by its relationship to the world. Dasein is only in relationship to 

something outside itself, similar to the concept of brother having meaning in relation to a 

sibling, for example, or a rook in relation to the other pieces in a chess game. Dasein is not a 

being in a world, rather Dasein is absorbed in that which is familiar in a particular way, through 

directed concerns. Thus, Dasein’s primary way of Being-in-the-world is one of concern; our 

relationship to the world is one of concern (with using things), not one of subject knowing 

object where awareness and consciousness play a part in how humans relate to things.11

In this concernful, practical engagement with the world, entities are disclosed to 

Dasein. That is to say, humans understand the significance of entities by engaging with them, 

by interpreting them in terms of their use (Benner & Wrubel, 1989; Sheehan, 1997a). Our 

awareness of this significance is not articulated in any way; rather it is simply what we do, how

“Traditionally, philosophers conceive the link between mind and world as one of knowing, 
which leads them to overlook what human “being” is and other possibilities of relating to the 
world.
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humans are. We are how we interpret ourselves in our practices (Koch, 1995). Heidegger 

called this awareness “hermeneutical understanding”: the revealing of the structure of Being-in- 

the-world through interpretation of human’s engagement with entities (Benner & Wrubel; 

Dreyfus, 1991; Sheehan). Thus, humans are fundamentally hermeneutic (self-interpreting) in 

their being. Saying that humans interpret experiences to achieve understanding is not to say 

that we first interpret and then understand, but rather to convey that interpretation is 

constitutive of understanding. For Heidegger, “understanding” is not a way of knowing, but a 

mode of being, fundamental to Being-in-the-world (Koch). According to Koch, “the real 

question is not what way ‘being’ can be understood but in what way understanding is ‘being’” 

(p. 831).

Furthermore, it is the disclosure of the world to and by Dasein that Heidegger held 

forth as truth (from the Greek word aletheia, or unveiling). In other words, Dasein is the 

openness in which meaning occurs or is disclosed (Sheehan, 1997b). This notion of truth 

contrasts with traditional views of truth as the correspondence between a judgment or an 

assertion and the state of affairs (Grondin, 1990; Sheehan, 1997a).

Heidegger (1927/1962) contended that humans’ typical involvement in the world is of a 

practical nature, which he calls “ready-to-hand.” In our engagement with the world, “the 

ready-to-hand is always understood in terms of a totality of involvements” (Heidegger, p. 191), 

which becomes a background for interpreting experience. In our practical, everyday 

involvement in the world, things come to us in a ready-to-hand mode; things are used and 

activities are engaged in an “already, always understanding and interpretation.” This means that
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because of our continuous involvement in the world, we bring to our projects an understanding 

of the worlds in which we are involved so that we can be engaged without contemplation of 

the properties of the things being used. The focus is on the work to be done, and not, for 

example, on the hammer used in doing the work. Nothing would show up as a hammer if we 

didn’t already have a world of rich, complex relationships about it (such as, I use this hammer 

“in order to” pound nails, or I pound nails “for the sake of’ building a house). This complex of 

relationships forms a “referential totality” in which we join things by hammering. Thus, the 

ready-to-hand mode signifies the way humans encounter things, not a specific characteristic 

given to things.

However, when we take a theoretical or contemplative approach, we decontextualize, 

disengage ourselves from the practical world of activity, and discount our practical 

understanding of the world. When this happens, Heidegger (1927/1962) contended that things 

become present-at-hand. In traditional ways of thinking, things come to us as present-at-hand, 

and ready-to-hand is explained as a subjective coloring of present-at-hand (Weberman, 

Philosophy 465: Recent philosophy: Heidegger course notes, 1995). On the other hand, 

Heidegger believed that humans make sense of their worlds from within their existence, not 

while detached from it (Annells, 1996). All cognitive attempts at knowledge development are 

mere expressions of interpretation, as all experience is shaped by interpretation of the world 

(Polkinghome, 1983). Furthermore, since all interpretation is grounded in understanding, 

Heidegger claimed that assertion (the present-at-hand mode) is a derivative mode of 

interpretation. By referring to the present-at-hand as a deficient mode o f being, Heidegger
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privileged the practical, everyday “knowing” (tacit understanding) of human concerns to 

theoretical knowing. Heidegger called into question the assumption that human activity can be 

universally explained in terms of theory (Ironside, 1997).

Heidegger set out to articulate the structure of Dasein in his most renowned work, 

Being and Time (Sein und Zeit. 1927). The goal of Heidegger’s philosophical project was the 

overcoming of the “forgottenness” of the disclosure of being. Heidegger sought what makes 

possible the revealing of being, what grants being. He pursued the “possibilizing source,” the 

“what one is that lets one do” (Sheehan, 1997b). For philosophy, Heidegger called this the 

“overcoming of metaphysics.” Heidegger (in press) contended that ultimately metaphysics 

began with Plato, who in expressing the being of entities as “ideas,” privileged a certain way of 

being, that of getting a correct view of things. Heidegger asserted that metaphysics culminates 

in the modem epoch of technology and nihilism, where the significance of entities lies in their 

universal exploitation. However, coming to realize that the attempt to overcome metaphysics is 

a kind of metaphysics, Heidegger began to explore the practice of thinking and turned to the 

poets in their alternative expressions of thought. Heidegger saw mystery, located particularly in 

language and art, as holding possibilities for recollecting the disclosure of being.

Although not “overcoming” metaphysics in his own sense, Heidegger provided us with 

profound alternatives to traditional thinking about knowing and being in the world. I now 

describe the particular “sciences” that situate his work. These are hermeneutics—the science of 

interpretation, and phenomenology—the method of going to the things themselves, to 

experience, to let things be revealed and understood.
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Hermeneutics

Hermeneutics has been traditionally thought of as the interpretation of texts, historically 

in the fields of theology and law, more recently in literature and philosophy, and currently in 

the human and social sciences where the meaning of human experiences is sought by scholars 

in these disciplines. With this growing influence in diverse fields, hermeneutics has undergone 

an evolution from a methodological science of text interpretation which sought the objective 

restoration of past meanings to a philosophy of human “being,” a philosophy wherein 

interpretation is constitutive of meaning and understanding in human experience. I trace this 

historical evolution of hermeneutics and then explore some pertinent issues.

The word hermeneutics is derived from the name of Hermes, the Greek messenger god 

who made the unintelligible confabulations of the gods understood to humans through 

language and writing. Hermeneutics therefore is the field of study involved in human 

understanding through communication (R. Palmer, 1969). According to R. Palmer, there are 

three dimensions to the meaning of the word hermeneutics: that of saying or expressing, that of 

explaining, and that of translating. These dimensions encompass the way of communicating, 

the awareness of the context and significance of communication, and the elucidation of the 

meaning of communication. Hermeneutics as a field of study attempts to elucidate two 

dimensions of understanding: what comprises the event of understanding a text and what 

understanding is in it’s most foundational sense (R. Palmer). R. Palmer contended that in its 

evolution, hermeneutics remains a study of understanding; however, understanding is 

differently understood.
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Friedrich Schleiermacher (1768-1834) and Wilhelm Dilthey (1833-1911) are 

considered the founders of modem hermeneutics as a science or an art of understanding.

Within Schleiermacher’s work, hermeneutics moves beyond its use within specific disciplines 

and is considered to provide a general understanding, as “an instrument for overcoming or 

preventing misunderstanding” (Crusius, 1991, p. 5). Dilthey’s work more specifically 

represents hermeneutics as particularly suited to the human studies and to the intrinsically 

historical structure of understanding. Both scholars sought a scientific hermeneutics-a 

methodological discipline to obtain a reconstruction or reexperiencing of the author’s 

experience; a method to “create” understanding (R. Palmer, 1969). In such theories, 

interpretation is synonymous with the analysis of text as object, reflecting a realist perspective. 

Phenomenology, however, offers a critique of this realist approach to interpretation, and in 

Heidegger’s philosophy, hermeneutics becomes ontology rather than methodology.

The evolution of scientific hermeneutics (with a concern in epistemological grounding) 

to a hermeneutics that is “about the conversation that we are” (Crusius, 1991, p. 8) (expressing 

an ontological grounding) occurred with Heidegger. In Heidegger’s work, hermeneutics is 

uncovered as the mode of human existence, as Heidegger shows that humans are self

interpreting in their being. The assumption is that there is nothing which M s outside of 

interpretation for Dasein (Crusius). Heidegger (1927/1962) contended that everyday 

interpretation of experience is grounded in a “forestructure of understanding” that is shaped by 

culture, language, and other social practices. This forestructure of understanding is comprised 

of a “fore-having,” a practical familiarity we have in advance of interpretation; a “fore-sight,” a
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point of view, or definite way we see something can be interpreted, such as looking/or 

something and seeing as something; and a “fore-conception,” or a grasping in advance, an 

anticipating. Since the forestructure of understanding constitutes interpretation, there is in 

interpretation an assumption of the “taken for granted.” The forestructure signifies that the 

grasping of entities is always done against a background of presuppositions, and therefore the 

world is never apprehended “objectively.” Heidegger’s approach to interpretation thus differs 

from Husserl’s approach of bracketing all preconceived notions and assumptions from the 

interpretation of experience.

Following Heidegger, in the hands of Hans-Georg Gadamer (1900-) the art and 

science of interpretation has become philosophical hermeneutics, which is predominated by 

three notions: the “fusion of horizons” (Gadamer, 1960/1989), dialogue, and the linguisticity of 

understanding (R. Palmer, 1969). The fusion of horizons is what occurs when the interpreter’s 

already held understandings (that shape what is seen and understood) are brought together 

with those of the text. Meaning lies in the “between”; it is in the dialogue of the participants, 

not solely in one or the other, nor is it given by the subject to the object. It is this fusion of 

horizons (of the interpreter and the text) which is the aim of hermeneutical inquiry (Annells, 

1996). For Gadamer, hermeneutics becomes “an encounter with Being through language” (R. 

Palmer, p. 42). According to R. Palmer, Gadamer asserts the linguistic character of human 

being and explores language’s relationship to human being, understanding, and history.

In the postmodern epoch, one path to hermeneutics is critical hermeneutics, or a 

hermeneutics of suspicion, wherein a deconstructive questioning occurs in the attempt to get
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behind the social, economic, power, and linguistic conditions that comprise and are accepted as 

tradition. This seeking is a going-behind-interpretation to reflect on the process of 

interpretation itself (Thompson, 1990). The critique offered by critical hermeneutics challenges 

interpreters to “go beyond their context-dependent understandings of a situation and leave 

behind meanings that are accepted because of uncritically internalizing the authority of 

tradition” (Thompson, p. 261). However, in a rigorous approach to interpretive 

phenomenology it is difficult to identify a “separate” critical hermeneutics because a rigorous 

approach is one in which the researcher identifies his or her position in the study (Allen, 1995), 

recognizes how this personal lens of understanding is socially constructed, and consistently 

holds the interpretation open and problematic. Essentially, a critical hermeneutics is part of the 

interpretative process. Furthermore, a “separate” critical hermeneutics seeks only to 

deconstruct; whereas the continuous generation of questions through Heideggerian 

hermeneutics (such as, “So what?”) keeps open the possibility of a constructive project.

Another issue to consider in a review of hermeneutics is the notion of the “hermeneutic 

circle of understanding.” For Schleiermacher, who first introduced this notion, the circle 

represents the reciprocal movement between the parts and the whole of an experience, or text, 

wherein knowledge and understanding deepen with each reading.12 For example, in reading a 

sentence, the individual words give a sense of the meaning of the whole sentence while at the 

same time the whole sentence gives definition to the word parts. The more one moves back 

and forth between the words and the complete sentence, the greater the depth of understanding

I2R. Palmer (1969) suggested that a better metaphor is a spiral because it better represents 
the evolving understanding obtained through revisiting the text.
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and the meaning obtained. Dilthey extended Schleiermacher’s conception of the circle in 

positing that this reciprocal understanding also happens between the parts and the whole of the 

reader’s life, also noting that meaning and meaningfiilness are historical, situated in a particular 

context. According to Dilthey, we always understand by reference to our experience.

Finally, Heidegger further extended the notion of the hermeneutic circle of 

understanding by emphasizing the ontological nature of understanding—that which we have 

“always already understood.” For example, my experiences as a teacher and as a new teaching 

assistant have granted me practical familiarity with “being new” in teaching (fore-having), a 

particular perspective from which to approach interpretation (fore-sight), and an expectation of 

what new teachers “look like” in nursing education (fore-conception). My forestructure of 

understanding allows me to see a new teacher as a new teacher: I couldn’t interpret a new 

teacher as such unless I already knew what being a new teacher was. The statement “we could 

not understand something unless we already understood it” reveals the circularity of 

understanding hermeneutically. Our understanding operates within a set of already interpreted 

relationships (N. Diekelmann, Nursing 999 course notes, 1997). For Heidegger, the 

forestructure of understanding constitutes interpretation while interpretation constitutes 

understanding.

Hermeneutics is sometimes criticized by those working outside this tradition as 

threatening the integrity of objective, historical knowledge because it denies a means of 

identifying “valid” interpretations. However, the emphasis by hermeneutic researchers on the 

historical situatedness of the event of understanding in interpretation effectively limits any
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claim to objective, certain knowledge and objective validity. That is, hermeneutics never 

proposes to produce objective historical knowledge in the first place; thus, this criticism is 

misplaced (R. Palmer, 1969). A related criticism is that without objectivity to provide some 

validity in interpretation, and considering the multiplicity of meanings in interpretation, 

hermeneutics is suspect as relativism (Grondin, 1990; R. Palmer). In response to this, the 

question of what constitutes objectivity must be entertained, for there is room for a kind of 

objectivity in hermeneutics. One can argue that making the forestructure of preconceptions and 

understandings explicit is done in the name of objectivity, for the study becomes even more 

“objective” than a traditional research study in which the researcher’s prejudices remain 

hidden. According to Grondin, “Making evident the prejudices that orient understanding is not 

destined to destroy objectivity, but to make it possible” (p. 54). Grondin asserted that concepts 

like relativity, validity, and objectivity belong to metaphysics and the desire for control and 

certainty. Relativity fades, however, in the presence of context that gives meaning; context 

makes the things that stand out for us show up and have meaning. Furthermore, Grondin 

contended that relativity, based on an absolutist point of view, is without object in 

hermeneutics because there is no absolute truth unless we live eternally. Thus, relativity has no 

place in a postmetaphysical philosophy such as hermeneutics because the metaphysical move to 

the atemporal in the attempt to control time is overcome, and finitude is established.

Heidegyerian Interpretive Phenomenology 

Heidegger (1927/1962) used phenomenology as a method to get “to the things
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themselves” (p. 50). That is, phenomenology for Heidegger signified the how of his 

philosophical research, not the what of the objects of the research as subject matter. Heidegger 

etymologically interpreted the two aspects of the word phenomenology, phenomenon and 

logos, and arrived at the meaning of phenomenology: “To let that which shows itself be seen 

from itself in the very way in which it shows itself from itself’ (p. 58). In other words, 

phenomenology is the practice of attending to things as they are presented, not putting our 

inferences and our interpretations on them and not distrusting the ways they are presented. As 

R. Palmer (1969) noted, “To let a thing appear as what it is becomes a matter of learning to 

allow it to do so... it is not we who point to things; rather, things show themselves to us” (p. 

128). Thus, the how of this research process is revealed: objects are grasped in such a way that 

everything about them is exhibited and demonstrated directly.

According to Heidegger, phenomenology is “to let us see” the Being of entities that has 

been forgotten and covered over in our epistemological quests. Phenomenological truth is the 

disclosedness of being. According to Heidegger,

Phenomenology is our way of access to what is to be the theme of ontology, 

and it is our way of giving it demonstrative precision. Only as phenomenology, 

is ontology possible (1927/1962, p. 59-60).

“Being” has a historically formed understanding of what being is through experience 

encountering phenomena; thus, being can be approached through an analysis of how appearing
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occurs (R. Palmer, 1969). Ontology turns to the processes of understanding and interpretation 

through which things appear; thus, it becomes phenomenology (R. Palmer). For Heidegger, 

ontology and phenomenology are not two discrete philosophical disciplines; rather, “these 

terms characterize philosophy itself with regard to its object and its way of treating that object”

(p. 62).

Ontology, as a phenomenology (direct showing) of being, becomes a hermeneutic 

(interpretation) of existence (R. Palmer, 1969). As such it is not an interpretation of an 

interpretation, but a primary laying open of the hidden, a direct interpretation of the thing 

itself—the being of Dasein (R. Palmer). Hermeneutics, as the primary announcing structure 

through which the nature of being is made known to Dasein, thus sets forth the possibilities of 

being (R. Palmer). Hermeneutics reveals the meaning of the phenomenological description of 

being, and that is revealed as the self-interpreting nature of Dasein. Thus, both Heidegger’s 

method and content are hermeneutic. However, Heidegger noted that hermeneutics as a 

methodology is only the derivative sense of it. He never intended to develop a research method 

to be “applied” in the human sciences. Researchers who use hermeneutics in this sense, 

detached from the primary ontology of understanding and interpretation, are not well grounded 

in the philosophy of Heidegger, or perhaps, interpret him differently.

Researchers undertaking inquiry from a Heideggerian perspective, then, do not aim to 

explain or predict phenomena in the world but, rather, aim to understand the meaning of the 

experiences and practices of being human and to uncover the possibilities of existence. A 

project arising from Heideggerian hermeneutic phenomenology is concerned with interpreting
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meaning in everyday experience within a particular context or culture rather than creating 

theory in a decontextualized, objective framework to explain or predict.13 Thus, this approach 

is well suited for research in the life sciences generally and my study exploring the practices of 

new teachers in nursing particularly. In my interpretive phenomenological study, I am not 

identifying criteria or characteristics that will predict which new teachers will thrive as teachers 

in nursing, for example, nor am I identifying the relationship between teacher preparation 

activity and the experiences of new teachers. I am describing the common lived experiences of 

new teachers in nursing education and identifying shared practices to preserve, extend, or 

abolish.

Study Participants

Seventeen teachers with 2 or fewer current years of experience teaching in nursing 

participated in this study.141 set no specifications as to demographic characteristics (other than

l3Heideggerian hermeneutic phenomenology is sometimes called interpretive 
phenomenology, but is not to be confused with Husserlian phenomenology. The Heideggerian 
approach to inquiry is based on an ontological/existential view of the person, whereas Husserlian 
phenomenology is based on an epistemological view of the person rooted in Cartesian duality 
(Koch, 1995). Although a researcher using a Heideggerian approach will attempt to interpret the 
meaning of phenomena within a particular context, a researcher using Husserlian phenomenology 
will attempt to describe phenomena as they are seen through consciousness. In addition, in a 
Heideggerian approach the researcher makes explicit the forestructure of understanding because it 
brings meaning to interpretation, whereas in Husserlian phenomenology the researcher brackets or 
sets aside preconceived notions and understandings of the phenomena (the forestructure of 
understanding).

t4This group includes four participants who were interviewed during a pilot study. In the 
pilot study, I interviewed six nurse teachers about their experiences of “being new.” This means 
that there were two teachers in the pilot study who had more than two years of experience as 
teachers in nursing who were not included as participants in the dissertation research. I also

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



104

years of experience teaching in nursing) in order to obtain a rich and varied data set. The 

participant mix of eight master’s prepared, six doctoral prepared, and three in progress with 

doctoral preparation teachers who are teaching in associate degree, baccalaureate degree, and 

master’s degree programs in nursing reflects contemporary nursing education. I recruited 

participants from national and state professional nursing meetings or conferences, by referral 

from colleagues or participants themselves, and by self-referral. I initially contacted potential 

participants by telephone, told them about the study, and asked if they would be interested in 

participating. I then sent a follow-up letter in order to provide a written explanation of the 

study (Appendix A) as well as a consent form (Appendix B) to all persons expressing interest 

in the study. After I received informed consent for participation in the study via signed consent 

forms, I interviewed participants. As stated in the consent form, participants could withdraw 

from the study or refuse permission for the use of their interview text at any time. Although all 

participants consented to be re-interviewed during data analysis should I have needed 

clarification on the interview texts or my interpretations of them, I did not find a need to re- 

interview any of the participants. As a subset of a larger study, “Narrative Pedagogy and 

Nursing at the Threshold of the 21st Century” (N. Diekelmann, 1995a), this dissertation 

research was approved for human subjects research at the University of Wisconsin - Madison.

Data Collection

I conducted unstructured audio taped interviews either by telephone or in person,

conducted one group interview that was not used in the dissertation research because the 
difficulty in individual voice recognition made the tape difficult to transcribe.
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asking participants to “Tell me a story of an experience that stands out for you because it 

reminds you of what it means to be a new teacher in nursing.” This question was intended to 

begin a conversation about the experiences of being new that had meaning for these teachers. 

As the interview progressed, I used prompts such as “Can you give me a for instance?”, “Tell 

me more about. . . ”. or “What does this mean for you?” to extend the participant narrative. 

Each interview was conducted at an agreed upon time and place and lasted up to 90 minutes. I 

terminated the interview when the participant indicated there was nothing more to share, or 

when an agreed upon time limit had elapsed.

The audio taped interviews were transcribed verbatim and anonymously numbered by 

an experienced interpretive research transcriptionist. I checked the transcribed texts against the 

audio tapes and corrected them as necessary for accuracy. I replaced all identifying 

information, such as names of persons or places, by pseudonyms to preserve text integrity. The 

data for this study consists of the transcribed interview texts.

No observational data of new teachers in nursing education were gathered. However, 

because I continued to teach, I had the opportunity to observe and to work side by side with 

new nurse teachers as the study progressed, which kept me immersed in the culture of new 

teachers. As noted in Chapter 1, because I am an experienced teacher and have worked with 

new teachers, and have myself had recent experiences with “being new,” the culture and 

language of new teachers in nursing education is familiar to me.
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Data Analysis

The participant narratives were analyzed hermeneutically using the interpretive 

phenomenology of Heidegger as the philosophical background. This analysis revealed the 

common experiences and shared practices and meanings of the experience of being a new 

teacher in nursing. The data analysis in part was completed by a research team of six, including 

myself as the principal investigator, a nursing doctoral teacher experienced in Heideggerian 

hermeneutic research, three doctoral and master’s students, and an experienced nursing faculty 

member. I conducted the primary ongoing data analysis, seeking clarification and agreement in 

the analysis through regular input from the research team. Over the course of the study, the 

actual student members of the research team have changed from those who completed the 

initial pilot data analysis, but master’s and doctoral students have consistently been a part of 

the team.

The actual hermeneutic approach to text analysis is best or perhaps cm  only be 

experienced. Attempting to provide a written description of how this analysis was done gives 

this approach a linearity that belies the complex, fluid, interwoven nature of the experience (N. 

Diekelmann & Ironside, 1998). Nonetheless, a reflective account of the hermeneutic method 

reveals an attention to rigor as well as the circular, reflexive engagement of the researcher in 

the process. I communicate an explication of this approach to scholarship not to provide the 

wider community with isolated, mechanistic steps but to offer a helpful, practical approach to 

“animate inventiveness and stimulate insight” (van Manen, 1990, p. 30).

Data analysis began with each member of the research team reading the interview text
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and writing an interpretation of the account. The interpretation may begin with a simple 

retelling of the story; however, a more complex interpretation attempts to capture what 

catches the gaze of the interpreter and to bring it into conversation with something of 

relevance to the interpreter. That is, the interpreter describes the what and attempts to 

explicate haw the what stands out in the text. Each team member identifies and describes 

themes (broad, general descriptions of what stands out in the text) using excerpts from the 

interview text to provide data supportive of an interpretation. Team members may also identify 

patterns, which name how themes relate. (I discuss patterns further below).

These themes and patterns could then be entered into MARTIN, a computer software 

program specifically designed for this approach to research (N. Diekelmann, Lam, & Schuster, 

1991; Richards & Richards, 1991; Walker, 1993). MARTIN can be used by individual team 

members to name themes and patterns in a text, log impressions, write beginning 

interpretations, and search across data for named themes (N. Diekelmann, Schuster, & Lam, 

1994). This is not to say that MARTIN creates themes from input data, as implied by S. I. 

Miller and Hodge (1996), but rather that it is used as a unique data storage and retrieval 

system. For example, I have used MARTIN to name themes in my texts, and to record 

practices of new teachers that stood out to me, maxims that new teachers used, idiosyncratic 

experiences I questioned, and other items of interest. As I read one text I was able to retrieve 

my “names” and notes from previous texts or generate new names. MARTIN records the 

researcher’s path of thinking by continually adding names in a numerical order each time a text 

is interpreted; thus, the researcher can see the sequencing of “thoughts” as “named” text. I
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also have used MARTIN to search across texts for a specific theme I have named, retrieving 

each passage of text that has been identified with a specific name, and providing an inclusive 

listing of all the names I have previously identified for the particular passage. MARTIN in this 

way has helped me identify relationships between themes. In addition to using MARTIN, I 

have recorded my thoughts about the project each time I have gone back and worked with the 

data, noting what stood out for me in particular passages, and why. While I was interviewing, I 

made notes of my impressions of the participant and the interview, and I recorded questions I 

wanted to explore in subsequent interviews.

The research team met weekly to read aloud members’ written interpretations, to 

clarify analyses, and to attempt to reach a hermeneutic understanding of some of the common 

meanings of being a new teacher. The pilot data (six interview texts—four of which are 

included in the dissertation data) were initially analyzed in six separate meetings during which 

each team member’s interpretation of themes was compared with other interpretations for 

similarities and differences with succeeding texts. Clarification of discrepancies in 

interpretation was made by referring back to the interview text. Just as each member’s 

understanding of a text was shaped by the Heideggerian fore-sight brought to interpretation, 

subsequent texts were seen through a lens of understanding shaped by previous texts, such that 

interpretations reflected what went before, and a text could be re-interpreted in light of new 

understandings. Interpretations previously generated were returned to and studied to see if 

similar or contradictory interpretations were present. This cyclical growth in understanding is 

part of the hermeneutic method of analysis.
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During the process of analyzing the data, patterns that describe how themes relate 

across all texts may be identified. A pattern is the highest level of hermeneutic analysis, yet as 

such, it does not attempt to say what is, or to prescribe or explain, but describes an 

understanding of how themes meaningfully relate to each other. The pattern Joining: Relating 

with Colleagues and Students emerged from the data in this study. Joining describes how the 

two themes I present in Chapter 4, Mentoring and Learning the Skills o f Involvement, relate to 

each other. Both themes show facets of new teachers joining the academic community and 

relating with colleagues and students.

To help explicate the narrative interpretations and reach a deeper level of 

understanding, research team members brought relevant texts from conventional, critical, 

feminist, phenomenological, and postmodern pedagogies into converging conversations with 

the phenomenological interpretations generated. The team used these texts as background in 

order to extend, support, or abolish the themes identified using interpretive phenomenology. If 

disagreement arose among the interpretations of the interviews, team members provided 

extensive documentation from the texts to support the choice of relational themes. I also 

obtained occasional reviews of my analysis-in-progress for the purpose of clarifying the 

interpretation and enhancing my emerging understanding of the experiences of being new in 

nursing education. For instance, members of the research team and two interpretive nurse 

researchers who were not members of the team examined the analysis and provided reviews. In 

addition, I asked two new teachers who were unfamiliar with the content and research method 

but who, as new teachers, were likely to be interested readers of the study, to review the data
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I have used exemplars to present the findings in Chapter 4. Exemplars are explicated 

interview text excerpts that allow me to capture and reveal concerns within situations that are 

not revealed by other “objective” attributes of the situation (Benner, 1994b). According to 

Benner, exemplars enable the reader to recognize nuances and qualitative distinctions in the 

analysis of themes. In my descriptions and interpretations of concerns, I have attempted to 

engage the reader in a comprehension that nears the lived experience. The reader should be 

able to make sense of the experience through my interpretation as I try to offer a clearer 

understanding than the lived experience itself This does not mean that I have come to have a 

“better” or more correct interpretation of the experience than the participant, but rather, in 

considering not only what the transcribed text says, but what it doesn’t say, I have come to 

understand differently, or perhaps more clearly. In my explications of the texts, I provide 

sufficient excerpts from the interviews to allow for validation of the findings by the reader.

Traditionally, in the empiric analytic approach to research, research data is tested and 

validated as a means of assuring worthiness and generalizability. Approaches to validation in 

empiric analytic research include establishing validity and reliability and seeking objectivity, 

generalizability and repeatability (Plager, 1994). These criteria are rooted in foundationalism 

(Allen, 1995) and have little application in interpretive research where the aim is understanding 

of the “life world,” or everyday world of humans situated in a particular context. Temporal and 

cultural situatedness belies description of an absolute or certain correspondence of “truth 

ideas” and reality. In interpretive research, the researcher’s interpretation is one that resonates
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at a particular place and time (MacLeod, 1996). Any meanings or “truths” uncovered are those 

of understanding, process, and discovery, rather than essence and correctness (Crusius, 1991). 

The legitimacy of a plurality of interpretations makes meaningless the imposition of 

conventional standards of validity (Draper, 1996).

While as the philosophical approach and methodology of empiric analytic research 

suggests the above criteria for demonstrating rigor, interpretive research suggests a different 

set of criteria as means of evaluating rigor (Koch, 1996). The interpretive researcher locates 

criteria in the nature of the inquiry and remains open to the possibility of criteria emerging from 

the inquiry process (Koch; Lincoln, 1995). Drawing on the work of Madison, Plager (1994) 

describes principles by which the rigor of interpretive scholarship can be evaluated. These 

principles are based on practical reason (as opposed to theoretical reason) and thus are 

consonant with Heideggerian hermeneutic phenomenology. I will first relate how Plager 

defines the principles and then describe and extend them as they arise from my study. Plager’s 

evaluative criteria are:

1. Coherence. The account presents a unified picture including letting 

contradictions show up and making as much sense of them as the text will 

allow.

2. Comprehensiveness-. The account must give a sense of the whole that is the 

context (situatedness) and temporality for the participants.

3. Penetration: The account “attempts to resolve a central problematic” (p. 29).
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4. Thoroughness. The account deals with all the questions posed.

5. Appropriateness. The questions must be those raised by the text itself.

6. Contextual!ty. The historical and contextual nature of the text must be 

preserved.

7. Agreement: The account must agree with what the text says (not attempt a 

hermeneutic of suspicion) but should reserve room for reinterpretation by 

showing where previous interpretations were deficient.

8. Suggestiveness: A good understanding in the interpretive account will raise 

questions to stimulate further interpretive research.

9. Potential: The ultimate evaluation of the account “lies in the future” in that it 

“is capable of being extended” (p. 30): That is, insights, tact, and critical 

discussion are revealed and possibilities uncovered that can be illuminating for 

future events (1994, p. 79-80).

I evaluate my study in terms of Plager’s criteria, giving examples where appropriate and 

extending the discussion as needed. As will be seen, the criteria overlap in many ways.

The background information presented in the introduction and the literature review in 

Chapters 1 and 2 situating my study in the historical and political context of teacher 

preparation in nursing and higher education reflects coherence, comprehensiveness, and 

contextuality in my study. Moreover, the literature review in Chapter 2 also reveals the lack of 

interpretive studies of the phenomenon of being a new teacher in nursing education and the
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need for this particular inquiry and thus speaks to the penetration of the study. Being immersed 

in the literature while engaging in data analysis helps to make sense of contradictory themes if 

they are uncovered. The goal in understanding the text and presenting an interpretive account 

is not to make the text “more rational, coherent, or consistent than it already is,” but to 

struggle to understand real lives, which are often filled with inconsistencies (Benner. 1994b. p.

115). For example, I found the extreme anxiety and the elation manifested by new teachers 

somewhat contradictory until through continued reading of the literature I came to understand 

that these were both embodiments of being new and illuminate how teaching is an embodied 

experience. Embodiment does not refer to teaching being encased in a body, but envisions 

teaching as exteriorized (Sheehan, 1997b) and visible through the body. This understanding 

was interwoven with the understanding that the experiences of new teachers are particularly 

revealing of the “taken for granted in teaching,” that is, of what is common to teachers who are 

no longer new. Embodied teaching becomes covered over by experience in teaching and is 

illuminated by the narratives of new teachers. As teachers become more practiced, the 

embodied experiences of teaching become more common and familiar, so they don’t stand out 

as particular ways of teaching like they might for new teachers.

Presentation of a range of exemplars contributes to the coherence, comprehensiveness, 

contextuality, and thoroughness of the study. I present a variety of exemplars (interpreted text 

excerpts) in Chapter 4 to show the nuances and thereby extend the interpretation of a common 

practice. For instance, I discuss the tension between “formal” and “informal” mentoring 

relationships reflected in the practice of Selecting or being assigned a  mentor. I show facets of
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this practice through different exemplars—the subtleties and relationships of wanting a 

“mentor,” being assigned a mentor but not actually being mentored, and informally connecting 

with colleagues. In another situation, I elaborate both the hospitable and the inhospitable faces 

of the practice Experiencing hospitality. Showing the various aspects of the practices 

identified in my study makes my study more coherent, comprehensive, contextual, and 

thorough.

Although Plager (1994) specifies the comprehensiveness of the account as reflecting 

the context and temporality of the study participants, I wish to extend this notion to include my 

situatedness as a researcher, because my way of seeing the data both shaped and was shaped 

by a sense of the whole interpretation. My situation as an experienced teacher in nursing is 

recorded in Chapter 1. Explicating the researcher’s forestructure of understanding illuminates 

the biases and prejudices of the researcher which give meaning to the data (Koch, 1996). In 

other words, meaning is created in the fusion of the horizons of interpreter and text (Gadamer, 

1960/1989). According to Koch, ‘“ Getting into the hermeneutic circle properly’ means using 

my own experience as data and being aware of my background, and whenever possible, 

showing how these interact with [participants’] stories” (p. 179). As Benner (1994b) notes, the 

hermeneutic researcher is continually engaged in “cycles of understanding, interpretation, and 

critique” (p. 116). Some interpretive researchers recommend keeping a research journal or 

diary in which the researcher records a “decision trail” of insights gained, leaps made, and 

questions asked to show the path of thinking by the researcher (Benner et al., 1996; Koch, 

1994,1996; Walters, 1995b). This kind of journal is a good place for the researcher to record
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reactions and preunderstandings as they are revealed in the course of the dialectic movement 

from part to whole to part and provides a way for the researcher to be ever mindful of the 

forestructure. In part, this is what I was doing when I used MARTIN in my data analysis. I 

also kept notes of my perceptions of the interviews.

My experience as a member of the culture in which new nursing teachers live, and thus 

my understanding of the everyday language of the culture and the meanings therein, enhances 

the contextuality of my study. According to Grondin (1990), bias or prejudice is reduced when 

the interpreter knows the culture and the typical ways of understanding in the culture because 

the common and familiar are known and distinguishable from the idiosyncratic (bias).

However, there is a risk in giving the common and familiar too much weight because they are 

recognized (N. Diekelmann, Nursing 999 course notes, 1996). Members of the research team 

from outside the culture have conversed with me about what is common and familiar, 

contributing to the coherence of the study. For example, new and experienced teachers in 

engineering as well as a nurse clinician have provided some interpretations of texts that critique 

and challenge my interpretations regarding taken-for-granted, familiar common practices. I 

have also engaged in dialogue with a new teacher in social work about my interpretations and 

data analysis.

Being comprehensive does not mean revealing all possible interpretations of a text, but 

rather arguing for or against particular ones and showing which are warranted by providing 

excerpts from the text for support (Draper, 1996). When the interpretation agrees with what 

the text says while allowing the possibility for reinterpretation by revealing deficiencies in
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previous accounts, it follows the principle of agreement. For example, in my pilot study I 

initially identified the theme Learning the Ropes, and as subsequent interviews were conducted 

and texts were read in light of this theme, I came to understand that this practice was not fully 

described by this theme, but rather Learning the Ropes had two themes of Learning to Read 

the Political Faces o f the Community and Learning to be Efficient. I present sufficient text 

exemplars in Chapter 4 and I incorporate contextual information from journal data (notations 

or field notes I kept during interviews) to allow the reader to reach an independent conclusion 

about whether my interpretations agree with what the text says and to make a judgment of 

transferability (Koch, 1996). I provide contextual data by situating the text excerpts (by 

providing background information about the participant in relation to the story), not by 

recounting characteristics and categorizations of the participants in the study. By including this 

kind of data I contribute to the contextuality of the study, and in providing multiple data 

sources I contribute to the trustworthiness of the research process (Koch).

Embedded in the notion of agreement is the danger of practicing a hermeneutics of 

suspicion. This danger unfolds as the researcher wants to present a clear account of the 

participants’ experiences, yet seeks to uncover deeper levels of meaning by revealing the 

assumptions upon which the text is based and highlighting the conflict that may lie therein 

(Draper, 1996). The researcher engages in an ongoing quest for balance between the two. By 

continually returning to the text and seeking the participant’s account in the interpretation, and 

by being alert to attempts to match experience with ideology or identify through theoretical 

terms what is going on in the text, the researcher avoids engaging in a hermeneutics of
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suspicion (Benner, 1994b). The researcher simply presents as fully as possible all incongruities 

or puzzles that come to light in the participant’s account. The researcher’s understandings can 

then be confirmed or negated by the participants, or consensual validation can be obtained by 

persons from a similar culture. In my research I stayed with the participant’s account by using 

welded quotes of the participant’s own words in my interpretations. In addition, I sought 

confirmation of my findings from new participants while addressing issues emerging from 

previous interpretations. For example, in the pilot study one participant talked about “learning 

the ropes.” In subsequent interviews, I sought confirmation of this theme by saying, “One new 

teacher mentioned ‘learning the ropes’ as a particular experience. Does this make sense in your 

experience of being a new teacher? What meaning does ‘learning the ropes’ have for you?” I 

also extended, enhanced, or overcame my emerging understanding by talking to new teachers 

about my research. For example, I have discussed my interpretations with a new teacher in 

social work to see how they resonate with someone from a similar culture. I asked this teacher, 

as well as a new teacher in nursing who is not a study participant, to read the interpretations in 

my data analysis. In addition, I have engaged in dialogue with a new nurse teacher with whom 

I have worked closely in practice education during the past year since my return to full-time 

teaching.

The text excerpts presented in Chapter 4 reflect the appropriateness of the questions 

raised. That is, selected text excerpts reveal the questions which show up for me in my 

“dwelling thinking,” which is my immersion in the literature and the texts (Darbyshire, 1994). 

The text reveals questions that the researcher then explores. For example, when I heard
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participants recount how they managed in a challenging situation, I probed further by asking, 

“How did you learn to do that?” The subsequent discussions revealed how infrequently 

learning occurred during formal educational preparation to become a teacher, and how more 

often it occurred through recalling what had been done as a nurse or recalling what a past 

teacher had done in a similar situation. Thus, while interviewing, I responded to emerging 

issues by exploring them at greater depth in subsequent interviews. In this way, my 

interpretations addressed the questions arising from the interviews. Additionally, as I read the 

literature and became more informed about the practices of skill acquisition by novices, aspects 

of becoming experienced stood out for me in these new teachers’ stories. For example, after 

learning that one of the practices of advanced beginner nurses was pooling their information 

(Benner et al., 1996), I returned to my transcribed texts, seeing them anew and seeing 

significance in passages I had not previously noted. I was also able to explore this theme 

further in subsequent interviews. This eventually led me to elaborate the practice of 

Collaborating which I discuss in Chapter 4. These research practices reflect the principles of 

appropriateness and thoroughness.

As I recounted earlier, I began my pilot study with broad lines of inquiry about the 

experience of “being new” in nursing education, and through interviews and analysis of texts 

have come to more specifically explore the experiences of contemporary new teachers in 

nursing education and preparing to become a teacher in nursing. My openness to letting the 

text show itself and being guided by the nature of what is understood as the forestructure 

illuminates questions to which the text responds, illustrates the appropriateness of the study.
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The lines of inquiry shaped the study, but, clearly, dialogue with the participant narratives 

about particular practices (which I identified in the pilot study as recalling nursing practice to 

teaching and recalling previous teachers to teaching) led me to think about the practices of 

preparing to teach and to ultimately explore teacher preparation in nursing and higher 

education. They also led me to consider the particular practices of contemporary new teachers 

in nursing education, rather than practices of “being new” among nursing teachers. Exploring 

the practices of contemporary new teachers reveals joining practices such as Selecting or being 

assigned a mentor, Learning the community norms, and Learning hew to enter the learning 

situation with students which may not have been uncovered by looking more broadly at the 

experiences of being new in nursing. The appropriateness of the questions emerging from the 

text was validated by presenting them to subsequent participants for discussion during 

interviews.

The questions raised by the themes identified and the interpretations generated in the 

pilot study were enhanced, extended, or overcome during data analysis by continual review of 

the literature and clarification by subsequent participants, and serve to illustrate the 

suggestiveness of the study. Indeed, understanding in the pilot study suggested the dissertation 

research. I address the potential of the study in Chapter 5, as the possibilities uncovered for 

teacher preparation in nursing and the implications for new nursing teachers are critically 

explored. This study provides a critique of instrumental reasoning and objectification as I gain 

understanding of the life world and reveal sources of oppression as well as innovation in the 

everyday experiences of new teachers in nursing (Benner, 1994b). The voices, concerns, and
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practices of participants are made known to the broader public as the research report, fixed in 

time simply by its presentation to a larger audience, joins the wider discourse to become 

another text for readers to interpret and reinterpret (Steeves & Kahn, 1995). I offer 

descriptions of new teachers’ lived experiences and my understandings of them, rather than 

prescription, direction, or advice. The potential of a study to convert information into useful 

practice or to change future events lies in the hands of the reader (Steeves & Kahn).
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Chapter 4

Joining: Relating with Colleagues and Students in the Academic Community

The experience of becoming a teacher in contemporary nursing education can be a 

profound and transformative one. In this chapter, I analyze the narratives that comprise the 

data of this interpretive phenomenological study of contemporary new teachers in nursing 

education. I present two themes that elucidate the common pattern of Joining: Relating with 

Colleagues and Students in the Academic Community. Joining is the “between” of aiming to be 

and being a new teacher illuminated by this data.

The narratives of these new nurse teachers reveal how joining the academic community 

is more than having an orientation and developing a sense of belonging in the school of 

nursing. Joining the academic community also means re-entering the practice community as a 

teacher and learning how to work with colleagues and students in the clinical setting in new 

ways. It does not mean giving up one’s role as a nurse but, rather, using nursing skills to guide 

one’s thinking as a teacher. Joining the academic community means being heard, recognized, 

and valued as a contributing member of the community-contributing to students, faculty 

colleagues, the school of nursing, and the institution. It means learning how to relate with 

colleagues and students in ways that help (or hinder) entering and becoming a part of the 

academic community. The narratives of these new teachers showed how relating as a teacher 

with colleagues and students was central in their experience of joining the academic 

community.
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Mentoring is the theme describing how new teachers commonly related with 

colleagues. How new teachers were mentored in their relationships with colleagues in their 

community was illuminated through the joining practices of selecting or being assigned a 

mentor, learning the community norms, collaborating, and experiencing hospitality. This 

study revealed the meaning of mentoring for these contemporary new teachers as a community 

experience of welcoming and caring for new members. It augments and extends the 

conventional discussion of “mentors” and “orientation” with the notion of community. 

Specifically, the caring practices that encouraged or hindered engendering community among 

teaching peers were central in new teachers’ experiences of being mentored. This is not to say 

that new teachers’ experience of “community” was necessarily positive. Their stories pointed 

to hostile, chaotic, or hectic communities, as well as settled, warm, or welcoming communities. 

Though, commonly, new teachers saw joining the academic community as an individual and 

personal experience, their stories often revealed how the community at large profoundly 

constituted their experiences of being new. How and what kind of “community” was 

engendered shaped these teachers’ experience of joining the academic community perhaps 

more than a specific plan of orientation or the presence or absence of a mentor.

Learning the Skills o f Involvement is the second theme in the pattern Joining: Relating 

with Colleagues and Students in the Academic Community, describing how these 

contemporary new teachers related with students. This theme reflects the meaning of relating 

with students as becoming involved with students in ways that cultivate learning and keep
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clients15 safe. Elucidating the theme of involvement, this study explores how power and 

empowerment were experienced in new teachers’ relationships with students. The narratives 

show how new teachers connected with students in ways to accompany them in learning. The 

joining practices that illuminate how new teachers related with students are learning what 

students already know, identifying the limits and boundaries o f involvement, learning how to 

enter the learning situation with students, and managing the competing demands o f students 

and clients.

In the remaining sections of this chapter, I further explicate these themes and practices 

and explore how contemporary new teachers’ experiences with joining the academic 

community enrich conventional understandings of the experience of being a new teacher. For 

each theme, I begin by relating its traditional context, and then describe the meaning of the 

theme as revisioned through the lens of these narratives. I then present four joining practices in 

the context of the theme’s meanings. In this way I aim to show how new possibilities for 

teacher preparation arise out of new teachers’ everyday common lived experiences of 

conventional approaches in nursing education.

Relating with Colleagues 

Viewing their experience as an exclusively personal one, the teachers in this study 

shared many stories that illuminated the importance of having caring, helpful colleagues in the

I5I use the word “client” to refer to recipients of nursing care. This term is more inclusive of 
persons in non hospital settings in which nursing care is provided. When a participant uses another 
word, such as “patient,” in a narrative, I employ the term used by the participant.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



124

school of nursing as they joined the academic community. When these new teachers were 

helped by colleagues, whether it was to learn teaching strategies or to understand the 

requirements for promotion and tenure, the help they obtained fostered a sense of belonging 

that facilitated their entry into the community. New teachers commonly referred to the 

colleagues who related to them in helpful ways as mentors. Some teachers had formal mentors. 

All new teachers in this study expected to have some kind of mentor. Those new teachers who 

identified having mentors often described positive experiences while the teachers who did not 

have mentors pointed to a void that often idealized possibilities and valorized mentoring, 

reflecting their belief that joining their communities would have been easier if only they had had 

a mentor. New teachers identified the value of a mentoring relationship, if not via their current 

teaching position, then through a preceptor experience they had had in clinical practice, or as a 

graduate student with a teacher. Thus, mentoring stood out for new teachers, whether it was 

present or absent in their experiences of relating with colleagues upon joining the academic 

community.

Traditional Understanding of Mentoring

The word mentor originates in Homer’s epic poem “The Odyssey.” When Odysseus 

leaves for the Trojan wars, he entrusts his son to be raised in the guidance and safekeeping of 

his respected advisor Mentor. Traditionally, a mentor has been thought of as a wise, 

experienced person who commits to a deep extended relationship to teach, counsel, and guide 

a younger, less experienced person (Hughey, 1997). Mentoring has its contemporary
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professional roots in the business world, from which it has evolved to have a role in many 

professions. In the primarily patriarchal context of the business world, which places value on 

hierarchy, efficiency, evaluation, and successful outcomes, mentoring often becomes a tool in 

the competitive process to develop the best executive (Johnsrud, 1991; Mullen et al., 1997).

The emphasis on executive development has led to new transmutations of the 

mentoring relationship, including ensuring successful career development for a fee (see, for 

example, MENTTIUM, 1996) or convenient dispersing of on-line advice (see, for example, 

www.mightymentors.com). Businesses clearly see the value of mentoring for career success. 

The irony of this situation lies in the “assignment” of mentors to assure success when 

historically mentor relationships arose informally, albeit selectively, because of the personal 

interest of a seasoned professional in a novice exuding high potential. The realization of 

mentoring as a useful tool for career development has led to its proliferation as a panacea for 

newcomers in many professions.

When the business model of mentoring is adopted in the academic community, teachers 

often experience isolation, competition, and abandonment (Mullen et al., 1997). Even in more 

positive relationships, mentees often focus on the individualism, power, and status of the 

mentor, a focus that is reflected, for instance, by a nurse leader’s description of her mentor’s 

influence as “what I am is what she made me” (Kelly, 1999). Mullen (1997) characterizes 

traditional mentoring in academic communities as “sharkdom,” that is, as “about the process of 

becoming shark-like and politically astute within academia” (p. 159). According to Mullen, an 

example of the shark-like territorial nature of academic communities is when academics protect
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their limited “journal space” by withholding information or key insights about how to get 

published from new teachers joining their communities.

Although contemporary scholars advocate for alternative pedagogical approaches that 

show possibilities for revisioning mentoring in academe (for instance, collaborative co

mentoring evolving from narrative pedagogy described by Mullen [1997]), the business model 

or aspects of it prevail in many academic communities. New teachers’ ubiquitous requests for a 

mentor upon joining their nursing academic communities reflect the business model of 

mentoring to ensure success. Academicians traditionally see mentoring (in the business sense) 

as the sage working with the student (often, to build a successful tenure case) rather than as 

teachers working together as a community and bringing new people along. Although this 

traditional approach has produced exemplary teachers in academic communities (see, for 

example, Kridel, Bullough, & Shaker, 1996), the focus remains on the individual experiences 

of the mentor and the mentee rather than on community involvement.

Relating with Colleagues as an Experience of Community Mentoring

Although the teachers in this study described individual colleagues who mentored them, 

my analysis of their stories suggests a re-envisioning of mentoring as predominately or equally 

important as a community experience. The experiences of these new teachers reveals that the 

importance of being mentored was not that they were assigned and had a mentor (though that 

was important), but that colleagues welcomed new members and created a place for them in 

the community. Being mentored by the community was not mentoring in the traditional sense

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



127

of an individual (expert) working with a novice but rather it was a communal practice of 

welcoming and caring for new members. This is not to say that I never heard stories about 

expert teachers working with novice teachers. Yvonne’s story (forthcoming) is one instance of 

this particular experience. Even in these situations, what mattered about a novice and an expert 

working together was not only the expertise shared but also the sense of caring and community 

engendered. The narratives of the contemporary new teachers in this study showed the 

importance of the caring practices that engender community.

Caring: Engendering Community is one of the Concemful Practices of Schooling, 

Learning, and Teaching recently identified by N. Diekelmann (1995a; N. Diekelmann & J. 

Diekelmann, 1999). Concemful practices describe the common experiences that matter and are 

of concern for teachers and students in nursing education. Because they reflect the shared 

interests and concerns of teachers and students, concemful practices are constitutive of 

schooling, teaching, and learning. Specifically, caring practices reflect the commitments of the 

community-for instance, in the social experiences that accompany orientation and learning the 

skills required of new teachers. The ways of caring are both helpful and problematic; that is, 

the kind of community engendered can liberate or oppress new teachers. How “at-home” or 

“un-at-home” new teachers feel in their academic community is a reciprocal experience 

between the individual and the community that reflects caring practices. Although these 

narratives reflect the co-occurance of all of the concemful practices16, this study extends N.

I6To date, the Concemful Practices of Schooling, Learning, and Teaching (N. Diekelmann & J.
Diekelmann, 1999) include:

Gathering: Bringing In and Calling Forth
Creating Places: Keeping Open a Future of Possibilities
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Diekelmann’s previous research particularly with respect to the practice of caring in the 

context of new teachers joining the academic community by explicating how mentoring 

practices arise from and engender community.

Caring practices that engender community are concemful practices that matter when 

new people enter a community These practices show up in the concerns of new teachers. For 

example, because being welcomed matters to new teachers joining the academic community, 

they notice when community members are welcoming or aloof. Because being oriented to the 

course and the curriculum is of particular concern to new teachers, they pay attention to who 

and how this person can help them become oriented. The joining practice of selecting or being 

assigned a mentor reflects the concerns of contemporary new teachers and their traditional 

understanding of mentoring.

Selecting or being assigned a mentor. The traditional understanding of mentoring was 

reflected in these new teachers’ stories of wanting a mentor—whether it was by the practice of 

being assigned a mentor or informally selecting one. Even when new teachers had a helpful 

community, initially their ideal situation was having a colleague identified as a “mentor.” New 

teachers are commonly given an orientation or assigned someone to be available to mentor or

Assembling: Constructing and Cultivating 
Staying: Knowing and Connecting 
Caring: Engendering Community 
Interpreting: Unlearning and Becoming 
Presencing: Attending and Being Open 
Preserving: Reading, Writing, Thinking and Dialogue 
Questioning: Meaning and Making Visible
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to answer questions and assist in joining the academic community. The orientation can be 

formal and campus-wide or informal and personalized. These narratives showed the 

importance to the new teacher of the community life of the faculty in the school of nursing. 

Although welcoming communities were helpful, for new teachers this assistance was necessary 

but not sufficient and they often described the utility of having a mentor as well. Cindy related 

not having a mentor during her transition from being a part time clinical instructor to being a 

full time teacher in her academic community.

I didn't really have like a mentor, you know, somebody there to kind of help me 

directly. I mean, I could ask questions, which I did, and the people are very 

helpful. It's just, I think, probably if I had had an actual mentor, actually right 

there, that would have probably been a little bit more helpful, or made it an 

easier transition.

The importance for Cindy of having a mentor was to have “somebody there to . . .  help [her] 

directly” or be available. Perhaps because new teachers are unfamiliar with the ongoing 

academic community practice of supporting each other through reflection on teaching and 

learning experiences, identifying backup in the form of a mentor is a significant concern for 

them. New teachers commonly wanted a “mentor” to turn to with their questions and to help 

them interpret situations when they joined academic communities. Mentors were especially 

helpful if there was no formal orientation to the school of nursing.
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Perhaps this practice of identifying a mentor arises from the clinical model of assigning 

preceptors as backup for new nurses.17 Members of the academic community continually back 

each other up or fail to through reflecting or not reflecting on their experiences together. They 

clarify the meaning of experiences, give feedback or advice, and validate actions with each 

other, or they fail to be available and concerned in these ways. This kind of backup that 

community members provide each other does not simply mean coming up with an alternative 

strategic plan or course of action, but rather, is community reflective scholarship. As they talk 

and listen to each others’ experiences, a community is created in which dialogue is reflective 

and focused on community practices. According to Ironside (1998), narrative pedagogy 

emerges from shared dialogue and “is a vision fo r  and a description o f community reflexive 

scholarship” (p. 15). Reflecting on experiences in this way is an invisible practice in academic 

communities that new teachers might not recognize as providing the help that they think a 

mentor provides. Although it would be helpful for a mentor to make visible this reflection in 

academic practice, Cindy’s focus on having an “actual” mentor paradoxically obscures how her 

community of “very helpful” people answers her questions and provides support for her. Her 

narrative shows how the term mentor has perhaps become a “catch phrase.” Backup in

17The new teachers in this study commonly referred to preceptors in their narratives when 
discussing mentors. Benner et al. (1996) have described the practice of precepting as helping new 
nurses fit the disjointed parts of clinical situations into meaningful wholes, providing historical 
context that might influence the future course of a patient situation, validating new nurses’ 
observations and providing opportunities for them to reflect on situations in which things did not 
go well, helping them explore what it means to be a nurse, identifying resources available to them, 
and identifying for them and helping them to work with key unit personnel. These practices of 
precepting are similar to the practices of mentoring described by new teachers joining academic 
communities.
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academic communities is often provided by faculty members reflecting with a colleague on the 

meaning and nature of an experience. The feedback provided validates or challenges a 

teacher’s actions in a situation. Perhaps mentors can provide this feedback as well, but they 

may fail to show how this is a community practice of going to the particular colleague in the 

community who can reflect best on the situation in question. This study revealed the 

importance to new teachers that mentors provided backup in the form of reflecting on 

situations and that they also introduced new teachers to the practices of reflecting with peers, 

which is a community activity.

However, “having” a mentor does not guarantee mentoring or backup or introduction 

to community practices for a new teacher. Charlene, a new doctorally prepared teacher of both 

graduate and undergraduate students, responded that “technically, yes” she had a mentor. 

Despite being “assigned” a mentor, Charlene did not receive an adequate orientation to the 

course she was teaching. She described what having an ineffective mentor relationship was 

like.

I just don't see the person, so I will be meeting with her more, hopefully later...

. I'll be taking on more responsibility with the coming semester, and I would like 

to learn more about how are clinical sites arranged, because that was something 

that I hadn't gotten into. What are all the policies regarding failing students in a 

clinical, things like that. I mean, in a way, I just felt like I really never got an 

orientation to the class I'm in now, so it was a lot of learn by doing, and just
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asking around. . . .  and I think sometimes when you learn by doing there's still 

probably always an element you're missing. That you'll find out afterwards, oh, 

there was an easier way of doing this, or something was already done, or 

somebody else was supposed to do that.

Mentoring is more than backup for new teachers. It is also providing information and 

orientation that makes the transition into teaching easier. According to Olson and Vance 

(1999), mentoring shortens the time nurse teachers spend learning their new roles as educators. 

For Charlene, not being mentored meant “a lot of leam by doing.” New teachers commonly, 

ruefully, described their orientations as leam-in-isolation experiences, getting it wrong before 

getting it right, and thus, as an inefficient and time consuming way to leam. As Charlene 

suggested, had she been given an orientation to the class by her mentor, she might have saved 

herself the time she spent “just asking around.” Presumably, being oriented enables one to 

anticipate outcomes, and, thus, not only save time but feel more secure in the situation. 

Although few educators would argue with the utility of orientation, the issue of resources, 

specifically who, how much and what a new teacher needs to know is a complex one. The 

contextual nature of determining what a new teacher knows and anticipating areas of difficulty 

or questions one might have regarding a course can make orientation a time consuming 

experience. Charlene’s story, like Cindy’s, reflects an idealism in new teachers, who want a 

mentor who will tell them everything they need to know to work effectively, and implies that 

orientation might be a more simple task than it in fact is.
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The stories of these new teachers also showed that haw mentors related to new 

teachers, and not necessarily what they did, was important. Connecting, which is an aspect of 

relating with people that is not easily predicted, is central to mentoring and helping new 

teachers join academic communities. New teachers commonly attributed the connections they 

made with mentors to the “kind of person” the mentor was. Perhaps there are particular faculty 

members who are more adept and talented in mentoring new teachers. The teachers in this 

study described informal connections with community members who were available to provide 

information and to guide them and who were often more helpful than an “assigned” mentor.

Particularly for new “clinical only” nurse teachers joining academic communities, 

obtaining information from a mentor was an important way of connecting with their 

communities. “Clinical only” nurse teachers, increasingly more common in schools of nursing, 

often experience isolation because they frequently teach off campus, part-time, and or during 

summer sessions. New nurse teachers use practical knowledge from their past clinical 

experiences teaching clients, precepting students or new nurses, and being a new nurse in 

clinical settings. However, they lack familiarity with what teachers do in schools of nursing. In 

this study, new teachers described how knowledge gained through being in a clinical area is not 

always meaningful or helpful when teaching students. Isolated in the clinical setting, and trying 

to leam what teachers do, new teachers spoke of seeking support and backup as they entered a 

new academic community. Yvonne, teaching only clinical courses, discussed the “need to 

connect” with a “resource person” in her academic community when she needed a “reality 

check.” Yvonne listened to an academic colleague’s knowledge gained from practical
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experience.

I was talking to the person who was lecturing the course, you know. We went 

out to lunch, I said I needed a reality check. She's like, “okay.” So [I said], “at 

the end of the clinical when you kind of debrief and stuff, it's like I'm getting 

bored now. It's like I don't want to hear, well, I saw 6 patients and they all 

went really well today. So what else can I do?” And she’s like, 10 things in 

nanoseconds, “you could do this, you could do that, you could do this, you 

could do this,” and I'm like, “wait a minute, wait minute, let me get a pen out.” 

She said, “you don't need to write this down.” I said “yes I do. I need to 

remember these things.” I said, “where do you find this stuff out? I mean, is 

there a journal? Is there a book? Is there, what kind of resources other than 

talking to you or someone who's been there for a long time?” And she goes, 

“well really, that's where you're going to get it.” And I said, “oh, okay.” I 

think more so than in other jobs, probably you really do need to have that 

mentorship kind of a thing. And I've been lucky that way. I've either been able 

to do that fairly easily or find the right mentor or connect with somebody, that 

resource person. When you look at my job, it's like technically I don't have to 

go to the [school]; I just have to show up for clinical and find my pay check 

kind of thing.. . .  There wasn't really anybody from that school in the clinical 

area.. . .  So, it sounds like you really need to connect, or, I mean if I could
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make a note, you know, it would be like in the hospital situation, you would be 

assigned a preceptor. That would probably be the ideal, in my mind. And 

maybe they kind of thought that they did that. They said, “oh [Cleo] will be 

available. Talk to her any time you want.” But then the relationship [with Rae] 

kind of budded out of, you know, like, “let's talk. I'm not sure I'm doing this 

right. I can't read the students very well,” dah, dah, dah, dah, dah, dah and so it 

was like “okay, let's do lunch.” And you know, she was very open to do that, 

very readily, but in talking with her too, it's like that's where she comes from.

She's the kind of person that needs that kind of mentor reality check kind of a 

thing, and if she wasn't that kind of a person it might have been more difficult.

Again, I feel very lucky that I was able to work with her and stuff.

Yvonne shows how as a new “clinical only” teacher she learns teaching strategies informally 

through seeking out and listening to experienced colleagues in their academic communities. 

Identifying available resources is what Benner et al. (1996) describe preceptors doing for new 

nurses. In this situation, Yvonne participates in the community practice of reflecting and 

consulting. These dialogues among teachers reflect invisible experiences of joining the 

academic community because these experiences often happen when teachers go “out to lunch.” 

Although the teachers in this study frequently voiced their desire to be assigned a mentor to 

ensure they received help, their experiences show that “mentoring” commonly arose informally 

as they were nurtured by colleagues in their community.
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In this situation, the “informal” mentor took the time to “do lunch” with Yvonne to 

address her concerns about her ability to “read” students. Wilshire (1990, p. 129) notes that, 

“the most basic educational force is who the professor is ” That is, the kind of person makes a 

difference. Perhaps more attention should be directed to the nature of who is assigned as a 

mentor, with communities encouraging new faculty members to seek out support in the school 

of nursing more widely. According to Tellez (1992), beginning teachers selectively ask for help 

(especially when seeking assistance for a problem with teaching) from one kind of experienced 

teacher~the one perceived as being friendly and caring. However, mentors are often assigned 

on the basis of their familiarity with course content or their clinical expertise. A mentor 

relationship suggests a power relationship that is not likely in a friendship. The insistence by 

new teachers on wanting a “mentor” rather than a “friend” belies their stories describing the 

friendly, caring (rather than the “power filled”) persons from the community who facilitate 

their entry into and their sense of belonging in the community. The significance of Yvonne, for 

instance, coming to understand a course lies in how community members accompanied her 

when she was new. Her colleague worked with her, guided her teaching, listened to her ideas, 

and so forth.

Perhaps because caring friendships are particularly important when one is new and 

feeling vulnerable, new teachers notice caring, friendly people and seek them out, or, similarly, 

they avoid non-caring people. According to Porter (1996), women’s friendships are 

particularly important in times of vulnerability, when women need others who know them to 

tell them whether their actions are true to who they are. This is the particular challenge for new
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female teachers who, being new, are vulnerable, yet because they are new, have not developed 

the kind of relationships with colleagues that might best help them through their vulnerability. 

When new female teachers most need colleagues as caring friends, they are likely to have the 

least number of them in their teaching communities. All of this is not to say that new male 

teachers do not need caring colleagues as well, but to acknowledge the predominantly female 

gender of the nursing faculty. This study calls out for further interpretive research exploring 

the concerns and worries of new nurse teachers to better understand how important is a caring 

community. What are the ways to encourage new friendships among faculty members?

Yvonne’s story shows the importance of new teachers finding someone in their 

community to listen to their questioning. This is different from identifying someone to go to for 

answers to their questions. Perhaps by answering new teachers’ questions, mentors 

(inadvertently) close down new teachers’ further thinking about their concerns. However, by 

engaging new teachers in questioning through listening to them, community members and 

mentors help new teachers reflect on their experiences and deepen their understanding of 

teaching practices. Listening is significant when both new teachers and mentors each listen, 

learn together and are heard.

Yvonne’s story points to the paradox of new teachers’ desire to have a colleague 

assigned as a mentor (“like in the hospital situation, you would be assigned a preceptor. That 

would probably be the ideal”) and then “the relationship bud[ding] out.” In this study there 

appeared to be an important tension between “formal” and “informal” mentoring relationships. 

The issue is, what is to be gained (or lost) by “assigning” a mentor to new teachers? Although
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the practice of assigning a mentor may be helpful in calculating faculty workload and in 

assuring that the friendly, caring persons are not overworked, measuring mentoring as a time 

dependent activity in this way fails to capture the fluid, situated nature of this community 

practice. For instance, Yvonne’s need to be heard and to listen arose when she noticed that she 

was “getting bored” in clinical post conference sessions. Her narrative supports the findings of 

other studies which claim the most satisfying and successful mentor relationships develop 

informally through interactions in the workplace rather than by assignment (Bode, 1999; Odell, 

1990; Pema, Lemer, & Yura, 1995; Tellez, 1992). Nurturing experiences tend to be 

“spontaneous and unsolicited” (Hughey, 1997, p. 106) and arise from a mutual need for 

support and communication. On the other hand, many new teachers clearly felt their joining the 

academic community was impeded because they lacked a mentor. It would seem there is 

incongruence between the new teachers’ assumptions of what mentors can and should do (the 

lived experiences of being mentored, specifically the limits and boundaries of being mentored) 

and the role and nature of the experiences of joining an academic community. Is it a mentor or 

the community or community as mentor that help new teachers best enter nursing education?

These narratives show the use of the word “mentor” by the teachers in this study as 

commonly a panacea. That is, new teachers saw mentors and the act of mentoring as pivotal 

for their successful entry into the academic community. This finding supports others in the 

literature that claim mentoring is essential for professional development (Olson & Vance,

1999). The teachers in this study looked for a “mentor” to answer their questions and they 

expected that a “mentor” would be assigned to them and would meet their needs. However,
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this often was inadequate and they tended to call anyone who was friendly and caring a 

“mentor” and to seek out consultation more widely from informal mentors. The formal 

mentoring approach focuses on a dyad and yet the “as-lived” approach was often a community 

experience with both formal and informal mentor relationships. New teachers presumed that 

their “mentor” would be the colleague who would welcome them into the community and 

facilitate their entry into the community. They tried to ensure their success in joining the 

community by seeking a mentor to help them. Perhaps these narratives reflect a shift and 

rethinking of the meaning of mentoring toward mentoring as a community experience.

The meaning of mentoring as a community experience of caring for new members, as 

revealed in the joining practice of selecting or being assigned a mentor, reflects the concerns 

of contemporary p*,w teachers. A way of paying attention to concerns, to what is of interest, or 

to what matters about joining the academic community, is the ontological expression of caring 

(Heidegger, 1927/1962). It contrasts with the act of care or solicitude for one another as the 

ontic understanding of mentoring. A focus on the ontic (on the act of mentoring) can cover 

over the ontological (the significance of mentoring) of community concernful practices.

Another common concern for new teachers is learning what and how things are done in the 

community. This concern is reflected in this study in the joining practice of learning the 

community norms. New teachers traditionally want an individual, expert “mentor” to help them 

learn the community norms. However, focusing on the “act” of mentoring can cover over its 

significance for engendering community.
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Learning the community norms. Bettina, a new teacher holding a dual master’s level 

degree in teaching and administration and having several years experience as a nurse manager, 

described her experience of learning the norms as being taught “the process” by her very 

available mentor. The practices of watching, listening, and reflecting upon practical knowledge 

gained from her mentor’s past experience shaped Bettina’s possibilities for mentoring students 

and, in this case, advising a student. Bettina described being oriented to the process of handling 

course withdrawals by her mentor.

I had a student today who came in because she wants to resign from, she wants 

to withdraw from the class, from this core 8 credit class, where I teach one part 

of it. And I called up my mentor. . . and I said, “LeeAnne, I have a gal sitting in 

my office who's basically telling me she'd like to resign. What do I do?” You 

know. I'm not going to tell this girl boo until I find out what they do in the 

department, and what's my role here. “Bettina, I'll come right over. Hang on a 

second.” She marched down to my office which is all the way around the, I 

would say it's a good 150 feet away, down the opposite end of the building, 

came and sat with me, and I knew exactly what she was doing. She was 

teaching me the process. She did not say send the person over to me. Or this is 

what you need to do, send her here. She came over and talked it through. And 

I knew it for what it was. It was her teaching me how to handle this, and what's 

the process. That's what I need as a new person. I need somebody that's been
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in the process, that's made mistakes, or has, you know, been involved, because 

she specifically said to me, and the gal, she said, “we need you to put this in 

writing,” and she told her how to do it. She said, “because we've been burned 

before. We've had people who withdraw this point in the semester, or even 

earlier, and then come back in January and say we'd like to come back in, with 

no, they haven't prepared themselves any better for meeting these goals. So 

you know, we don't want to be put in a position of this. Tell us what you want 

to do.” And she basically spelled it out. But I knew why she was saying all of 

that. Not for the student's benefit, but for mine. And that's the crux that I see 

with the mentorship role and how some faculty don't do that, and some do.

New teachers understand the importance of proper student progression through the 

nursing curriculum from their past experiences as student nurses. However, as new teachers 

they may be unfamiliar with the specific requirements of their nursing departments and the 

nuances of advising students how to navigate a particular curriculum. Bettina identified that 

what she needed “as a new person” was someone who had “been in the process, [who had] 

made mistakes, or has been involved.” This is what Benner et al. (1996), in their description of 

the practices of preceptors, call providing historical context and practical knowledge.

In this situation having a mentor leap in and provide information seemed right. 

However, there is a danger in being taught how things are done in academic communities, the 

common practices, because new teachers may uncritically embrace the community norms. In
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her haste to obtain information and learn her “role” in the situation (in her focus on the ontic), 

Bettina perhaps fails to see the significance of her mentor taking over the situation and 

centering herself as the teacher in the situation. Unknowingly or unwittingly, Bettina’s mentor 

reveals her commitment to teacher-centered learning. Although leaping in may be necessary at 

times, by leaping in and taking over rather than coaching or guiding Bettina through the 

situation, her mentor denies her the possibility of learning to handle these situations. Moreover, 

in acknowledging that her mentor was going over the process “not for the student's benefit, but 

for mine,” Bettina fails to question what the process is like from the student’s perspective, and 

which process might work more toward the student’s benefit. She loses sight of working with 

the student to understand the student’s experiences, concerns, and needs; her own needs 

remain central in her account. Bettina’s story illuminates how mentoring that is only defined as 

(an act of) bringing new teachers into alignment with “the norms” (“teaching [them] the 

process”), works to the detriment of the student and the teachers, that is, to the academic 

community. New teachers who see mentoring similar to Bettina’s as a positive experience may 

fail to scrutinize their relationships with students and colleagues for the inequities that can lead 

to power imbalances. Or they may forget to challenge the linkage of power to the expert 

knowledge of the mentor and to continuously question the “norms” or the “processes” of the 

community as revealed by mentors.

Mentoring may also be seen as a normalizing practice that brings “deficient” new 

teachers into alignment with the “normal” community. Foucault (1982) described modern 

normalizing practices as casting a “gaze” of power in order to control or align with normal that
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which has been somehow determined to be abnormal.18 Viewed in this way, the practice of 

mentoring preserves the status quo and can be seen as a form of social control. From this 

perspective mentoring reduces or limits innovation and critique of community practices. 

Innovation occurs when norms or self-evident assumptions are challenged. As educational 

researchers such as Popkewitz (1998) have pointed out, knowledge in higher education is 

socially constructed. Similarly, beginning teachers may forget that “new” as a category is 

socially constructed and may interpret being new as a constitutive deficit or as being 

powerless.

Although a postmodern perspective challenges the notion of privileging mentor 

expertise and the grand narrative that new teachers are deficient without mentors, these new 

teachers’ stories showed that what mattered about a beginner and an expert working together 

was not only the expertise but also the community engendered. It was not just the “act” of 

mentoring, but the meaning of it as a reflection of joining the academic community. The 

narratives in this study showed that how nursing faculty members worked together and 

“mentored” new teachers illuminated the particular commitments of the academic community. 

Theo’s story about getting advice on how to manage a teaching career shows the dedication of

I8For example, prisons, mental institutions, or schools use “dividing practices” (normal 
verses abnormal, healthy versus ill, graduate versus undergraduate) as ways of objectifying 
humans; thus, these kinds of institutions have a normalizing function. In addition to the modem 
institutional normalizing or regulatory practices of the state are other contemporary normalizing 
practices that are more individual and totalizing (Carlson, 1997). Foucault (1982) called these 
contemporary practices “pastoral power.” Historically, pastoral power was the purview of 
religious institutions; however, the welfare function of pastoral power is now seen in such diverse 
institutions as health care, education, employers, and the family (Foucault). An example is the 
psychology of self-actualization and self-satisfaction (Popkewitz, 1998) that infuses contemporary 
teaching practices.
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his new community to helping him develop his career and it reveals what the community deems 

important in career development. Theo, a doctoral candidate and a 23-year veteran nurse with 

a variety of clinical and management experience in nursing and with some previous non-nursing 

college teaching experience, described getting information about the community during a 

general, formal orientation to his new school. However, he also described how the important 

things he learned as a new teacher happened “informally.” Like Bettina, Theo saw being 

advised by a mentor as a helpful, caring experience. He related how a colleague advised him to 

develop his career.

Informally, the three faculty who had offices across from mine and adjoining to 

mine, offered me a great deal of guidance and support and suggestions and 

willing ears to listen and advice.. . .  I team taught with one of my office 

neighbors . . . .  She started providing me with other career building advice, like,

“there's an opening on this committee. It would be really good if you signed up 

for that. When you go for tenure it looks good.” Or, “don't bother with this 

one, it doesn't have a lot of status on the campus.” She even directed me 

towards a library publication that has you review books, and you get published 

in it a couple times a year, just for reviewing books and things. And she again 

framed that as a way to start building your CV [curriculum vitae] towards 

successful tenure application. I really appreciated that. I never had anybody 

that really was that unselfish, and she wasnt assigned as my preceptor or
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New teachers, particularly those lacking courses in teaching the discipline of nursing 

and those socialized during graduate school to be advanced practitioners in clinical settings, are 

often unfamiliar with academic communities and the tenure and promotion process They need 

to learn how to belong and become attuned to the language and the politics of the new 

academic community. Theo’s colleague provided him with “career building advice . . . framed.

. . towards successful tenure application.” New teachers listen to experienced colleagues talk 

about the community norms for tenure and promotion in their academic communities and 

benefit from their colleagues advice on how to navigate this system and how to be attuned to 

the common practices of their particular academic community.

But there is a danger in listening to others’ advice as well, because new teachers may 

uncritically accept the meanings and interpretations others give to phenomena. Knowing when 

and when not to accept others’ interpretations of the community norms regarding promotion 

and tenure, for instance, is learned through experience. Acceptance of advice can be influenced 

by the advice giver’s comportment. Theo’s belief in the “kind of person” his office neighbor 

was helped him to accept and appreciate her advice. By showing him how to create a place for 

himself that would be valued in the academic community (“It would be really good if you 

signed up for that. When you go for tenure it looks good”) Theo’s mentor showed him a path 

he could accept that held open the possibility of progressing in his new academic community.

Although not all the participants in this study shared Theo’s specific concern about
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tenure, they had similar concerns about promotion or merit. Learning the political practices of 

a new community is problematic. For example, Theo’s colleague’s advice privileged Theo’s 

progression through tenure without necessarily developing him as a good and skillful teacher. 

Missing from Theo’s story is mention of students and how his tenure case might be influenced 

by his ability to teach students. When attention to learning how to be visible and developing 

power and respect in the community become central, teaching may become subsumed. His 

colleague’s advice overlooks student learning as a measure of successful tenure application and 

perhaps preserves this community norm in Theo. Theo’s story raises questions about the 

relationship between teaching and tenure. Do contemporary academic institutional practices 

encourage competition between teaching and building a good tenure case? Who, then, serves 

on the committees in schools of nursing that do not have value for tenure? Whose interests are 

served by teachers serving on low “status” committees? Although a mentor might identify 

correctly the community norm that becoming a skilled teacher has little to do with becoming 

tenured, mentoring is implicated in perpetuating this “norm” that separates the practices of 

teaching and research. The question is whether mentoring is valorized to the extent that new 

teachers fail to challenge the commitment to economics (a successful tenure case) rather than 

to learning to teach. This study points to the need for further research exploring the community 

practices that organizationally and politically subordinate teaching to research (Cuban, 1999).

This issue of privileging tenure or promotion as distinct from teaching is particularly 

relevant given the discussions in the nursing and higher education literature for tenure reform 

toward a broader conception of scholarship that includes not only the traditional scholarship of
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discovery, but also the scholarships of teaching, application, and integration (AACN, 1999a; 

Amey, 1999; Boyer, 1990; Edgerton, 1993; Hutchings, 1994; Sneed et al., 1995; Wood et al.,

1998). Traditionally, research has overshadowed teaching and service in tenure and promotion 

cases. However, academics are being encouraged to consider a more inclusive view of the 

meaning of scholarship by acknowledging that knowledge is gained through research, practice, 

synthesis, and teaching (Boyer, 1991). Teachers having received tenure who have not kept 

abreast of changes in tenure requirements or of the perspectives of the faculty on the 

promotion and tenure committee could be inadequate mentors for contemporary new teachers.

The paucity of knowledge about tenure and promotion processes held by new nurse 

teachers joining academe is often compounded by a lack of formal communication about these 

processes. Similar to what Theo described happening, much of the information new teachers 

gain about the tenure or promotional process is obtained by word-of-mouth through colleagues 

(Boice, 1992b; Hamilton, 1996; Rosch& Reich, 1996; Tiemey & Bensimon, 1996). The issue 

is how new teachers can be mindful that the informal communication of the community norms 

about the system of promotion and tenure reflects individual colleague’s perceptions of what is 

important for tenure, and not a tenure committee’s perception. As well, the dangers in the 

tenure system (for instance, being denied tenure based on a strong teaching case but not a 

strong research case) and in the competing demands o f teaching and research or publishing 

could be held open and problematic by new teachers. Perhaps teacher preparation course work 

in nursing could help new teachers to interrogate these issues.

An individual “expert” mentor could be reading the situation correctly. However, the
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problem in academic communities is the failure to consider how the traditional practice of 

mentoring perpetuates a system of informal communication about the tenure process. Peroa et 

al. (1995) suggest that new teachers could better become oriented to the tenure and promotion 

process by watching, listening to, and questioning many colleagues, not just one. But this 

notion similarly perpetuates the informal communication system. Although informal 

interactions with community members helped these new teachers develop a sense of belonging 

when they joined a new community, formal discussions about tenure and promotion processes 

would increase their knowledge of this system. The issue of belonging in the community and 

the competing commitment to the formal and informal mentoring process was a recurrent 

theme in this study.

Theo’s story shows that how school of nursing faculty members work together and 

“mentor” new teachers illuminates the commitments of academic communities. This study 

reveals two ways new teachers experienced joining their academic communities. When a 

community is committed to being closed through rigidly maintaining traditions, new teachers 

spend their time learning the community norms or backing off. On the other hand, in open 

communities, practices such as collaborating, co-mentoring, and offering hospitality were 

common and reflected the faculty’s commitment to open, fair, respectful dialogue. Practices 

that reflect and engender dialogue make a difference in how teaching and learning are 

experienced in the community. According to Ironside (1999a), it is the nature o f the 

experience that matters in students’ learning to think like a nurse. In open communities, norms 

and traditions were frequently challenged and innovations in teaching were sometimes present.
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The joining practices of collaborating and experiencing hospitality are helpful in showing and 

understanding how a caring, supportive community is or is not engendered.

Collaborating. For the teachers in this study, experiences that engendered community 

included those when community members worked in conjunction to teach a course. By 

collaborating with colleagues to teach a course, new teachers developed an understanding of 

the course and the curriculum which fostered their sense of belonging in the community. Theo 

described how his understanding of the curriculum developed when he collaborated with a 

colleague who was not “assigned” as a mentor. The practices of watching, listening, and 

reflecting upon the practical knowledge from his “office neighbor’s]” past experiences shaped 

Theo’s experience of joining the community.

By the second semester I team taught with one of my office neighbors, and that 

was very helpful. I wish that that had happened the first semester. . . She had 

some inside tracks about how to get things done. We were teaching a course 

that had been combined, and so we really had to sit down and strategize how 

we were going to accomplish the competencies for both of the courses that had 

been blended into this one, and just seeing how she went through that process 

was helpful. It provided an opportunity for her to state some of the program’s 

priorities and overriding sort of concepts that they wanted to integrate that I 

had seen in print on the syllabi of the previous courses, but it didn't have the
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same impact as when she was able to interpret them for me and really sort of 

operationalize them with these new outcome competencies that we were 

working with, blending together from the two courses.

In this story an experienced teacher, who probably could have strategized how to teach 

the combined course herself, creates a place for collaborating with Theo, allowing him to be 

involved, to be heard, and to practice teaching. In open communities, reciprocity was a central 

practice. Reciprocally in this situation, Theo, with 23 years of experience in clinical practice, 

has the opportunity to assist the experienced teacher to be sure the course reflected current 

practice. Working together, they explore the meanings of the course and keep open a future of 

possibilities for each other. Theo’s story illuminates how teachers collaborating rather than 

competing in the academic community create open places for all voices to be heard.

Community is engendered as all members (including the students) benefit from rethinking the 

curriculum through collaborative community practices.

For Theo, seeing program priorities and concepts “in print” did not “have the same 

impact as when [a colleague] was able to interpret them for me and really sort of operationalize 

them.” Formal orientations to a course, curriculum, or the larger school or system are often 

helpful in providing resource material that new teachers can reference when questions arise 

later. On the other hand, this material is acontextual, and some teaching concepts need to be 

“operationalize[d]” or interpreted to have meaning. Theo shows the importance of new 

teachers collaborating with experienced colleagues who can interpret the curriculum for them.
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His story illuminates how what is actually taught and learned through curriculum may be 

different than the sequenced content listed in a curriculum guide.

Theo’s story illustrates how the practice of collaborating engenders community by 

blurring the socially constructed boundaries of the roles of “expert” and “novice” or teacher 

and learner which could otherwise divide community members. For instance, Theo’s story 

illuminates how an experienced teacher becomes the teacher-as-leamer (N. Diekelmann, 1989) 

when together they explore the meaning of the course in terms of concepts and priorities. In 

other words, when working with Theo, the experienced teacher becomes a learner as she 

understands the course in a new way. Similarly, Theo becomes the leamer-as-teacher when the 

meaning of the course is explored through dialogue about how to “operationalize” the course. 

The unity of community (Wheeler & Chinn, 1991) is preserved when the traditional roles are 

made indistinct through reciprocal collaboration.

In contrast to Theo’s situation of working conjointly with his office neighbor, Selma 

described a community with which she experienced little unity. Selma, a doctorally prepared 

teacher of mental health nursing courses in a baccalaureate nursing program, described how 

being physically apart from the school of nursing made joining the department difficult and led 

to her isolation. Her story sheds light on the significance of the physical environment for 

collaborating in the nursing community.

It's interesting how being new, they had to find me a space for an office, and so 

the department is all over here, together on this one side o f the hallway, right.
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So they put me, first they were going to put me on a different floor, but where I 

ended up was on the totally opposite end of the floor and they wanted to get 

together and talk, and talk informally, where a lot happens. You know. In 

psych I know it does. Just discussing ideas and people and things and all that.

So I would always miss those. Or I would come down at lunch time to see if 

anybody was around. They were already either gone or they’re doing it. And 

they'd say, “oh, we were going to ask you. We forgot.” Just kind of like out of 

sight, out of mind, is what it felt like.

Institutional resources, such as available physical space, are central to new teachers’ 

experience of joining the academic community. Having an office in the vicinity of the nursing 

department is important for new nurse teachers being welcomed into and feeling a part of the 

nursing community. Selma identified that she knows through her experience as a nurse that “a 

lot happens” when teachers “talk informally,” “just discussing ideas and people and things and 

all that.” She understood that her office, located “on the totally opposite end of the floor,” was 

not a place from which she could readily become involved in the important work of the nursing 

community or make the informal connections with colleagues who could become her mentors. 

Unlike Theo, whose office neighbors advised him, the placement of Selma’s office made it easy 

for her colleagues to forget her. According to Bode (1999), a common characteristic of 

collegiality is convenient office location. Selma’s story of estrangement from her community 

gives voice to new teachers’ isolation and lack of support and recognition from colleagues that
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has been documented by other researchers (Boice, 1992b; Finkelstein & LaCelle-Peterson, 

1992; Hamilton, 1996; Latchaw, 1993; Menges & Associates, 1999; Olsen & Sorcinelli, 1992; 

Sorcinelli, 1992; Whitt, 1991). Her narrative shows the importance for communities limited by 

institutional resources of more carefully attending to caring practices that help new members 

make connections and collaborate with colleagues

The stories of these new teachers repeatedly showed how their experiences of 

community shaped their involvement with colleagues in the school of nursing. Estrangement 

from colleagues was not simply a matter of office location in the school of nursing, but was 

also reflected in new teachers’ situations as part-time or fixed term employees. Patrice talked 

about the meaning of working in a fixed term position and of the challenge to stay open to a 

future of possibilities in her community. Her narrative shows how academic hiring practices 

can close down community in schools of nursing.

I know this is fixed term, and they’re very clear about what fixed term means. . .

. And this year I think they made it probably more clear than what they realized 

they were making it. [Laughter]. “This is only one year. There is no promise 

after that.” And where I worked before they always said, “we do our best to 

keep our people on if we can.” And [this place] did not even say that... . And 

that's a little bit disheartening really for a new faculty person here. Other new 

people and IVe talked about that and you want to do the best you can and you 

really want to give your all for the school, but in one year, you could be gone.
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You're giving a lot to the school. They pay you but they’re not giving you 

anything else back. You don't feel like you have any ownership. Because what 

do you care what I say, because I'm only going to be here a year. And [as a 

new teacher] you have to be really careful about not falling into that trap. You 

have to be real careful about not thinking that way. You [have to tell yourself]

“what I have to say really matters, even though I might not be here next year.”

And that's hard. And there's many times where you don't maybe contribute in a 

meeting about something that has to do with future things. Because there’s a 

chance you're not going to be here.

Reciprocity is important for collaboratively participating in the work of the community. 

Patrice described how new teachers “want to give” and be contributing members in their 

schools of nursing. However, when they are not “[given] anything else back” in terms of job 

security by their communities, they experience difficulty believing that their contributions 

matter. Communities that offer new teachers “no promise” after one year close down on a 

future of possibilities that shapes new teachers’ sense of ownership and involvement in the 

community. In a community they perceive as closed to them, new teachers back off and their 

voices are not heard.

The reciprocal nature of collaboration was central in these new teachers’ experiences of 

joining academic communities. This finding supports other reports that claim reciprocity is a 

key aspect of collaboration (Bode, 1999; Elliott & Woloshyn, 1997; McDaniel & Colarulli,
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1997; Mullen et al., 1997). These teachers’ stories showed how they reciprocally collaborated 

with other new teachers as well as with experienced teachers. Labeling new teachers as “new” 

can obscure the fact that they often bring teaching experience, insights and new pedagogies to 

their communities. It was common for new teachers to pool their information and their 

expertise. Anna, a new doctorally prepared teacher teaching graduate and undergraduate 

students, related how she and another new teacher mentored each other. She described 

identifying “an older woman” to help her learn the process of grant writing upon joining an 

academic community. Anna’s story shows that it was less important for her to be labeled 

“new” than it was for her to reciprocate her expertise with another new teacher.

The other person that I've gotten close to is an older woman who's probably 

very well known in the nursing business. I think she's published 40 million, 

zillion things, but she's new to this particular university. She was going to 

retire, and she thought, no, I'll just try this and maybe teach one course. Well, 

the minute she's come on, she's kind of, I try to help her learn the system and 

learn the ins and outs of this particular university, and as a result, she's turned 

around and she is now mentoring me through the grant process which she is 

extremely good at.

Anna’s story illuminates collaborative co-mentoring—a reciprocal relationship among new 

teachers joining academic communities as they make available their particular knowledge and
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expertise. Collegial and co-mentoring have been experienced as “a shared process of 

collaborative inquiry” rather than a form of social control (Mullen, 1997, p. 203).

Basic to this discussion of collaborative community practices are issues of power and 

empowerment. The traditional conceptualization of mentoring, rooted in the business model, 

carries hierarchical notions of power—that it is limited to the few This elitist, patriarchal notion 

of power contrasts with alternative visions of power that Wheeler and Chinn (1991) call 

“feminist power.” The potential created by collaborative co-mentoring and collegial community 

practices might be called a “feminist power” along the lines of that discussed by Wheeler and 

Chinn. They describe features of feminist power that illuminate the communal aspects of 

mentoring and the empowerment of the many. According to Wheeler and Chinn, feminist 

power arises from feminist processes that are based on principles of unity. These processes 

include collaborating, nurturing, sharing leadership, integrating the context of the situation into 

decision making, letting go to allow change to emerge rather than be dictated by authority, and 

distributing resources among the many. The potential impact of these processes is limited, 

however. Although the language of feminist process sounds empowering, feminist pedagogy is 

often enacted only in select, ideal situations (Weyenberg, 1998). For example, Weyenberg 

notes that it is not likely to pervade the nursing curriculum, but merely be used to empower 

students in senior, seminar, small group discussion type courses which lend themselves to the 

ready application of feminist principles. Perhaps teacher preparation course work in nursing 

could help new teachers to learn alternative pedagogies; specifically, in feminist pedagogy, this 

could include the empowering aspects of collaboration and the “conditions” for practicing
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collaboration upon joining academic communities.

Theo and Anna’s stories of collaborating show the reciprocity of listening and being 

listened to, and teaching as well as learning when one is new. Narratives from graduate 

students and professors in Breaking the Circle of One (Mullen et al., 1997) support this finding 

that reciprocity is crucial for engendering collaborative co-mentoring experiences In this book, 

participants in a self-study writing group described how reciprocally sharing teaching and 

learning experiences and offering and obtaining information and support through recurrent 

group dialogue engendered a community of stronger and wiser “collegial friends,” as well as 

stronger and wiser teachers (Mullen et al.).

The traditional, overt aims of mentoring new teachers to promote teacher retention 

(Feiman-Nemser, 1996; Luna & Cullen, 1995; Odell & Ferraro, 1992), provide emotional 

support (Odell, 1990), empower women and minority faculty members (Dickens & Sagaria, 

1997; Luna & Cullen; Sandler, 1993), teach community norms (Pema et al., 1995; Sandler), 

and socialize new teachers to teaching careers (Boyle & Boice, 1998; Kridel et al., 1996; Luna 

& Cullen) often say little about learning teaching or the common lived experiences of learning 

to teach. However, when reflecting on their common experiences of teaching and learning, 

community members recognize their shared meanings and identify the community practices 

that tend to nurture or to inhibit teaching and learning. One member of the self-study writing 

group discussed how the members wove their individual stories into a community conversation 

of pedagogy and professional nurturing.
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We studied our own stories of teacher education, and reflected upon what we 

had learned.. . .  Our individual threads wove together a conversation that 

provided critical perspectives on higher education and supportive dialogue 

about the process of growing professionally... .We found that we shared 

common experiences, but with very different perspectives. We could not tell a 

story, share a frustration, describe our joy, or analyze a theory without the rest 

of us understanding and contributing in one way or another. . . . Stories led to 

other stories and events, and conversations were continued and reconstructed 

as experiences were linked to research and theory.. . .  As we talked and 

listened to each other, we began to uncover insights and knowledge about our 

profession. The collaborative process of reflecting on our past and present 

experiences, and making connections to the experiences of others, helped us 

build a personal practical knowledge.. . .  We soon realized that personal 

stories do not offer a singular, simple explanation of teaching and learning, but 

instead expand a diversity of perspectives.. . .  Professional, personal, and 

pedagogical nurturing and support seemed to be at the heart of our 

conversations and were the thread that held us together. (Mullen et al., 1997, p.

190, 191, 193)

This description of collaborative co-mentoring shows how reflecting as a community (rather

than as a pair or in isolation) nurtures new teachers who are learning to teach. According to N.
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Diekelmann and J. Diekelmann (1999), reflecting on the common practices of schooling, 

learning, and teaching is central both to developing expertise and to creating new pedagogies 

for nursing education. Mullen et al. recognize that reflecting and listening to a diversity of 

individual teaching perspectives strengthens the community practices of teaching.

Weaving individual stories into a community conversation of teaching and learning 

reflects narrative pedagogy (N. Diekelmann, 1995a; N. Diekelmann & J. Diekelmann, 1999; 

Ironside, 1997; 1998; Nehls, 1995). Narrative pedagogy is an approach to teaching and 

learning in which the commitment to creating caring communities is focal. In narrative 

pedagogy, collaborative partnerships are forged between clinicians, teachers, and students 

when they gather to share their lived experiences of teaching and learning. As they talk and 

listen to each others’ stories, a community is created in which dialogue is reflective and 

focused on community practices. According to Ironside (1998), “narrative pedagogy is a vision 

fo r  and a description o f community reflexive scholarship” (p. 15). Narrative pedagogy can 

overcome the isolation in learning communities because members begin to recognize how they 

are more alike than different when they hear their common experiences and see their shared 

meanings and practices.

The move to build caring communities through collaborating and sharing experiences is 

critical because it occurs at a time when there is both a rising demand and a dwindling supply 

of “mentors” in nursing education. The highest percentage of faculty members in 

baccalaureate and higher degree programs (40.1 % in 1996) are assistant professors (Post,

1999) who would be seeking the guidance of seasoned teachers in building their tenure cases
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or in learning to teach. However, increasing numbers of seasoned teachers, who would 

typically be resources for new teachers and guide them in their practice of teaching, are retiring 

(Ryan & Irvine, 1994). Who will be the future mentors in nursing education?

Moreover, nurses with advanced degrees are leaving academia in increasing numbers 

because of higher salaries in practice settings (Post. 1999). In addition, a growing pressure on 

faculty members to engage in clinical practice (AACN, 1999b; Broussard et al., 1996) means 

they spend less time teaching, have part-time teaching appointments, and are less available to 

guide new teachers. For instance, nurse teachers who have advanced practice degrees maintain 

their credentials by engaging in specified minimum hours of clinical practice within their 

specialty area. Experienced teachers are particularly needed to listen to and advise new 

teachers because nursing graduate education emphasizes preparation for advanced nursing 

practice or clinical research rather than preparation for teaching. Perhaps the desire for a 

mentor by the teachers in this study occurs in large measure because of their lack of teaching 

experience and formal preparation for teaching in graduate nursing education.

Narrative pedagogy and collaborative co-mentoring which engender a faculty 

community require new teachers to be open to and knowledgeable about how important 

narrative discourses are for reciprocally sharing their experiences and listening to the 

interpretations and stories of others. However, even in communities committed to open, 

respectful dialogue, a common concern of new teachers to look competent as a teacher could 

make them hesitant to share their experiences or to collaborate with their colleagues. The 

teachers in this study voiced their caution in choosing with whom they would share their
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experiences, particularly when they had a teaching problem and worried about their 

competence as teachers. They did not always feel free to discuss situations with community 

members when they entered new communities, particularly if they thought the person might be 

involved with evaluating them for tenure at a later date. April’s story shows the importance of 

a hospitable environment for collaborating and engendering community and reflects the joining 

practice of experiencing hospitality.

Experiencing hospitality. April, a new teacher with a master’s degree and many years 

of clinical nursing experience, related a time, when facing a problem in the classroom, when 

she wondered “do I even bring that up” with her new community because she thought her 

competence as a new teacher might be questioned. April’s story illuminates the commitment of 

her academic community to open, respectful dialogue that possibilizes (Sheehan, 1999) 

collaboration among teachers and students. Her story keeps teachers in schools of nursing 

mindful to attend to being hospitable communities. April related an experience she had 

handling cheating in the classroom.

Two students came to me about a week ago and said, “there's cheating going 

on during your exam.” And I said, “really? Tell me more.” You know, 

open-ended, because I wanted to get from them, do they have the exams, do 

they have these old exams that are floating around somewhere. Basically what 

they said was, “you need to walk around the classroom. You need to not turn
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your back and write the time on the board.” . . .  And so what wound up 

happening is when I had my junior level meeting with my mentor and two 

[others].. . and I brought it to [their] attention . . .  because it's like a 

team-taught course, has many different sections, and I wanted to make sure that 

the whole team knew, and how I looked at i t , . . .  it was more collegiate, where 

they accepted what I was saying instead of saying, “whoa, gee, she's not 

walking around enough. She's not doing this or that.” I felt accepted, in that I 

can come to them with information that could be damaging to myself. [They 

could have thought] “gee, this girl doesn't know how to proctor an exam,” and 

yet they didn't take it as such. They said, “well, maybe what you could do is 

make sure you separate their seats, you know, clear an aisle for yourself.” So 

they really gave me some feedback as a group that helped me now proctor an 

exam better. . . . Part of me said, well do I even bring that up. Because then it 

makes me look as a new person that I don't know what I'm doing in the 

classroom.

Experienced teachers in the community help new teachers separate being incompetent and 

being inexperienced. April’s community (of students and teachers) worked with her to help her 

become a more effective teacher.

In hospitable communities students are freed for approaching the teacher with 

information about a problem in the classroom and the teacher is freed for responding openly
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(rather than defensively). Moreover, new teachers are freed for sharing information they see as 

possibly harmful to themselves with their colleagues. April’s community of students and 

teachers reflected with her on the experience of cheating in the classroom. Her teaching 

colleagues gave her practical advice gained from their past experiences proctoring exams. Her 

teaching community helped April feel “accepted” despite her apprehensions about going to 

them and sharing information that she saw as potentially “damaging” to herself. April’s story 

shows that it is not the issue of newness (inexperience) that matters in joining academic 

communities, but the issue of engendering community where members are free and open to 

accept one another and feel safe to be honest.

What matters in engendering community are the social practices of offering and 

creating an open, safe and hospitable space where persons, particularly “strangers,” can enter 

and are called to stay and accompany the “hosts.” N. Diekelmann (1993b) refers to this 

welcoming as bringing in and calling forth, reflecting Nouwen’s (1975) image of hospitality as 

an attitude of openness to others and the gifts they have to offer. Nouwen derives his 

conceptualization of hospitality from the German word for hospitality (gastffeundschafr) which 

means friendship for the guest, and the Dutch word for hospitality (gastvrijheid) which means 

the freedom o f the guest. According to Nouwen, hospitality is to offer “friendship without 

binding the guest and freedom without leaving him alone” (p. 71). Nouwen elaborates that

hospitality, therefore, means primarily the creation of a free space where the 

stranger can enter and become a friend instead of an enemy. Hospitality is not
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to change people, but to offer them space where change can take place. It is not 

to bring men and women over to our side, but to offer freedom not disturbed by 

dividing lines. .. . The paradox of hospitality is that it wants to create 

emptiness, not a fearful emptiness, but a friendly emptiness where strangers can 

enter and discover themselves as created free; free to sing their own songs, 

speak their own languages, dance their own dances; free also to leave and 

follow their own vocations. Hospitality is not a subtle invitation to adopt the life 

style of the host, but the gift of a chance for the guest to find his own (pp. 71- 

72).

However, as Nouwen points out, creating space for another19 is not an easy task for the hosts 

because societal demands occupy and preoccupy people, filling the empty spaces from which 

they could otherwise offer hospitality. When people are filled with competition, desire for 

power or results, impatience, or fear, they have no room to offer the newcomer, and do not 

reach out to others.

According to Nouwen (1975), hospitality is cultivated by an “articulate not-knowing” 

that makes persons free to listen to others. Listening has been a central practice in the stories 

of the teachers in this study, as reflected in Yvonne’s mentor creating a space to “do lunch” 

and listen to Yvonne’s concerns. Nouwen explains that people can aspire to articulate not-

19Nouwen’s idea of creating space reflects Heidegger’s (1927/1962) notion of 
“openness” (the essence of human nature) in which persons live out of and into possibilities (their 
anticipated future). According to Heidegger, “openness” engenders meaning. In addition, 
“openness” is always social, it is a co-openness.
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knowing that frees them to listen through emptying themselves and unlearning that which 

occupies and preoccupies them. This is not to say that people void themselves of opinions or 

beliefs, but that they become aware of those beliefs because they “offer the boundaries that 

challenge strangers to become aware of their own position and to explore it critically” (p. 99). 

When persons create their own hospitable space with clear, flexible boundaries and offer this 

space to strangers, they encourage them to set aside their occupations and preoccupations and 

to listen to others and to their own inner voice. Nouwen argues that the presence of the host 

within boundaries offers a point of orientation and a frame of reference.

April’s community clearly was hospitable, offering her the space for change to take 

place, the emptiness to be free for discussing classroom cheating with them and to learn how to 

proctor an exam. Her community provided her the frame of reference that she was 

inexperienced, not incompetent, when they shared with her what they had learned from their 

previous experiences. Similarly, April welcomed her students and offered hospitality when they 

approached her with their concerns. Nouwen (1975) argues that the teacher’s task in terms of 

hospitality involves revealing and affirming. The hospitable teacher helps to reveal to students 

that they have something to contribute by illuminating for students the students’ own life 

experiences, beliefs, and values. In addition, the teacher is receptive to the students’ 

contributions. Nouwen elaborates:

Teachers who can detach themselves from their need to impress and control, 

and who can allow themselves to become receptive for the news that their
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students carry with them, will find that it is in receptivity that gifts become

visible (p. 87).

When gifts or contributions “become visible,” students need to be affirmed, encouraged, or in 

some way supported by the teacher. This attention is a way of ensuring the continuing care of 

the student and the student’s “gifts.” April remains open to the information the students can 

share with her, attending to them with her interest in wanting to know more about the 

situation. Unlike April, Bettina and her colleague seem to close down opportunities for 

affirming a student when they maintain control in their situation, informing the student of the 

course withdrawal process rather than exploring the student’s reasons for withdrawing from 

the course.

Academic communities are not always hospitable and open to dialogue. According to 

Bennet (1998), academics could find it difficult to attain a hospitable disposition and, as well, 

to experience hospitality, because of the hierarchy and exclusivity associated with the model of 

“insistent individualism” that pervades academic communities. Nouwen (1975) describes a 

polarity between hospitality and hostility in persons’ lives that forms the basis for their 

relationships to others. Hostility is marked by the filling of spaces in their lives to the exclusion, 

exploitation, or oppression of others. Just as individual mentors can oppress, ignore, or make 

life difficult for new teachers (Braun, 1990; Minnesota Organization of Leaders in Nursing 

Committee on Education and Professional Development, 1996; Mullen, 1997), academic 

communities can exhibit these uncaring community practices and be inhospitable places for
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new teachers. Selma, a new doctorally prepared teacher teaching full-time, talked about how

she wanted to be involved in her community but discovered a “pecking order hierarchy.”

One thing actually that kind of surprised me, because I'm pretty naive to politics 

sometimes, and don't pay much attention to what's going on in terms of that, 

and I can remember starting my new job last year and wanting to be involved in 

everything and helping and doing, and it's like they would keep turning me 

down or not picking me for things. I couldnt understand why, you know.

Here I am, I want to help and do something. And I finally realized, there was 

like this pecking order hierarchy that you can't do this unless you've been there 

a certain length, or you know this certain thing or this is your area and you've 

chosen already, and you're the one that takes care of all that. Like all the things 

dealing with curriculum and somebody else has that assignment or somebody 

else has this or, so it's like areas all divided up already before you get there.

And that it's very threatening to say you want to do some of that. I never really 

thought that that was, I never thought about it. And so if I look back, I'm sure 

I made some of their lives miserable or made them feel more threatened than I 

would have wanted to do, just by wanting to be involved. And what I did was I 

just backed off. And that way I didn't worry about it after the first semester, I 

just said, well, if they want me to do something, they'll tell me. And that's fine 

with me, HI just go ahead and do my thing, and you know, work on my paper
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and do whatever.

Selma’s interpretation is that her community structure was threatened by her being a new 

member who wanted to become involved in the community. Her experience raises the question 

of how communities can hospitably offer new teachers a space when “areas [are] all divided up 

already before you get there.” When communities control the space they offer to new teachers 

through community “norms” such as “you can't do this unless you've been there a certain 

length [of time],” these communities can be experienced as inhospitable and oppressive to new 

members. However, this is not to deny, for instance, that having the curriculum in place is a 

practical necessity, but rather to emphasize how teachers joining academic communities 

experience the “in-place” curriculum.

There is an alternative interpretation of Selma’s story. Perhaps her colleagues thought 

that they were caring for her by not “picking [her] for things” because they understand the 

multiple demands of joining an academic community of learning to teach, learning the 

organization, starting a research program, publishing, writing grants, and becoming involved in 

service activities. It is possible that turning Selma down was their way of giving her “space”—a 

lighter workload in her first year of teaching. Perhaps because she saw the situation in terms of 

herself (“I want to help and do something”), a common practice when a person is new, Selma 

read her new community incorrectly. This interpretation has implications for community 

members to help new teachers understand the caring practices of joining a teaching community 

and shows the need to articulate the community’s concern for new teachers. These alternative
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interpretations point to the possibilities embedded in narrative pedagogy where dialogue 

among teachers specific to their day-to-day experiences reveal their intentions and thinking in 

contexts that increases understanding among community members toward engendering 

community.

Selma recognized the importance of “politics” in her community for her involvement in 

the community. Derrida (1999) avers that politics is important for providing and securing the 

actual conditions for hospitality. According to Derrida (explicating the work of Emmanuel 

Levinas20), the ethical principal of hospitality demands the unconditional and infinite welcome 

of the other without reserve and calculation. However, politics ensures or sets the conditions 

for openness to the incalculable, to the future, and to the stranger. According to Derrida, 

hospitality pertains to ethics in its most authentic sense; he speaks of ethics as hospitality. This 

notion points to hospitality as a moral philosophy for living in community.

The idea of new teachers experiencing hospitality upon joining the academic 

community is a new way of thinking about caring community practices. The growing incidence 

of incivility in the classroom (Boice, 1996) and the workplace (Levy, 1999) underscores the 

importance of exploring practices such as collaborating and experiencing hospitality which 

illuminate community living. Openness, a central theme in hospitality, is an ideal that defines 

community. The practice community in nursing looks to the hospitality industry for ideas about 

welcoming clients into their communities (“Do your patients,” 1996; Don’t assume,” 1996; 

Whyte, 1996). Measures of patient satisfaction are examined not only as an outcome of health

20See, for example, Levinas (1995), The Theory of Intuition in Husserl’s Phenomenology.
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care, but also with an aim to improving “guest relations.” As the academic community evolves, 

this notion of attending to community is being scrutinized. Amey (1999) admonishes that

faculty must. . .  begin to think very differently about the meaning of 

community, how it is fostered and maintained, and their role as community 

members rather than only as instructional activities directors (p. 65).

The narratives of the teachers in this study show the significance of hospitably reaching out to 

new teachers for engendering community.

The implication is for schools of nursing to explore community practices that 

encourage members to welcome, gather, and call forth each other or, in other words, practices 

that cultivate a disposition of hospitality in how members relate. For instance, Ironside (1997) 

advocates for teachers and students to gather and share and reflect on their stories of teaching 

and learning. Community reflexive scholarship holds open to reflection community practices 

and reveals community commitments that both enhance and oppress new teachers’ experiences 

of joining academic communities and opens up possibilities for overcoming the oppression. 

Illuminating mentoring as a practice of engendering community re-envisions the traditional 

notion of identifying and assigning “expert” mentors to work with entering teachers to ensure 

they come to belong in the school of nursing and are successful in their teaching careers. Seen 

through the narratives of contemporary new teachers as a community practice of collaborating 

and experiencing hospitality, mentoring situates all members of the community as opening and
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Relating with Students

Contemporary new teachers joining the academic community learn how to relate with 

students as well as colleagues. They learn the skills of involvement and cultivate ways of 

teaching that enhance or impede learning in students. This study reveals the practical 

knowledge embedded in new teachers’ experiences of learning to relate with students. The 

joining practices of learning what students already know, identifying lim its and boundaries o f 

involvement, learning how to enter the learning situation with students, and managing the 

competing demands o f students and clients are revealed in the theme Learning the Skills o f 

Involvement.

Relating with students is a complex matter because the institutional practices of 

schooling give teachers inherent power that can foster unequal or imbalanced relationships 

with students (Paterson, 1998; Sorrell & Redmond, 1997). The power invested in the teacher 

in conventional pedagogy is frequently challenged and held problematic by the alternative 

pedagogies (Ellsworth, 1992; Gore, 1998; Wheeler & Chinn, 1991). However, Paterson 

questions the assumption that an equal partnership between teachers and students should be 

the norm, pointing out that the social context of nursing education gives teachers necessary 

power in their relationships with students. That is, the necessity to adhere to professional 

standards of nursing practice may direct learning experiences without regard to the student’s 

(or the teacher’s) wishes. In their relationships with nursing students, new teachers may take
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over (exert power) in clinical learning situations in order to safeguard the recipients of health 

care used in the service of learning. The narratives in this study reveal how conventional and 

alternative pedagogies guide new teachers’ cultivation of learning experiences for students, and 

thus, how they relate with students.

Learning the Skills o f Involvement reflects the meaning of relating with students for 

contemporary new teachers. As background for this theme, I begin by describing conventional 

pedagogical approaches to relating with students and I then present the theme as revisioned in 

the analysis of the narratives of this study. Finally, I present the four joining practices 

uncovered by this theme.

Conventional Pedagogical Approaches to Relating with Students

In conventional pedagogy, commonly the ways that teachers relate with students to 

enhance learning and keep clients safe are through curricular structure, course content, and 

grades. These ways of relating with students maintain a teacher centered pedagogy which 

disempowers students, and thus reproduces hierarchy in the classroom. That is, in conventional 

pedagogy, the faculty decides the sequence of courses in the curriculum, and teachers select 

the content within a course, identify the outcomes for learning, and recognize student 

attainment of outcomes through assigning grades. This approach to teaching, predominant in 

nursing education, reflects the behavioral pedagogy promulgated by the Tyler rationale21 (see

2IThe Tyler rationale, exemplifying a production model of teaching and learning, is an 
explication of four steps in the process of curriculum development; namely, stating objectives, 
identifying learning experiences, organizing experiences, and evaluating (Kliebard, 1992). 
Kliebard avers that one reason for the success of this approach “is its very rationality. It is an
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Tyler [1950]) for curriculum development (N. Diekelmann, 1993a). How teachers relate with 

students through curricular structures reflects the power embedded in these particular practices 

of schooling.

The issue of how teachers relate with students is shaped by the tradition in academic 

communities of the primacy of research over teaching Boyle and Boice (1998) reported that 

teaching followed research/publishing/scholarship as the most commonly discussed topic 

between new teachers and their mentors. When teaching was discussed, the issues included 

teaching style, grading, and course preparation, but not relating with students specifically. In 

addition, teachers who heed Boyer’s (1990) call to reconsider a broader conception of 

scholarship by attending to teaching scholarship may paradoxically re-commit to a teacher 

centered pedagogy. This occurs because teachers engage in the traditional activities of course 

design, course implementation, and assessment of learning that, according to Simpson (1998), 

are typically recognized as scholarly work in teaching. Although the approach to teaching as 

scholarly work has increasingly focused on the learner (Edgerton, 1997; Merriam & Brockett, 

1997; Mezirow & Associates, 1990), still the decision to embrace diverse learning styles and 

how to do it is commonly the teacher’s. The issue of power reflected in the debate about the 

primacy of research or teaching in academic communities infuses teaching practice and how 

teachers relate with students.

In addition to these situations that may perpetuate the hierarchical relationships of a 

teacher centered pedagogy, the increasing pressure for new teachers to be more productive as

eminently reasonable framework for developing a curriculum” (p. 164).

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



174

writers influences the amount of time with students and how they spend it (Menges, 1999) and 

it distances teachers from undergraduate students, even in what traditionally have been 

teaching institutions (Amey, 1999). Time constraints can impede student involvement in 

teaching activities. Teachers may engage in traditional teaching activities but spend less time 

learning what students know or reflecting on student learning. Lenze and Dinham (1999) 

described new teachers incorporating teacher centered strategies for dealing with student 

difficulties rather than student-centered strategies, but described new teachers’ desire to learn 

more student-centered approaches. Alternative approaches to a teacher centered pedagogy 

include the empowering strategies advocated by feminist and critical or postmodern 

pedagogies (see, for example, Ellsworth, 1992; Gore, 1998; Wheeler & Chinn, 1991).

Traditional approaches to empower students in the classroom have emphasized shifting 

power from those holding it and empowering the oppressed (Gore, 1998). However, when 

power is within the daily practices and institutions of teachers and students, the issue becomes 

haw power is practiced and experienced (N. Diekelmann, 1992; Gore). For instance, how do 

new teachers know when they have crossed the line in their relationships with students and 

become either overinvolved or distanced from students? These narratives and my 

interpretations explore how power shapes and is shaped by how students and teachers relate.

Relating with Students as an Experience of Learning the Skills of Involvement

The stories of the lived experiences of these new teachers show a facet of relating with 

students as learning the skills of involvement. These stories reveal that one way of learning
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involvement skills is through learning what students already know. In addition, commonly, new 

teachers learned the skills of involvement through exploring the limits and context of 

involvement, including the timing and entering learning situations with students, as well as 

managing the competing demands of students and clients. Learning the boundaries of 

becoming involved with students is complex and difficult, and reflects how new teachers stay 

alongside students in learning.

Staying: Knowing and Connecting is one of the Concemfiil Practices of Schooling, 

Learning, and Teaching described by N. Diekelmann (1995a; N. Diekelmann & J. Diekelmann, 

1999). Staying reflects the ways teachers become involved with students to accompany them in 

learning that can be fair and respectful or oppressive. Staying practices are how teachers know 

and connect with students to get through to them and to cultivate meaningful learning 

experiences. This study extends Diekelmann’s previous work with respect to the concemfiil 

practice of staying in the context of being a new teacher in nursing education.

Exploring their levels of involvement with students helps new teachers keep their 

inherently power-filled relationships with students open and problematic. When new teachers 

learn how to be involved with students, they can obtain an open and attentive or a closed and 

distant engagement with the student and the teaching-learning situation (Benner et al., 1999). 

When positively engaged, this attunement helps them to reach out to students and connect with 

the students in ways that call forth learning. Being attuned in this way also helps new teachers 

to grasp problems as they arise (Benner et al.). Being able to reach out to students and to see 

problems as they happen means attending to the context of their involvement with students.
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Thus, involvement both shapes and is shaped by how teachers relate with students.

Learning what students already know. The joining practice of learning what students 

already know reflects attending to the context of involvement as well as new teachers’ 

conventional understanding of relating with students. Traditional approaches to relating with 

students are reflected in these new teachers’ stories of designing learning experiences for 

students. A familiar classroom strategy is the lecture. In conventional teacher preparation 

courses, students are taught to prepare lectures by identifying the content to be taught and the 

outcomes for learning. Boice (1992) reports that new teachers have generally equated good 

teaching with presenting good content (rather than with relating with students) and they take a 

“facts and principles” approach to lecturing. Emphasizing content promotes analytic thinking, 

rather than the reflective thinking that goes hand in hand with a focus on situated or contextual 

learning. Olsen and Sorcinelli (1992) report that new teachers are unlikely to pursue tangents 

and welcome questions in class, a practice that develops engaged reasoning and reflective 

thinking. These researchers note that as new teachers develop confidence in their ability to 

lecture, they increasingly concern themselves with students’ interests, skills, and abilities.

Lenze and Dinham (1999) also note that new teachers initially have limited repertoires for 

interacting with students to understand what students already know.

Putting together a lecture is a common experience for new teachers, and giving their 

first lecture is often a memorable event. Darla’s story (recounted in parts) about one of the first 

lectures she gave shows how her approach to teaching emerges from conventional pedagogy.
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Darla, a new teacher who had recently completed a master's degree that included teacher 

preparation course work in education and curriculum development, taught medical surgical 

nursing to second year students in an associate degree program. Relying on her knowledge of 

the principles of conventional pedagogy that course content builds sequentially on previous 

learning, Darla prepared her lecture on the assumption that students would have an 

understanding of air exchange in the lungs from their previous anatomy and physiology 

courses.

One of the lectures on the respiratory system—I went in on the assumption that 

they remembered their anatomy and physiology and they understood gas 

exchange. And I kind of thought maybe they might have some trouble with blood 

gases, so I started there and then I realized that they didn't even know blood 

gases. I gave them a quiz and then I kept hearing all these sighs that, “oh this is 

terrible. This is awful.” [And I gave] simple problems. I didn't give them 

compensated [complex] ones. I gave them just straight forward, it was 

respiratory acidosis or metabolic acidosis. Those kind of problems. And so then 

we went over the quiz and a lot of them, they just told me they didn't have a clue.

Darla listened to students complaining during a quiz and began to grasp that she did not 

have a good understanding of the students’ knowledge base. Assessing the learner is a 

common way of knowing and connecting with students at the beginning of a course. Giving
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quizzes is one way teachers assess student knowledge in order to construct learning 

experiences. Quizzing students can help teachers to identify what students do not know, but 

this practice does not necessarily reveal to teachers what students do know. For instance,

Darla learned that students did not understand simple blood gases; however, she did not learn 

the extent of what students did understand about lung physiology, on which she could base her 

lecture. In other words, giving a quiz did not really help Darla to identify where she should 

start with students. Darla would be in a similar situation even if the students had gotten all the 

answers correct on the quiz because she would not have an appreciation of what students 

might additionally know. The knowledge students brought to the classroom was not yet visible 

to Darla.

Knowing and connecting with students is essential for new teachers’ finding out what 

students bring to learning situations and building upon it (Grant & Murray, 1999; Hanson & 

Smith, 1996). Listening with care is central to knowing students (Grant & Murray). Although 

Darla attempted to connect with the students through listening to them, she could have 

jeopardized her connections with students by giving a quiz because being quizzed is a stressful 

experience for students. According to Boice (1996), quizzing can disturb students and build 

mistrust in them for teachers. In addition, according to N. Diekelmann (1992), the practice of 

testing students fosters teacher centered learning, competition, and isolation among students 

and teachers, rather than the knowing and connecting essential to building learning 

communities.

In getting to know the students, Daria's experience in the classroom did not uphold her
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assumption that students would “remember” and have an understanding of previous course 

content. Her story challenges both how teachers leam what students know and how they use 

the information they gain; that is, it challenges the meaning this information and the experience 

of testing has for both students and teacher. Perhaps how and when the assessment is done is 

the issue, rather than whether or not an assessment is important for teaching. In addition, the 

limit of a student’s ability to memorize and recall detailed information challenges the 

assumption that students master once and for all prior course content. New teachers may know 

that students have probably forgotten material from previous courses, but they see no 

alternative to teaching the way they do because how they were taught has left them unaware of 

alternatives to conventional pedagogy. Or, it may also be the case that new teachers and 

students simply differ in their views of what content is relevant. If new teachers sought to leam 

from students the information the students did recall, new teachers could construct courses 

based on content that actually had been learned rather than content that was taught.

As Menges (1990, p. 107) points out, while “most teaching occurs in the classroom, 

most learning does not. Learning may occur in any setting where learners encounter the subject 

matter of study.” Darla’s story showing how a new teacher becomes mindful to attend to 

learning as well as teaching reflects the increasing focus of education on the (earner (Edgerton, 

1997). Amey (1999) contends that faculty roles are changing toward the primacy of learning in 

academic communities.22 Attempting to attend to learning, Darla had to re-construct the

“ One reason Amey (1999) cites for this change is the onset of distance technology. 
Commonly, teachers are inexperienced with using distance technology to teach, and thus pay 
attention to how students leam and fail to leam in this novel approach to teaching.
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lecture because she “didn't hit the level [students] were at” when she first started lecturing, 

related how she had to “go back to the drawing table and regroup... because [she] didn't 

know that they didn't know.” Darla continued her story.

And then I had a diagram thing I put up on the board and I was explaining to 

them how it worked and, well, first of all that day was not a good day. The 

overhead [projector] light bulb was out, so I couldn't do that. And then they 

got another overhead in there and that light bulb was out so I couldn’t do that.

So I'm drawing on the board, and I also was drawing an oxyhemoglobin curve 

and that was a fun one to explain, drawing it on the board, but I was going 

over this diagram, and then it was kind of like they kind of got all excited that 

some of them were getting it, that said, “oh I never figured this out before” 

with this diagram I had on there, and how I was going over it. I just took a 

whole bunch of blood gases and just kept throwing them out to them with the 

numbers and they kept plugging them in to the little formula I had there and 

then a lot of them were finally getting it. And then we went to talking about 

ARDS [adult respiratory distress syndrome] and I blew them away again.

“What are you talking about? Where are you going?” It was like oh no. I can't 

use the overheads because the thing won't work, [and I] had some illustrations 

I thought would help, and then I'm drawing things on the board and I'm trying 

to explain oxygen affinity and the hemoglobin and this too, and I had to kind
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of back up there and go back to the drawing table and regroup later after that 

particular day, because I didn't know that they didn't know.

Interactions with students help new teachers to construct learning experiences. Darla 

paid attention to how students experienced learning through a quiz and changed her approach 

to teaching. She creates conversations with students, questioning and answering, and 

diagraming information. Despite a potentially overwhelming teaching situation, the students 

began to understand blood gases when Darla kept giving them examples for practice until "a 

lot of them were finally getting it." There was excitement in the classroom as students who had 

"never figured this out before" were understanding the oxyhemoglobin curve for the first time. 

The excitement was short-lived, however, because Darla moved on to talk about another 

difficult topic for students and lost her connection with them. Reading the situation that she 

"blew them away again," Darla realized that she lost her link with what the students knew. She 

realized that for the future she would have to "go back to the drawing table and regroup."

Darla's story illustrates how new teachers leam to become involved with students and 

to design learning experiences by dialoging and reading the situation. They try to stay 

connected with the students, and as they connect (or do not connect) they design a new 

strategy or continue to use the same one. Often this means that new teachers will explore 

content or information with students until finding a point of connection—a common ground or 

something they both know. It means that they meet the students where they are and then lead 

them, calling forth engagement in learning content to reach new understandings. Darla’s story
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shows that her teaching skill with connecting with students (which may be present or absent) 

influences her lecture. It is how she constructs and delivers the lecture.

Darla’s story shows how, despite the “preparation” for teaching she obtained in 

graduate school, she did not feel “prepared” to teach. Yet she intuitively managed, using her 

past skills of knowing how to reflect in the situation and how to ascertain the students’ 

perspective and experience of learning in the situation. This situation suggests that teacher 

preparation course work could include developing or extending these skills. Conventional 

teacher preparation in nursing, by offering course content that focuses on theoretical knowing 

and its application in a teaching practicum, might distance new nurse teachers from the 

practical knowing (for instance, how to read and use skills of reflecting in situations) they 

developed in nursing practice. Darla’s experience of breakdown in the classroom in effect 

“teaches” her to read the students and reflect on the learning in the situation. Through learning 

in the moment she makes innovations in her teaching approach.

Darla’s story reveals the skills of teaching, in particular the skill of lecturing and the 

background skill of connecting. Acontextually teaching “how to prepare a lecture” by focusing 

on developing content to achieve outcomes in teacher preparation courses falls short of 

preparing new teachers for the experience of lecturing that reflects involvement skills and 

reflection. The emphasis is on developing and delivering the lecture rather than on the 

experience of lecturing. The role of experience is perhaps objectified and rationalized in 

conventional approaches to teacher preparation, covering over the way expertise develops 

through practice. Darla’s story raises questions for teacher preparation. How do educators
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identify the skills of teaching for teacher preparation course work and practica? How can the 

skills of teaching be taught? Interpretation of the narratives o f these new teachers shows the 

skills of teaching are learned through experience in the participation in, design, and cultivation 

of learning experiences for students. How then are the skills of teaching, which include 

designing a syllabus, constructing a test, or evaluating clinical performance, to be best taught 

and learned by new teachers? If it is learning through experience, then beginning courses are 

particularly time consuming.

Darla reflected on how the equipment failure influenced her teaching which, although 

anxiety provoking, ultimately enabled students to understand the subject.

I remember I was trying to draw the lobes of the lung and the branches of the 

trachea, and I was getting it all cockeyed [and I was thinking], “they’re never 

going to know what’s in here.” [Drawing] also makes you slow down, and 

when I'm nervous I talk very, very, very fast. I mean, I can talk fast enough on a 

regular day, but if I'm nervous I talk very, very fast and then my voice will drop, 

and get not as loud. And that wouldn't help either, so I had to work on the 

presentation style, and then work on making it more interesting and simpler.

And it seemed to me like the simpler it was, the more they could hook to it.

Rather than give them the whole global concept of ARDS that it does this and 

this and this, back off and say, “this is how the air gets to the capillaries, what 

are you going to do and block it off?” Come from the other way.
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Through a breakdown experience, Darla learns how to teach by noticing how she is 

teaching. Presentation style during a lecture constructs the learning experience because it 

conveys messages that set the context for learning. Darla recognized that her anxiety about 

lectures was communicated in her fast paced style. Boice (1996) reported that fast paced 

lectures disconnect teachers from students and have a negative impact on comportment in the 

classroom. Darla found that a consequence of drawing on the board was becoming mindful of 

her "presentation style." She noticed that it helped her to slow down when she talked. Being 

anxious about lecturing is a common phenomena for teachers; however, for inexperienced 

teachers, anxiety may cover over being able to read the situation and act in it (Benner et al., 

1996). Darla’s experience of “breakdown,” when nothing seemed to go right, helped her to 

look at it and reflect on it (Schon, 1983). In addition, she learned when and how to slow down 

her presentation despite the nerve-racking situation.

Through her experience, Darla began to see that she needed to break the content down 

into parts that the students could then be helped to put together. Darla created the possibility 

for students to understand the material by "making it more interesting and simpler" so that 

students could "hook to it." Daria’s conception to simplify her presentation reflects yet another 

precept of conventional pedagogy of sequencing learning experiences from the simple to the 

complex. The problem with this approach arises when teachers become inaccurate when they 

over simplify. Another danger is they might teach “down” to students, failing to challenge 

student thinking through over simplifying. This situation of weighing the complexity of content 

illuminates an aspect of finding one’s way on the narrow path of relating with students and
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learning what they already know.

Darla’s story shows the interwoven nature of reflecting-in- and -on-action (Schon, 

1983) in designing learning experiences. She constructs the experience through her own 

transformed understanding of the students’ perspective. “Transformative learning” describes 

the way people make sense of their experiences by challenging and revising their frames of 

reference through a process of critical reflection to reach understanding of why meanings are 

attached to experience the way they are (Mezirow & Associates, 1990). Thus, through 

reflection on their experiences, people are shaped by overturning previous conceptions so as to 

act anew in fresh situations.

In addition, Darla’s story shows that the study of contemporary new teachers in nursing 

education is not a study of novices. Her narrative reveals her grasp of the competing concerns 

and the implications involved in connecting with students in the situation, and her recognition 

of shortcomings and of personal responsibility. According to Benner et al. (1996), this 

description would characterize competent, proficient practitioners in nursing practice. As well, 

new teachers’ recountings of the time they spent evaluating whether teaching measured up to 

their expectations and whether they measured up to the teaching demands placed on them 

reflects Benner et al.’s description of competent nurses. In addition, the more complex, puzzle- 

solving kind of learning that showed itself in these new teachers’ stories was characteristic of 

experts in nursing practice (Benner et al.). New teachers commonly brought their 

understandings as experienced nurses to bear on their teaching situations and their relating with 

students.
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Identifying the limits and boundaries of involvement. The approach of using nursing 

skills in the practice of teaching is particularly reflected in this study in the joining practice of 

identifying the limits and boundaries o f involvement. Learning to identify the limits and 

boundaries of involvement with students helps new teachers stay alongside and accompany 

students in learning. Randi, a new master’s prepared family nurse practitioner (FNP) working 

full time with FNP and undergraduate students, reflected on her past experiences as both a 

student and a nurse. New teachers commonly reflected on their past nursing experiences with 

clients as the background that shaped their care for students. Reflecting on levels of 

involvement with students is an important practice for new teachers because reflection-on- 

action shapes future actions (Schon, 1983). Through reflection, understandings from past 

experiences are brought to bear on the unfamiliar in new situations. Looking at her present 

situation through the lens of her past experiences, Randi recognized the challenge in her 

teaching of learning how to intervene with students without becoming “overly involved.”

I just got out of graduate school myself last May, and I often feel myself over 

sympathizing with the role of the student, almost wanting to give them too 

much. And trying to separate myself is very hard, because I'm still trying to 

figure out who I am and what kind of teacher I'm trying to be, and so I'm 

always looking at other models, the other ways teachers are doing things in a 

different way than I did as a student. How do they get the classes’ attention?

How do they offer support with them without being overly involved? I don't
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know if you know what I mean. It's real hard. Because I tend to be kind of that 

way anyway, when I think of with patients, sometimes I get overly supportive 

of them. When do you let them really go off on their own? When do they need 

to take that leap? So it's a little tougher with these students because I'm almost 

overly helpful and I don't know that that's helping them learn... . or just 

mothering them too much.

Randi’s reflections show her recognition that the teacher’s involvement influences 

student learning. According to Benner et al. (1996), involvement is needed for engaged 

reasoning, perceptual acuity, and connecting in situations. However, new teachers commonly 

wonder, as Randi did, how to be supportive of students, and how to engage students’ thinking, 

without “being overly involved,” that is, without doing too much for them and getting in the 

way of their learning. Because she recognized a tendency in her nursing practice of "getting 

overly supportive" of patients, Randi worried about "almost wanting to give [students] too 

much."

The tension Randi depicts reflects what Heidegger (1927/1962) described as two 

extremes of caring between which humans maintain themselves in their everyday worlds. 

According to Heidegger, caring that “leaps in” takes over and dominates others, whereas, 

caring that “leaps ahead” liberates or frees others to be themselves. Freeing others to be 

themselves means returning self-care to the individual, which empowers them to recognize and 

fulfill the possibilities in actual situations (Bishop & Scudder, 1991). Nursing care is committed
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to treating responses to illnesses and helping individuals resume the activities of daily life by 

providing encouragement and support as the person heals. There are times of crisis when 

nurses do leap in and take over for their patients but as soon as possible they seek to return the 

responsibility for self-care back to the patient. In this way, the patient is allowed to become 

fully independent and the nurse maintains appropriate levels of involvement with the patient. 

When she wondered if she was “mothering them too much,” Randi shows how she wanted to 

avoid leaping in and taking over for students. The kind of dominating care Randi was 

concerned about in this instance is described as being matemalistic.

The issue in leaping in or leaping ahead is not simply one of participating or not 

participating, or of deep or little involvement. It is, rather, the nuanced knowing or practical 

knowledge that comes with experiences. Knowing which experiences to leap into and when 

and how to leap ahead such that the patient feels accompanied and attended but in control is a 

skill of involvement that is a hallmark of nursing expertise (Benner et ai„ 1996). Leaping ahead 

is not quiescent, but rather a deeply situated and engaged state of staying and attending. In 

teaching, leaping ahead involves teachers’ intuited knowing what students need in situations 

that leads them to intervene with students before the students themselves know what they need 

(Sorrell & Redmond, 1997). According to Sorrell and Redmond, teachers sense the 

vulnerability of students in situations and empower them to act in situations or to reach 

understandings previously not attained.

It is often in situations perceived as breakdown that new teachers reflect on the nature 

of their skills of involvement. According to Schon (1983), much of the reflection-in-action
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engaged in by professionals hinges on their surprise in the situation. When something falls 

outside the realm of expectation, individuals are surprised and led to think about what 

happened. Randi described a time when she did not anticipate a student’s response to a 

situation and questioned whether it went “over the line” of appropriate involvement.

There's a student in the class that I'm teaching right now and she handed in, they 

have to do these little mini assessments, and she handed one in and when it was 

handed back she didn't like the grade she got. So, she's like, “all right, so fine.”

So then I get home from class that night, and I get her on the phone and I'm 

talking away to her, because I'm trying to tell her why I gave her the grade I 

gave her. I should have just [said], “this is your grade,” to a point, helping her, 

but I was on the phone for almost an hour explaining every little thing of why I 

graded the way I graded. Which was fine. And then I said, “does this help and 

all that?” And she said, “yeah, yeah, yeah.” Well then the next assignment, she 

brings it in beforehand for me to proof it before she hands it in. Which I'm like,

“all right, fine.” But now I think, we're over the line here. I mean, she has to 

accept the grade she gets and, I mean, that's going to have to be a change now 

next time if she brings this next paper to me again to proof beforehand, I'm 

going to have to be like, “well now, hopefully you've had two times to do this,” 

whereas I think I just went overboard, I should have just let her read the 

comments and then if she had any problem. But no, I didn't, I went through the
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comments with her, and I think she sort of played me a little bit, played me a 

little bit more than, you know I just have to learn to stand my ground a little bit 

more, and that's not particularly easy, because I feel so insecure with the role.

Involvement and learning the limits and boundaries of relating with students is a 

complicated issue for new teachers because it is an invisible practice of teaching. For example, 

talking to a student on the telephone at night from home is an informal and often unrecognized 

teaching practice. It is unlikely to be identified in a job description, and may be unanticipated 

by new teachers joining the academic community. Randi learned the boundaries of relating to 

students through her experience of overinvolvement with a student, a situation that she 

previously described as “over sympathizing with the role of the student, almost wanting to give 

them too much.” According to Benner et al. (1999), in clinical practice, “safe and helpful 

closeness and distance [are learned] by getting interpersonal connections better or worse in 

actual. . .  relationships” (p. 16). That is, this cannot be taught. Randi’s story reveals how the 

skills of involvement are learned through practical experience rather than taught because the 

limits of involvement are commonly made visible only when a boundary has been crossed or 

when one is in a situation of breakdown.

Learning the skills of involvement is complicated not only because it is an invisible 

practice, but also because there is a problem of balance—of weighing how much participation 

with students is too much or too little. This is always a situated or contextual experience. New 

teachers need to identify what Benner and Wrubel (1989) have called a “narrow path” of
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relating without becoming either enmeshed in situations or distanced from them. According to 

Benner and Wrubel, nurses who become overly involved caregivers have difficulty seeing the 

other person’s situation or the resources that person brings to the situation. Although Randi 

clarified with the student "does this help and all that," she sought the student’s input to check 

out her own read of the situation rather than to learn how the student saw the situation. For 

example, she could have asked the student, “how do you understand the material now?” or, 

“what are your concerns?” rather than assuming she understood what the concerns were.

Randi took over the situation, but did not recognize this until she felt manipulated and then 

identified that she has "to learn to stand ground a little bit more." Becoming overinvolved 

triggers disengaged, detached involvement that can be just as dissatisfying as underinvolvement 

(Benner et al., 1996). The issue for new teachers is maintaining balance while they find then- 

way on the narrow path of relating with students.

Randi’s story raises questions about “crossing the line,” that is, how do new teachers 

know that they have crossed the line and become overinvolved with students? When does a 

situation shift from a case of tutoring a student to a case of overinvolvement? In addition, how 

is overinvolvement experienced by the student? The student could have viewed this situation as 

the best or the worst “teaching” she has ever had because of the individual attention she 

received. Did the student interpret the extra attention she received from the teacher as an 

invitation to continue to have the teacher walk her through her assignments only to discover 

that this is not what the teacher intended? Learning the skills of involvement is complicated 

because professionals in practice cannot always identify the rules by which they make
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judgments in situations (Benner et al. 1999; Schon 1983). Rather, learning the skills of 

involvement is knowing-in-action that is adjusted through reflection-in- or on-action (Schon). 

Benner et al. (1999) call this approach thinking-in-action and reasoning-in-transition. Learning 

the skills of involvement is a nuanced knowing learned experientially through many situations 

of knowing and connecting with students and. conversely, not knowing and not connecting 

with students. Benner and Wrubel (1989) say that the “narrow path” of relating with others, in 

this case students, is best traveled in the company of those who understand the situation. 

Experienced teachers could help new teachers see when the line has been crossed by helping 

them to reflect on the experiences that do not feel right to them.

According to Benner et al. (1996), relating with others often is risky and intimate, yet it 

“feels right.” Feelings of “rightness” or “wrongness” in situations can act as a moral compass 

in learning a practice (Benner et al., 1999). Randi extended herself to the student, but when she 

felt “played” by the student, the experience did not feel right to her. The issue is that 

overinvolvement or over identifying with another brings a flood of feelings that get in the way 

of one’s perceptual acuity (Benner et al., 1999). Similarly, walling off feelings equally blunts 

the possibility of attunement in situations. Learning the skills of involvement means developing 

the emotional skills of openness and responsiveness and learning to pay attention to emotional 

senses of the situation, both of which help with problem identification and facilitate reaching 

out to others (Benner et al., 1999). According to Benner et al. (1996), to learn the skill of 

involvement with students, new teachers would pay attention to their intuition, to their feelings 

and their sense of self in situations.
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In addition to being a case of overinvolvement, Randi’s story also illustrates that she 

has not been prepared to be reflective about learning. Randi interprets asking a teacher to 

respond to an assignment as asking the teacher to do the student’s work, rather than as an 

invitation to help a student succeed through showing areas that need improving. In addition, in 

reflecting on her experience as she did, Randi failed to separate the learning in the situation 

from grading or giving evaluative feedback and suggestions. Both she and the student focused 

on evaluation, and learning was covered over. Randi’s story contains the paradox of a teacher 

who evaluated a student’s paper against specific criteria, becoming frustrated when the student 

then did everything she could to ensure that she was meeting those criteria. The incongruity 

lies in how teachers perpetuate teacher centered learning and then express frustration when 

students respond in kind. N. Diekelmann (1992) described how these circumstances arise.

Teachers report spending a great deal of time and effort preparing to teach.

Showing considerable care and concern for students, they try to individualize 

their instruction. . .[yet] practices inherent in an individualized approach have 

unforseen effects.. . .  Although teachers do not intend it to happen, students vie 

and compete for a teacher’s time, they can become dependent on the teacher for 

the “right answer,” and teachers are frustrated at trying to meet individual 

students’ needs. Within the process o f individualizing instruction, the teacher’s 

importance and power is unintentionally reproduced, which encourages 

students’ dependence on an authority figure and paradoxically discourages
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thinking (pp. 75-76).

Despite the intentions of teachers to help students, their practices sometimes get in the way of 

student learning. Indeed, Randi’s story points to this phenomenon based on her assumption 

that a point by point review of her comments would individualize her instruction and 

encourage learning. Instead it makes the student dependent on following the teacher’s 

guidelines and emphasizes what is to be done (it emphasizes the evidence of learning, rather 

than the learning itself). Perhaps it also scares or intimidates the student. In addition, the 

meaning of the assignment either gets lost or becomes one of reproducing power in a teacher 

centered pedagogy, or giving the teachers what they want. This approach increases student 

anxiety about grades and focuses both the teacher and the student on evaluation rather than 

learning in situations. Focusing on evaluation emphasizes the power imbalance in the situation, 

as reflected in Randi’s comment that the student “has to accept the grade she gets.” The 

emphasis on outcome education present in conventional pedagogy can obscure learning 

through shifting the focus to compliance (giving the teachers what they want—identified by 

their grading criteria) and emphasizing grades or a means-ends approach in which grades 

become more important than learning.

Randi’s story reveals that she was ill prepared to identify and address the hierarchical 

nature of her relationship with the student. Despite her good intentions to empower the student 

to do better on the assignment, her focus on grading perpetuates her power over the student. 

Randi’s situation reflects assumptions of conventional pedagogy that when a student does not
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“get” the assignment, either the student does not know what the teacher wants, or the student 

does not know how to do the assignment (does not know “the answer”). Either of these 

assumptions leads the teacher to review the assignment criteria (focus on grades), which 

centers the experience in the teacher and maintains the teacher’s power over the student. When 

power is identified as the salient aspect of relating with students, the focus is on negotiation—a 

power struggle. In learning to relate to students, how power is practiced and experienced is 

important. For instance, the practice of welcoming students into assignments through inviting 

them to attend closely to the grading criteria is different than giving feedback and reviewing 

the criteria in nuanced ways that matter. In her attempt to explain the grade she gave so that 

the student could better understand the assignment, Randi remained unaware that she was 

perpetuating the very thing she was trying to avoid. Ellsworth (1992) calls into question 

“empowering” practices in teaching, averring that teachers are at times their most oppressive 

when they are trying not to be.

According to Paterson (1998), how one empowers others matters in equitable 

relationships, not who has the most power. How empowering is experienced is important for 

equitable (or inequitable) relationships. However, Ellsworth (1992) would argue that who has 

power always matters, because power can never be overcome. According to Ellsworth,

dialogue in its conventional sense is impossible in the culture at large, because 

at this historical moment, power relations between raced, classed, and gendered 

students and teachers are unjust. The injustice of these relations, and the way in
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which those injunctions distort communication, cannot be overcome in a 

classroom, no matter how committed the teacher and students are to 

“overcoming conditions that perpetuate suffering” (p. 108).

Ellsworth suggests that teachers acknowledge power and how they are implicated in 

perpetuating it, and stay open to changing relations with students. For instance, teachers could 

call students to join them in designing the course and creating classroom assignments and 

criteria for evaluation. The issue, according to Ellsworth, is finding commonalities in the 

experience of power without underestimating its distinctive effects. Exploring how power is 

experienced by teachers and students holds it open and problematic. Narrative pedagogy helps 

new teachers ask how the student experiences the situation.

However, caught up in the situation, and feeling “so insecure with the role” of teacher, 

Randi focused on her rationale or criteria for grading rather than the learning experience for 

the student. Randi overlooked considering the experience from the student’s perspective, or 

questioning whether or how this assignment was helpful to learning, specifically, how the 

student was experiencing the assignment and the learning that accompanies it. As well, Randi 

fails to explore with the student the meaning of getting feedback from the teacher and how this 

influenced her learning.

Feedback on student papers given before they are turned in to be graded that calls forth 

learning and helps the student to think about the situation in more depth rather than about how 

it did or did not relate to the evaluation criteria can engage student thinking as papers are re-
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read, re-thought, and re-written (Ironside, 1997). In conventional pedagogy, typically, teacher 

comments tend to be evaluative (comparing student work to objective criteria) rather than 

reflective (“writing with” the student-doing the same assignment). Reflective feedback, for 

instance, is when teachers write “this makes me think about.. .” or “this raises questions for 

me about. . . that a reader might want you to explore further.” The issue is giving feedback 

that encourages “writing that beckons readers to contemplate, challenge, explore, or expand 

ideas” (Diekelmann & Ironside, 1998, p. 1353). Similarly, when teachers do the assignment 

with the students, and share their writing aloud, they can write in ways that engage students in 

a reflective re-thinking dialogue. This conversation between the students and the teacher is a 

response to the thinking evoked by reading written assignments and shapes writing 

(Diekelmann & Ironside). Although her experience held the possibility for implementing 

Ironside’s innovative approach to teaching and learning, it is likely that Randi’s lack of 

knowledge about teaching strategies did not allow her to focus on the student and consider this 

possibility. Rather, she focused on herself and her criteria for grading, closing off a novel way 

of connecting with the student.

Learning how to enter the learning situation with students. Being able to connect with 

students and to see problems in learning means attending to the context of involvement with 

students. Paying attention to the context of involvement is further reflected in this study in the 

joining practice learning how to enter the learning situation with students. These stories 

revealed how clients, comprising a large part of the learning context in nursing education,
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influenced new teachers’ approach to their involvement with students. Not only did the 

teachers in this study report learning how to relate to students in ways that were neither over- 

nor underinvolved, they also described learning how to relate to the context of the teaching 

and learning situation. For instance, central to the skills of involvement is knowing how and 

when to enter into a learning situation in order to help students learn how to think through and 

read a situation and to optimize the experience for both the student and the recipient of health 

care.

Randi’s narrative shows a new teacher learning the skills of involvement by focusing on 

how she related to the student. The stories of the teachers in this study also reflected how to 

become involved through focusing on the context of the learning situation. When new teachers 

consider the context of their involvement with students, they begin to see the teacher, or the 

student-teacher relationship, as a part of, but not the center of the situation. They begin to 

understand how to enter the situation without taking over the situation. As well, their concern 

for the client and how clients are used in the service of learning is made apparent.

Tracy, who is a skilled nurse working part time as a clinical teacher in a baccalaureate 

degree program while taking doctoral level courses in preparation for a career in teaching, 

described a clinical situation that centered on patient education. Knowing the dangers of 

overinvolvement and dependency of students yet the need to provide guidance and assure 

safety, Tracy related how she decided to step in rather than to wait and let a student figure out 

a teaching plan for a patient on her own. Tracy’s narrative illuminates the context of the 

learning situation because it also shows how new teachers use their skills and experiences from
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clinical nursing to manage teaching and learning experiences. She uses her understanding of 

how to engage the student in learning by using her past clinical nursing experiences with 

patients—this time successfully with a student.

I was working with one student who was developing a teaching plan for a 

patient going home after lower back fusion. [It was a] fairly complicated post 

op course, and typical for fusions; [the patient] was going to have to be out of 

work for 9 months to a year and wear a back brace 23 out of 24 hours a day for 

the first 4 months post operative, and all those kind of ugly complications going 

home. And [I was] watching the student gather and gather and gather 

information, and spend time over at the library, and spend time with the 

resource books that the unit had developed for this very problem, and then sit 

down in the nursing station with just piles and piles of stuff. And [I am] kind of 

thinking back, “Do I let her go ahead with all this stuff, or do I have her kind of 

cut it down?” and you know, I asked her if she had ever had surgery before.

What other experiences did she have either as a surgical patient, as a patient 

herself or somebody close to her, and as it turned out her father had had pretty 

extensive surgery and was very ill and came home. And I said to her, “How did 

that whole homecoming thing go, were you there when he came home?” And 

yes, she was still living at home as a high school student, and she said, “It was 

just really complicated because we didn't know what information was
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important, and what information wasn't important.” And I think a light came on 

for me then, with okay, “so what have you got there in front of you that you, as 

a family member would think would be really important. You’ve now taken 

care of this person for a couple of shifts. I think you have a pretty good feel for 

what they're gonna need at least in the first month going home. What do you 

think is the most important stuff to give them so that you don't give them too 

much?” And I think she did a great job with her teaching plan. And she went 

in and she carried it out and she did wonderful, and I think she had a pretty 

successful discharge. But part of me was going to wait and let her figure that 

out, and I'm glad I didn't.

Tracy’s story is a familiar one of a teacher using skills of involvement to decide how 

much direction to provide a student. The practices of thinking, knowing, and connecting are 

nuanced and always situated. Tracy’s story shows how preserving thinking practices—how new 

teachers call out thinking—is a way of knowing and connecting with students. It shows how the 

Concemfiil Practices of Schooling, Learning, and Teaching (N. Diekelmann, 1995a; N. 

Diekelmann & J. Diekelmann, 1999) co-found each other and co-occur. Tracy struggles with 

how to enter the situation such that she connects and gets through to the student. Wrestling 

with whether she should “let her go ahead with all this stuff’ or “cut it down,” she utilizes a 

familiar nursing strategy by encouraging reflective thinking in the student regarding personal 

past experience with similar situations. Nurses commonly appeal to what is familiar in the
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patient’s past as a link to interpreting the present. Tracy’s appeal to the student’s past 

experience with her father works to help the student reflect on how she could interpret the 

discharge teaching in her present situation. Tracy teaches the student to reflect on what the 

student brings to the situation that may help her in the situation. How Tracy entered the 

situation was shaped through drawing on her nursing knowledge (of putting oneself in the 

position of another to grasp what the situation might be like for the other) and using reflective 

thinking.

The questions raised by Tracy’s narrative are many: How can teachers be better 

prepared to use their nursing skills to guide their practice of teaching? How can teachers with 

minimal experience in nursing practice best be prepared to teach? Does teacher preparation 

that conventionally offers course content on teaching methods and instructional design, 

learning theory, curriculum development theory, testing and evaluation, and a teaching 

practicum experience shape how teachers use their nursing experiences to guide their practice 

of teaching? How can teacher preparation preserve the practical and intuitive knowing of 

nursing practice experience?

In addition to revealing Tracy’s reflective practice, her narrative also reminds new 

teachers that teaching is an embodied practice and that they can attend to bodily sensations to 

help them learn how and when to enter teaching situations. Embodiment reflects the ways that 

meanings, concerns, styles, or habits are experienced in the body (Benner & Wrubel, 1989). 

When Tracy describes her assurance about knowing how to enter the situation as “a light came 

on” for her, she points to the significance of her understanding and how it was made known to
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her. Moments of vision or insight that are inexplicable or unaccountable come to people as 

sensory experiences. Similarly, the skills of involvement, thinking, and connecting are often 

linked to the senses, to things seen or heard. New teachers develop practical knowledge of 

teaching by attending to how situations present themselves and are experienced in their bodies. 

This bodily interpretation of invisible, sensory experiences is more than a “gut feeling” or an 

intuition. It enables thinking-in-action--thinking linked with action in ongoing situations 

(Benner et al., 1999). According to Benner et al., embodiment reflects skilled know-how, 

which is a way of knowing that is required for becoming attuned, sequencing activities, and 

intervening in situations. Tracy’s embodied understanding of the situation tells her how to 

enter into and act in the situation.

Tracy’s story helps new teachers look at how the student and the patient are brought 

together in learning and the unique nature of teaching nursing clinical practice. It is not always 

the case that new teachers skillfully balance their role and responsibility as teachers with their 

role and responsibility as nurses. Particularly when working in a conventional pedagogy that 

separates teaching practice and nursing practice, they face the challenge of how to balance the 

competing demands of student learning and caring for clients. Their concern with this matter is 

reflected in this study in the joining practice managing the competing demands o f students and 

clients.

Managing the competing demands of students and clients. Once Tracy grasped how she 

could participate in a meaningful way in the student’s learning, she was confident about
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entering the situation and guiding the student. However, many new teachers joining the 

academic community struggled with knowing when to leap in with students and when to step 

back. Through trial and error they come to learn how and when to enter into and participate 

with students in situated learning. For Peggy, a decision about not stepping in “as a nurse and 

as an instructor” at a particular moment of client need was deliberate which she described as 

“literally sitting on my hands.” Similar to Tracy’s story, Peggy, through recalling her basic 

nursing skills of relating to patients, connected with students and helped them learn. Peggy’s 

story illuminates how “leaps ahead” caring paradoxically both holds back teaching and opens 

up or frees up students for learning to occur.

I had one [student clinical] group that was working [with clients] in a 

reminiscence group and it was Thanksgiving time... . And these students had 

gone in with this elaborate plan on what they were going to do for this 

reminiscence group about Thanksgiving and what a joyful time of year it is and 

we give thanks for everything, and they had pictures and tools to utilize as far 

as reminiscence and they went in with all these great expectations for outcomes, 

and the first lady they went to about Thanksgiving and showed her this beautiful 

autumn picture with the pumpkins and the com stalks. She looked at it and she 

said, “I hate Thanksgiving because my daughter died on Thanksgiving.” And 

these students, I was sitting observing them, and these students were just 

overwhelmed and flabbergasted and fell into instant silence. And I'm sitting
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back literally sitting on my hands, not intervening. I wanted to, as a nurse and as 

an instructor, jump in and say, “This is what you should say.” But [I] felt that 

this was something, a learning experience, that they needed to handle and I 

found that difficult as a new teacher. You want to correct everything, and say, 

yeah, this is how it should go. But I literally sat on my hands and let them 

handle that silence, and granted, they didn't handle it as well as I would have 

liked to have seen them handle it. They literally brushed it off, and changed the 

subject and went on. But afterwards, we sat down and I brought up the 

situation and asked them how they felt. And they said they were really 

uncomfortable and really didn't know what to say. And I said, “Okay, put 

yourself in her shoes. How do you think she felt with your silence? And how 

do you think she felt with the fact that you did not address the subject that she 

brought up?” And when I made them put themselves in her shoes, they realized 

that she was probably as uncomfortable as they were. And they talked about 

ways they could have handled it differently. Things that they probably could 

have said and I just tried to kind of guide and direct them. And they were given 

an opportunity, about two weeks later, to really redeem themselves. In the 

meantime, one of the students had lost a grandmother, who she was very close 

to. And she came back after that experience and said, you know, I can now 

truly empathize with what this woman was going through. The feelings that she 

felt. And it did come up again in group. And, because of this student's personal
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experience, because of the fact that these students had reflected on what this 

client may have felt, they were able to talk about it. And all the other members 

of the group joined in. There were lots of tears. It was a real emotional group, 

but it was a real learning experience for these students, and for me. Not to 

jump right in and save the day.

Typical of beginning nurses is a deep desire to help and this often is reflected in a desire 

to jump into situations and do something. Many new teachers experience a similar desire to 

“jump right in and save the day.” This practice, however, creates a situation in which the 

teacher is at the center with all the attention and control. Peggy observed how new students in 

a reminiscence group became “overwhelmed” when a client did not respond as they had 

anticipated. Her dilemma is whether to jump in and demonstrate what to say in response to the 

client or to allow the students to experience the situation by “not intervening.” Peggy’s 

dilemma arises from a conventional pedagogy that separates the roles of teacher and nurse. In 

her narrative, Peggy avoided the context of the learning situation, not acting (as a nurse) on 

her concern for the client. Perhaps because she felt that the students later “redeem[ed] 

themselves,” Peggy thought that the risk of being silent was warranted because the students’ 

need to learn was greater than the client’s need for support.

New teachers are tom between protecting the client and wanting to provide the student 

with a good learning experience. For instance, they know that students will be challenged to 

learn in great depth with clients who have complex problems that require nurses to identify
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stimuli for multiple problems, see relationships between body systems, and synthesize 

knowledge from many areas in order to intervene. However, new teachers also know that these 

same clients require expert nursing care for best healing. For example, new teachers weigh 

whether to assign a student to a client who is newly diagnosed with terminal cancer, 

understanding that the student, assigned only one client, will have time to be with the client, yet 

may have rudimentary therapeutic communication skills, fewer lifetime experiences from which 

to develop empathy, and less (if any) experience creating meaningful end-of-life dialogue. New 

teachers see the possibilities in the learning experience for the student to practice these skills 

and form a therapeutic relationship. At the same time, they question whether a student is even 

capable of developing such a crucial relationship and whether the client is being served by a 

neophyte’s attempt at meaningful dialogue. New teachers working within a conventional 

pedagogy often experience separate and conflicting roles of nurse and teacher. There is a 

tension between their responsibilities to serve the interests of the clients and those of the 

students.

Peggy described sitting back and watching and “not intervening” in the situation. She 

acknowledged that the students “didn't handle it as well as I would have liked to have seen 

them handle it,” because they “brushed it off, and changed the subject and went on.” Peggy 

stayed in the situation with her students by later initiating a dialogue with them. She began by 

increasing her understanding of how the students felt in the situation and then helped the 

students learn how to reflect on the experience by asking them to imagine how the patient felt 

in the situation. It was through reflective situated thinking that she helped the students to make
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connections between the response they anticipated and the patient’s experience of their 

“changfing] the subject” and “brush[ing] off” the patient. In this way, Peggy is calling out 

thinking and reflecting through situated discourse that attempts to explore other ways of 

understanding the situation. This is an important part of learning to read human situations. 

However, this learning experience could never have happened if Peggy had not taken the risk 

to let the students experience the dilemma when the familiar and anticipated fails to happen.

Peggy’s narrative raises the questions, What are the risks to the client? How else might 

Peggy have attended to the competing demands in this situation? Could Peggy have explored 

how the client’s concerns and need for support were compromised in the service of student 

learning through her comportment as a teacher? Perhaps she could have gone back to the client 

to care for the woman after meeting with the students. Does student learning come before 

caring for clients or the client’s need for support? How can new teachers preserve client- 

centered care in their involvements with students in learning situations? Perhaps, through 

staying in the context of the situation more than Peggy did, new teachers as nurses could show 

students what to do.

By showing how students come to learn through a teacher “not intervening,” Peggy’s 

story illuminates the paradox of students learning the most when the teacher does the least 

amount of “teaching.” She related how “difficult” it was to sit back and not intervene “as a 

nurse and as an instructor.” Holding back teaching as Peggy did was withholding the authority 

of the teacher, or, as she described it, “[the] want to correct everything, and say, yeah, this is 

how it should go.” Heidegger (1954/1993) describes these difficult challenges of teaching.
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Teaching is even more difficult than learning. We know that; but we rarely think 

about it. And why is teaching more difficult than learning? Not because the 

teacher must have a larger store of information, and have it always ready.

Teaching is more difficult than learning because what teaching calls for is this: 

to let learn. Indeed, the proper teacher lets nothing else be learned than— 

learning. His [sic] conduct, therefore, often produces the impression that we 

really learn nothing from him, if by “learning” we now automatically understand 

merely the procurement of useful information. The teacher is ahead of his 

apprentices in this alone, that he has still far more to learn than they—he has to 

learn to let them leam. The teacher must be capable of being more teachable 

than the apprentices. The teacher is far less sure of his material than those who 

leam are of theirs. If the relation between the teacher and the learners is 

genuine, therefore, there is never a place in it for the authority of the know-it-all 

or the authoritative sway of the official, (pp. 379-380)

Teaching, for Heidegger, is not imposing ideas of what is in the world, or as Peggy described 

it, “say[ing], . . this is how it should go.” Similarly, learning is not obtaining “useful 

information” from a teacher. Rather, teaching as “let[ting] them leam” allows people to engage 

the questions that arise for them in their experiences. Peggy’s way of letting learning occur was 

encouraging students to reflect on the question of “what to say” in their situation. Her 

approach to teaching opened up the possibility for students to act differently in a subsequent
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experience. By holding back teaching, Peggy opened students to thinking or freed students to 

learn.

However, educators could question Peggy’s openness to students’ and her own 

learning in respect to considering what happens with clients who are used in the service of 

student learning. The dilemma in this situation is that although students come to leam a great 

deal from the teacher’s non intervention and the teacher learns of the worthfulness of not 

intervening, the client is left to suffer because she did not receive the kind of sensitive response 

that was deserved. Opening up and sharing her grief over the loss of a daughter on 

Thanksgiving, this client was “brushed off’ and the topic changed. In this story, there is no 

account of the teacher returning or showing concern for the client’s experiences with the 

students. How to help students leam through experience yet never use clients in the service of 

learning is a difficult area for new teachers to both see and navigate. Unexamined is the 

influence of this experience on the client, vulnerable and rebuffed. Also unexamined is the 

effect on the students of knowing that their teacher was there and yet allowed them to respond 

insensitively by “brush[ing] off’ the client’s expression of grief. Students are allowed to 

provide client care in the service of their own learning but they count on a teacher to keep 

them safe. It appears that Peggy is unprepared for knowing how to balance her teaching 

responsibilities in this situation.

The paradox of conventional pedagogy is that the client is invisible because educational 

attention is focused on evaluating what the student does and learns rather than on what the 

client needs. That is, the teacher’s foremost responsibility is evaluating students, not providing
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patient care. For instance, when students are required to demonstrate teaching skills, a client 

may be “taught” whether or not the client needs teaching or feels like being taught. Students 

attempt to engage in authentic “teaching;” however, in the lived world of clinical education 

clients are sometimes used in order to meet the student’s need to demonstrate the “skill” of 

teaching. Teachers seldom ask clients to comment on the care they have received from 

students (not even for the purpose of student evaluation). Peggy’s story reflects the problem of 

using the clinical setting as an evaluation arena rather than as a learning arena. A focus on 

evaluating what the student does covers over the possibilities of learning through asking or 

being shown how and what to do to meet client needs. Although Peggy believed that students 

learned through this situation, the question could be raised as to what the students did not 

leam. For instance, students did not leam how to respond appropriately as a nurse in the 

situation. They did not leam how to provide client centered care. Commonly, students worry 

that their acts of commission will compromise client care. In this instance, students did not 

leam how their learning may compete with or compromise client care through an act of 

omission.

As an alternative to conventional pedagogy, the notion of service learning reflects a 

convergence of the competing interests of learning and providing care for clients. Service 

learning is defined as a reciprocal relationship in which both students and communities engage 

in service and learning (Peterson & Schaffer, 1999). Service learning is committed to providing 

a beneficial service in the course of learning in “true to life” situations. A focus on providing a 

service rather than on evaluating students centers the client in the situation. However, this is
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not to say that the commitment to providing service overshadows student learning (Ironside, 

1999a). According to Ironside, teachers must continue to protect learning experiences for 

students and attain a balance between the two. The notion of balance is often overlooked 

in conventional approaches to practice education in nursing in which clients are served and 

students learn. The reciprocity in service learning raises the questions: How do clients learn9 

How are students served? Service learning transforms the idea of using clients in the service of 

learning to one of clients (and health care personnel) participating with students in service and 

learning. Informed consent is an important component of service learning that emphasizes the 

client’s participation in the experience (F. Fritz, personal communication, October 29, 1999). 

Persons accepting service from students must know they are receiving the service from 

someone who is learning. Although informed consent does not guarantee that clients will be 

managed appropriately, it indicates their recognition of their potential vulnerability. Another 

component of service learning that brings learning and providing care together is student 

reflection on the experience (Fritz). Through reflecting on the service experience students 

connect the skill or the educational objective with the larger context of the service setting and 

transform and extend their understanding in the situation. Although Peggy helped students to 

reflect on the situation, it is not apparent in Peggy’s story whether or not she obtained consent 

from the client to participate in the students’ learning.

Learning the skills of involvement in teaching situations—learning how and when to be 

the center of a learning situation and when to be a part of but not the center-is a complex 

issue for new teachers joining the academic community. Perhaps if experienced teachers could
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spend time side by side working in the situation with new teachers, they could help them to see 

the client’s cues and in so doing assist them to shift the client to the center of the situation. 

These narratives encourage new teachers to be mindful as they develop their skills of 

involvement and to ask themselves questions such as, am I leaping in or leaping ahead in my 

involvement with students? That is, how am I closing down or freeing students so that learning 

occurs? What are my interests? What or who am I trying to protect by controlling teaching and 

learning situations? What am I afraid will happen if I do or do not intervene? How do I attend 

to the ethics of using health care recipients in the service of learning?

Peggy’s as well as Tracy’s stories show how clients and students teach new teachers to 

teach. Cultivating relationships with students, clients, and nurse colleagues in the clinical 

setting is an important common experience for new teachers re-entering the practice 

community as teachers. Nurturing relationships is a skilled practice of listening and watching 

how students, clients, and nurses all interact. For instance, those clients who are more 

receptive, as well as those who are less receptive to students, teach new teachers how to teach. 

In addition, new teachers learn to intervene with students who are assigned to clients who have 

less receptive nurses. The nature of teaching nursing involves reading situations like these in 

the practice community. This study would suggest that the possibilities for revolution in how 

clinical education is taught (Tanner, 1998) are available to educators even now in the 

relationships cultivated in the practice community.

By exploring how new teachers relate with students through learning the skills of 

involvement, the study also shows how teachers, students, and clients come together in nursing
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education. Through illuminating the centrality of clients used in the service of learning in 

nursing education, this study shows how nursing education and other professions are unique in 

demands for practice education in higher education. The challenge for nurse teacher 

preparation is how to preserve nursing practice in the preparation of teachers. Preserving 

nursing practice and providing care to clients in teaching compels the discipline to be involved 

in more careful teacher preparation and research in nursing education. In addition, this study 

calls for research exploring the client’s experience and involvement in the learning situation.
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Summary

My study is situated within the interpretive scholarship paradigm in nursing and 

contributes to interpretive phenomenological research literature. Interpretive phenomenology 

centers on exploring and understanding the meanings and common practices (experiences) of 

being human, in this instance, the common experiences of being a contemporary new teacher in 

nursing education. This approach to scholarship is in harmony with nursing and teaching 

because these are human sciences, and as such are concerned with and shaped by cultural 

understandings, skills, practices and habits, and environment (Benner, 1994a). In other words, 

interpretive phenomenology is directed toward understanding the contemporary ways of being 

human in particular contexts. Interpretive phenomenology is an alternative to the traditional 

methods of science that emphasize explanation and prediction. Through ongoing interpretation 

and reinterpretation of human experiences, this approach to inquiry generates questions and 

uncovers new possibilities for nursing and pedagogy.

In its contribution to the research literature, this study increases the practical knowledge 

and enlarges the understanding of the common experiences of contemporary new teachers in 

nursing education. My study extends and illuminates the scholarship of Benner (Benner, 1984, 

1994a; Benner et al., 1996; Benner et al., 1999), Tanner (Benner, et al., 1996; Tanner, 1991, 

1993, 1997), N. Diekelmann (N. Diekelmann, 1988, 1989, 1992, 1993a, 1993b, 1995a, 1997a;
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N. Diekelmann & J. Diekelmann, 1999; N. Diekelmann & Ironside, 1998; N. Diekelmann, 

Schuster, & Nosek, 1998) and Ironside (Diekelmann & Ironside, 1998; Ironside, 1997, 1998, 

1999a, 1999b). For instance, my study extends Benner et al.’s (1996) explication of being new 

in nursing practice by describing the experiences of being new in teaching. In another 

illustration, this study illuminates both Benner’s and Ironside’s work by showing how new 

teachers preserve thinking through their thinking-in-action developed in nursing practice.

This study also contributes new insights into the contemporary experiences of teachers 

during their first two years in nursing education. The explicated narratives and detailed 

interpretation of the narratives of new teachers illuminate how new teachers come to know the 

meaning of teaching in an academic community through joining and relating with colleagues 

and students. My study is situated within contemporary academic communities in nursing that 

are experiencing an increasing number of new teachers (particularly those who are part-time 

teachers) and a growing shortage of faculty members (particularly those who are doctorally 

prepared). Giving voice to contemporary new teachers’ experiences, my study provides 

guidance to future new teachers as they enter academic communities as well as to experienced 

teachers who are working with new teachers and who are preparing future teachers. For 

instance, the descriptions of common experiences of being new and of relating with faculty 

colleagues and students can help new teachers better anticipate, interpret, and respond to the 

many challenging experiences they will face when they are new and joining an academic 

community. My study assists new teachers come to more M y  understand and appreciate their 

experience of being new in contemporary nursing education.
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Contributions

This study provides new language and understandings of the meaning of the 

contemporary experiences of being a new teacher. For example, current conceptualizations of 

being new are often rooted in the related idealist or realist explanations of role theory 

(Choudhrv. 1992; Esper. 1995; Infante. 1986; Lease, 1999; Norton & Spross, 1994), teacher 

socialization (Dunn et al., 1994; Lortie, 1975; Zeichner & Gore, 1990), and change theory 

(Lancaster & Lancaster, 1982; Lewin, 1951). The descriptions in these approaches offer 

theories and explanations about being new that reflect the language typically used by teachers 

to describe their experiences. This language is often a particularized one that is limited and 

most often captured by categorizing, labeling, or stereotyping the actions embedded within the 

experiences. These descriptions are usually impoverished of the meaning of the experience as 

lived. The Concemful Practices of Schooling, Learning, and Teaching (N. Diekelmann & J. 

Diekelmann, 1999) provide a new language for students and teachers to use in reflecting on 

their common experiences. In my study, I elaborated the concemful practices by interpreting 

and reinterpreting the experiences of new teachers in nursing. My study captured in the 

language of new teachers the meaning of this experience. In this way, the lens of the language 

is held open to listening to language speak. This study listened to how language speaks being 

new in one particular context—that of being a new teacher in nursing education. According to 

Heidegger (1971), language expresses being human, rather than human beings expressing 

through language. To heed the language of contemporary new teachers for new possibilities of 

thinking is to understand their contemporary ways of being new teachers joining the academic
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community. This understanding contributes to transforming the future of nursing education.

This opening up of the interpretive possibilities of language is a contribution of my 

study. Interpretive possibilities come into play for teaching scholarship and teacher preparation 

generally and for community mentoring specifically. I discuss each of these in the next three 

sections. Ultimately, experiences of community mentoring possibilize best practices in teacher 

preparation and scholarship.

Reawakening the Scholarship of Teaching

This study serves as an exemplar of the strength of synthetically interweaving the 

scholarship of research and teaching in ways that transform and extend disciplinary knowledge 

rather than simply transmit it. In other words, my research on the experiences of being new in 

teaching substantively adds to both the body of interpretive research and teaching practice. In 

addition, as a synthesis of research, interpretation, teaching, and nursing practice, this study 

contributes to Boyer’s (1990) project to broaden conceptions of scholarship in academe. As 

well, my work joins others in challenging the taken-for-granted assumption that research, 

practice and teaching are constitutively separate activities (Coiner & George, 1998; Glassick et 

al., 1997).

Drawing on Boyer’s (1990) work, the AACN (1999a) defines the scholarship of 

teaching as “inquiry that produces knowledge to support the transfer of the science and art of 

nursing from the expert to the novice, building bridges between the teacher’s understanding 

and the student’s learning” (p. 4). My research shows how new teachers build these bridges of
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understanding through reflecting with colleagues on their teaching experiences and on their 

joining an academic community. In addition, this study shows how bridges of understanding 

are built through new teachers connecting with students in order to construct learning 

experiences that call forth thinking. For instance, in Chapter 4 1 showed that how Darla learned 

what students already knew was through her teaching skill in connecting with students She 

was able to use this connecting skill, also, as she constructed and delivered her lecture in a way 

that engaged students in the learning content to reach new understandings about blood gases. 

Darla’s narrative additionally described the experience of gaining pedagogical content 

knowledge (Shulman, 1986), as she connected her disciplinary content knowledge with how to 

teach in view of this knowledge. In Chapter 4 I also showed how Tracy and Peggy, using their 

practical disciplinary knowledge gained from clinical nursing experience, engaged in reflective 

thinking about teaching and also helped students become reflective thinkers. These exemplars 

revealing how disciplinary thinking informs teaching practice show how my work encompasses 

the practices of teaching, nursing, and scholarship.

Within my scholarship the Concernful Practices of Schooling, Learning, and Teaching 

identified by N. Diekelmann (1995a; N. Diekelmann & J. Diekelmann, 1999) have emerged in 

the context of being new in teaching nursing, describing what matters for new teachers in 

nursing education. For example, the concernful practice Staying: Knowing and Connecting 

describes the concern new teachers have about the nature of their involvements with students 

and colleagues. As described in Chapter 4, knowing and connecting helps new teachers to see 

what is problematic in learning for students and enables them to construct meaningful or
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helpful learning experiences. How new teachers connect with students is important because 

accompanying students in learning can be done respectfully or oppressively and awareness of 

these possibilities is crucial for change in teaching practice to take place. Similarly, the 

concemful practice Caring: Engendering Community describes the importance of the 

community at large (which can be welcoming or stifling) for new teachers entering and 

developing a sense of belonging in schools of nursing. By showing and explicating how a 

common practice, mentoring, is a community experience, my study shows how traditional 

understanding of mentoring language and practices is enriched and extended by interpretive 

scholarship. The stories of new teachers demonstrate how the concemful practices are shared 

experiences, co-occurring with each other in contemporary nursing education. My research 

both replicates and extends the current research of N. Diekelmann by explicating these 

practices as they are experienced by new teachers and by describing new teachers’ experiences 

to the broader community.

My study further extends N. Diekelmann’s (1997a; N. Diekelmann & J. Diekelmann, 

1999) phenomenological approach to understanding the experiences o f teachers, students, and 

clinicians in its contribution to Narrative Pedagogy in the context of teacher preparation in 

nursing education. This study shows how Narrative Pedagogy is not a framework for learning 

but, rather, is an experience that is engendered through sharing and reflecting on stories of 

lived experiences. Through sharing experiences of teaching and learning, conventional, 

feminist, phenomenological, critical, and postmodern perspectives converge in a narrative 

pedagogy (Ironside, 1998). According to Ironside, this converging is not simply a melding;
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rather, “it is a clearing that calls forth and encourages unending conversations that are 

respectful of and embrace, but also move beyond the particularistic politics of class, ethnicity, 

race or gender in order to reveal shared practices” (p. 15). The stories of these new teachers 

show how Narrative Pedagogy is not a framework that can be imposed but, rather, an 

experience that has to happen—it has to be called forth and arise from the community’s 

experiences, reflection, and dialogue. In this way, Narrative Pedagogy is a description of 

teaching scholarship as lived.

By calling forth dialogues among students and teachers about practices of schooling, 

learning, and teaching in nursing, this study creates a space for community reflexive 

scholarship and the development of new pedagogies for nursing education. Community 

reflexive scholarship, a narrative approach to pedagogy, engenders dialogue and connections 

between persons in a group as a way of reforming nursing education (N. Diekelmann & J. 

Diekelmann, 1999; Nehls, 1995). The narrative stories of the new teachers in this study 

generate dialogue and reflective thinking about new teachers’ personal knowledge. Community 

reflexive scholarship arises from the lived experiences of the new teachers in this study; thus, it 

can be said that this study, adding to N. Diekelmann’s work, contributes a Narrative Pedagogy 

for Teacher Preparation by creating its own interpretive pedagogy situated in the context of 

new teachers in nursing education.

Rethinking Teacher Preparation in Nursing Education

My study illuminates the strengths and limitations of current teacher preparation efforts
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by exploring common shared practices that can be preserved or extended and those that would 

best be abolished. Specifically, this study uncovers how new nurse teachers are not “prepared” 

to teach and supports similar findings reported in the literature (Boice, 1992; Dunn et al.,

1994; Grossman, 1990; Stanley & Chism, 1991). However, my research also shows how these 

new teachers are prepared and have experience as advanced practice nurses and how they rely 

upon nursing skills in their practice of teaching. This study points to the importance of having 

disciplinary knowledge in nurse teacher preparation.

Although coursework in the discipline of education or the field o f adult continuing 

education is important for preparing new teachers, of course it is not sufficient. My study 

shows how disciplinary content knowledge matters in teaching nursing students because it 

shapes the thinking of the new teacher as well as the approaches used when teaching students. 

Balancing the demands to keep clients safe from students’ errors while providing students with 

opportunities for learning and practicing is but one area where knowledge of the discipline of 

nursing shapes and informs the approaches to teaching and learning in practice education. In 

showing how new teachers in nursing must manage clients and students in practice education, 

weighing their roles and responsibilities as teachers and nurses, this study challenges the 

assumption that one can prepare nurse teachers in the same way that one prepares chemistry 

teachers, for instance. This study demonstrates that although nursing education is informed by 

higher education, the intricacies of teaching the practice of nursing will continue to demand 

disciplinary concern, research, and preparation in order for substantive reform to occur.

This study reveals the importance of including the practical knowledge of teaching in
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coursework on preparing to teach. This practical knowledge, described in Chapter 4 as the 

joining practices of contemporary new teachers, could include learning how to cultivate 

openness and hospitality in the learning community, how to identify and select caring 

colleagues with whom to work closely, and how to collaborate with colleagues. In addition, 

learning to teach could include the practical skills of how to attend to what students already 

know, how to identify the limits and boundaries of involvement with students, how to enter the 

learning situation with students, and how to balance the competing demands of clients and 

students. Course content could also explore the ethical dilemmas embedded in practice 

education (such as the use of clients in the service of student learning) and contemplate how 

clients and health care personnel can participate with students in service and learning. As well, 

discussions could examine the importance of joining an academic community and learning the 

community norms and could delve into how to respond to the competing calls of teaching, 

research, and service to students and clients. Coursework inclusive of the foregoing would help 

provide anticipatory socialization rooted in the practices of contemporary new teachers and 

experience with the broader aspects (such as research and service) of the teacher role, both of 

which have been noted as inadequacies in the graduate preparation for college or university 

teaching (J. H. Davis & Williams, 1985; Latchaw, 1993; Oermann & Jamison, 1989; Slevin, 

1992; Tierney & Bensimon, 1996).

The importance of exploring the practical knowledge of interpreting and reflecting 

(such as how to interpret community norms) in teacher preparation courses is also illuminated 

in this study. For instance, practica and course experience could encourage new teachers to
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reflect on and interpret their own experiences. Reflection on experience has been supported by 

others proposing reform in teacher education as a central component in the preparation for 

teaching (Boardman, 1993; Boyer, 1992; Brookfield, 1995; Lenze & Dinham, 1994; Liston & 

Zeichner, 1991; McLaughlin & Oberman, 1996; Schon, 1983; Schubert, 1991; Zeichner,

1993). This approach would both highlight the emergence of new practical knowledge and 

engage graduate students in the skills of reflective thinking about practice education. New 

teachers would in this way learn to approach teaching as a practice rather than an application 

of knowledge and theory or the problem solving process about teaching. This approach means 

that the teaching practicum, as well as guided teaching assistant experiences, both 

opportunities in which graduate students obtain experience teaching, are important 

components of teacher preparation programs.

Interpreting the narratives of new teachers has also revealed that an important aspect of 

teacher preparation is to have experienced teachers make their teaching more visible to 

graduate students and colleagues, to bring it out of the classroom, perhaps by publicly 

engaging in reflective dialogue about teaching and learning experiences. This implication 

supports similar findings described in the literature (Mullen et al., 1997; Rankin, 1994).

Sharing narratives of experiences calls out reflection and dialogue as the narratives point to the 

common concerns across student and teacher experiences. That is, sharing narratives 

transcends traditional boundaries such as degree level (baccalaureate, master’s, or doctorate) 

and role (teacher, student, or nurse). Dialogue with graduate students about shared, common 

experiences in teaching and learning in nursing education engenders community when students
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and teachers begin to see how they are more alike in their concerns and interests than they are 

different. This is not to imply that dialogue always or only helps community members to “get 

along together.” It matters how and what stories are shared; for example, dialogue can also 

engender divisiveness in the community, for instance when new teachers feel left out of the 

dialogue, as Selma described in Chapter 4. Such practices within schools of nursing that 

exclude new teachers are oppressive and should be abolished. This study calls for nursing 

communities to also become more sensitive to potential exclusionary practices, such as office 

placement within the department. Schools of nursing must develop ways of including new 

teachers and graduate students in the activities of the school despite the constraints of the 

physical environment. As new teachers also learn the “how to’s” that are so important in the 

practice of teaching nursing, sharing stories that unveil the expertise of experienced teachers 

help unite community members. Narrative sustains reflection on experience from which 

graduate students or new teachers make sense of their experiences (N. Diekelmann, 1988). 

Narrative links students’ worlds of thinking and experiencing. Bringing narrative to teacher 

preparation could be an important practice toward improving teaching into the next 

millennium.

By identifying what new teachers need to know and how they might best leant it, my 

research significantly assists in reclaiming, supporting, extending, or abolishing current 

practices that shape the experience of preparing for college or university teaching. This study 

describes how teacher preparation programs can create communities of students and teachers 

to learn and explore the practices of teaching in nursing education.
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Revisioning Mentoring as a Community Experience

Documenting the contemporary experience of being a new teacher and joining the 

academic community, this study challenges conventional thinking about mentoring as 

predominantly an individual practice and suggests that mentoring is more importantly a 

community experience. This revisioning of mentoring makes a substantial contribution, not 

only to new teachers, but to faculty development committees and experienced teachers 

responsible for new faculty orientation and to teachers planning teacher preparation programs. 

Furthermore, the narratives in this study reveal that when community members mentor new 

teachers in isolation, they may overlook how new teachers contribute to and enhance the larger 

community, a practice that inadvertently elides the worth of a new teacher’s skills, abilities, 

talents, and experiences.

As these stories show, there is an “informal” mentoring of inexperienced faculty 

members that is a common community practice. Although this practice is commonly described 

by participants it remains largely invisible to the community because of its informal, 

intermittent, and unplanned nature. This practice of informal mentoring occurs when 

experienced teachers share their expertise, skills, and abilities in ways that sustain the faculty as 

a whole. The informal nature of this mentoring, however, is not an insignificant nor frivolous 

practice and experience, especially for new teachers. In order for new teachers to take 

advantage of the informal mentoring available within the community at large, my study 

suggests that schools of nursing need to illuminate this invisible practice, identifying the 

particular contributions each faculty member can make to the group rather than assigning one
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or two members to mentor the new person. This is not to say that dyadic mentoring has no 

place in the academic community, but rather to encourage the possibilities for new teachers 

and graduate students that slumber within the community experience of mentoring.

My research highlights the important practice of community members spending time 

together talking and listening to new teachers rather than assigning individual mentors, which 

can discourage community concern and dialogues. For instance, regularly spending time 

together as a community precludes meeting only when problems arise or only as long as 

someone is new. This study illuminates questions such as, How might schools of nursing be 

different if all faculty members were responsible for welcoming and bringing new teachers into 

the community? How might teacher preparation curricula address the centrality and influence 

of community life on teachers and students, particularly how one can go about joining and 

contributing to an academic community? How might schools of nursing become more 

hospitable to new teachers in ways that foster collaboration, cooperation, and mutual respect?

The centrality of hospitality to the future of nursing communities was illuminated by 

many new teachers in this study. One participant commented that the hospitality she was 

extended as a new teacher “makes [her] want to stay in teaching.” Likewise the participants in 

this study related how inhospitable experiences served to convince them not to seek further 

assistance and made them feel unsafe. The importance of an open, hospitable community for 

developing a faculty community is crucial in the face of the current nursing faculty shortage 

and the predictions of it worsening over the next several years (AACN, 1999c). My research 

suggests that the practice of developing a faculty community through hospitably creating a
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space for new teachers be extended to opening hospitable spaces for graduate students in 

teacher preparation programs within these communities.

Limitations of the Study 

This study was conducted through interviews with individual participants. Future 

research could include the use of group participant interviews. According to Benner et al. 

(1996), sharing experiences in a group calls out stories from participants when persons are 

reminded of both similar and contrasting experiences. Thus, different kinds of narratives of 

new teachers could likely be gathered through group interviews. Conducting the study solely 

through individual interviews also limits the insights and understandings that could be obtained 

through observations of new teachers in their work. The invisible and taken-for-granted 

common experiences of new teachers could be documented through field observations.

Similarly, understanding the joining practices of new teachers could be enriched by 

interviewing students and experienced teachers for their experiences with new teachers. In this 

study only the experiences of new teachers themselves is offered. Hermeneutically analyzing 

the common experiences of students with new teachers could extend the understanding of 

being new by exploring what it means to have a new teacher in nursing education. Similarly, 

faculty colleagues could describe common experiences of what it is like to work with or to 

mentor new teachers. Adding these new perspectives to understanding the experiences of new 

teachers in nursing education would afford an opportunity to further explicate relating as a 

reciprocal community practice. Relating would be most fully illuminated by explicating new
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teachers’ and students’ experiences and new teachers’ and colleagues’ experiences of teaching 

and learning situations all together.

The predominantly female gender of the participants in this study, reflecting the culture 

of the nursing discipline, raises the question of whether the notion of mentoring as a 

community experience perhaps emerges from a community comprised for the most part of 

women. Research on the experiences of new teachers, rather than emphasizing community 

involvement as this study does, has emphasized new teachers’ isolation and their lack of 

support and recognition from colleagues for their teaching and scholarship (Boice, 1992; 

Finkelstein & LaCelle-Peterson, 1992; Hamilton, 1996; Latchaw, 1993; Menges & Associates, 

1999; Olsen & Sorcinelli, 1992; Sorcinelli, 1992; Whitt, 1991). However, perhaps the 

invisibility of community mentoring (which possibly contributes to new teachers’ feelings of 

isolation) can only be seen through the lens of interpretive research. This situation calls for 

further interpretive research exploring community practices across disciplines.

The context of this study of teachers in their first two years teaching nursing focuses 

the perspective of being mentored to that of entering and becoming oriented to the academic 

community. Clearly, for the teachers in this study, becoming situated in the community was a 

more urgent matter than was the long-term process of career development. This is not to say 

that career development was not of concern to these new teachers, but to identify that most of 

their time and energy was directed to the former. Future research might explore the meaning of 

mentoring throughout a nurse faculty member’s career.
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Future Research

Largely left unexplored in this study is the area of inter- and multi-disciplinary 

mentoring. Research could explore the possibilities for other partnerships in the academic and 

practice communities that present themselves to new teachers seeking mentors. The question is 

how to establish partnerships with others in the wider academic community outside the school 

of nursing without displacing the disciplinary content knowledge important to teaching and 

learning in nursing. For instance, to obtain tenure, a nurse teacher could be mentored by 

someone in another department about the politics in the wider academic community and about 

how to do research and develop a tenure case. However, this mentor might remain unable to 

relate these issues to the context of nursing or clinical practice. This study calls for research 

exploring how to have a converging conversation with potential partners from outside the 

discipline of nursing who could accompany new teachers in nursing.

Other themes were identified in this study that also remain to be more fully explicated. 

Future research might explore the meaning and significance of the presence or absence of 

professional relationships between and among new and experienced teachers. How great is the 

isolation of new nurse teachers? What are the ways to encourage new relationships among 

faculty members? The findings of this study, showing the importance of the community for 

new teachers joining academic communities, raises the question: Have educators forgotten 

how community in schools of nursing influences the recruitment, entry, and retention of nurses 

(and students) into nursing education?

In revealing the possibilities embedded in service learning for new teachers managing
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the competing demands of students and clients, this study also raises the question of how 

recipients of health care can be called forth to participate in student learning. Moreover, it 

raises the question for interpretive pedagogies, specifically Narrative Pedagogy, about the 

place of clients voice in community reflexive scholarship. What are the possibilities for 

scholarship when the client is heard in the learning community?

Showing how contemporary new teachers join the academic community through 

relating with colleagues and students, this interpretive study identifies the experiences that 

matter to preparing for and becoming a teacher in nursing education. In so doing, this study 

illuminates how teacher preparation can be revisioned to encompass the practices of teaching, 

nursing, and scholarship. The contribution, and challenge, put forth by this study is the 

enrichment of pedagogical literacy through the reflective discourse generated among new 

teachers, educators, and administrators in academic communities. The ultimate potential, to 

reiterate Steeves and Kahn (1995), lies in the hands of the reader.
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Appendix A

Dear Colleague,

Thank you for agreeing to be interviewed. Your participation in Narrative Pedagogy and 
Nursing at the Threshold of the 21st Century (Diekelmann, 1993) is most welcomed! This 
study, Exploring the Lived Experiences of New Teachers in Nursing Education, is 
investigating how new teachers in nursing experience the practice of teaching and preparing for 
the practice of teaching in nursing education.

I will be contacting you as soon as possible to arrange a mutual time for a telephone interview. 
Please fill out and return the enclosed consent form at your earliest convenience if you have 
not already done so. In anticipation of your interview, please reflect on your experiences as a 
new teacher in nursing education. I will ask you to tell me about a time, one you’ll never forget 
because it reminds you of what it means to be a new teacher in nursing education. Please 
include as much detail as possible and stay in the telling of your story, rather than analyzing or 
explaining it. After you have told your particular story, please describe why this story is 
important to you, that is, what does it mean to you?

These are exciting times for us in nursing education! This study is a subset of the Narrative 
Pedagogy Project at the University of Wisconsin-Madison which is exploring an alternative 
approach for nursing education. Other studies underway in the Narrative Pedagogy Project 
include an analysis of how teachers create a space and a place in their lives for scholarship, and 
a study of the experiences of “non-traditional” students in beginning clinical courses. If you 
have a story specific to one of these areas, I would be interested in hearing it as well. With 
your help, the narratives of new teachers in nursing can reveal the excellence and expertise in 
nursing education.

If you have any questions, please do not hesitate to contact me at the above address, by phone 
 or e-mail at  I am most appreciative of your 

participation in this study.

Sincerely,

Patricia Young Ph.D.(c), RN 
Doctoral Student/Research Assistant
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Appendix B 

CONSENT FORM

YOU ARE INVITED TO PARTICIPATE IN A RESEARCH PROJECT DESIGNED TO 
EXPLORE THE NATURE OF NURSING EDUCATION AND RESEARCH THROUGH 
THE EYES OF STUDENTS, TEACHERS, AND CLINICIANS. PARTICIPATION IS 
COMPLETELY VOLUNTARY.

What does the study consist of?

The study consists of one audiotaped interview, lasting about 90 minutes OR your own written 
or self-taped story. Interviews will be conducted by either the principal investigator or her 
associate researcher(s). You will be asked to relate stories about what it is like to be a 
[researcher/teacher of nursing students] [nursing student]. It is possible that you would be 
contacted by phone following the interview for clarification or review of the text. If so, you 
will receive no more than one additional call. If you would prefer not to be recontacted, please 
indicate by placing your initials here__________.

Are there any risks?

It is possible that through discussion and recollection of your story, painful memories or 
thoughts could occur.

Are there any benefits?

It is possible that you could experience some enhanced sense of well-being or sense of 
satisfaction as a result of telling your story, but otherwise there is no direct personal benefit to 
you.

When and where will the interview be done?

The interview will be scheduled at a time and place that are convenient for you. Interviews can 
be done in person, or over the telephone.

Who will have access to the interview material?

The audiotaped interviews and the written stories will be transcribed by the associate 
researchers) or a trained secretary and then destroyed. Any identifying information from the 
interview will be removed or altered on the written transcript. Should you choose to write or 
audiotape your story, we will likewise remove identifying information. The transcripts will be 
shared with a research team consisting of the principal investigator, three faculty members
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involved in interpretive research and associate researcher(s). Transcripts will be identified 
anonymously with numbered codes. No individual identities will be detectable in any reports or 
publications resulting from the study.

What if vou change vour mind?

You are free to withdraw from this study or to refuse permission for the use of your interview 
or transcript at any time.

YOU MAY TAKE AS MUCH TIME AS YOU WISH TO THINK THIS OVER. BEFORE 
YOU SIGN THIS FORM PLEASE ASK ANY QUESTIONS ON ASPECTS OF THE 
STUDY THAT ARE UNCLEAR WE WILL ATTEMPT TO ANSWER ANY QUESTIONS 
YOU MAY HAVE PRIOR TO, DURING, OR FOLLOWING THE STUDY

AUTHORIZATION: I,__________________________________ , have read and decide to
participate in the research project described above. My signature indicates that I give my 
permission for information I provide in the interview or transcript to be used for publication in 
research articles, books, and/or teaching materials, as well as for presentation at research 
symposia and/or nursing education workshops. Additionally, my signature indicates that I have 
received a copy of this consent form.

Signature__________________________________ Date___________________________

Address___________________________________ ______________

Telephone Number___________________________

If you need further information, please contact the principal investigator:

Nancy Diekelmann, PhD, RN, FAAN 
Helen Denne Schulte Professor 
University of WI-Madison 

 

Please retain one of these copies for your records and return the signed copy in the enclosed 
envelope. If you do not wish to participate, kindly return both copies unsigned.
Thank you.
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