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Abstract

This qualitative study examines the influence of culture on the teaching

and leaming process in an eastem canadian college nursing program. The

study reveals incongruency belwsen the ideals of multieulturalism and

teaching and leaming processes. While teachers pereeive they have the

requisite skills to fulfill the content objectives using various pedagogieal

methods set out by the curriculum, they are not always able to promote

suceessful acheivrnent of these objectives in a multieultural student population.

Mareavsr, students experience specialleaming difficulties in their interactions

with teachers when the leaming environment is unfamiliar ta them and their

own cultural identity and life values are not weil understood.

The study concludes that the content of nursing education curricula

needs to be broadened to include attention ta cultural considerations. Most

importantly, teachers praeticing within multieultural student populations need

training in cultural sensitivity and in developing culturally appropriate

pedagogieal approaches.
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Résumé

Fondée sur une méthode qualitative, cette étude examine l'incidence de la

culture sur Jes processus d'enseignement et d'apprentissage utilisés dans le

cadre du programme de soins infirmiers d'un collège situé dans l'est du Canada.

L'étude révèle des disparités entre les principes du multiculturalisme et les

processus d'enseignement et d'apprentissage. Alors qu'ils ont l'impression de

posséder les compétences requises pour satisfaire les objectifs liés au contenu

en appliquant les méthodes pédagogiques énoncées dans Je programme

d'études, les enseignants ne sont pas toujours aptes à favoriser la réalisation de

ces objectifs auprès d'une population étudiante multiculturelle. De plus, les

étudiants éprouvent des difficultés d'apprentissage particulières dans Jeurs

échanges avec les enseignants lorsque l'environnement d'apprentissage ne leur

est pas familier et que leur identité culturelle et leurs valeurs humaines ne sont

pas bien comprises.

En conclusion, l'étude démontre qu'il faudrait étoffer le contenu des

programmes d'enseignement en soins infirmiers pour qu'ils tiennent compte des

facteurs culturels. D'abord et avant tout, les enseignants qui côtoient une

population étudiante multiculturelle devraient recevoir une formation qui les

sensibilisera aux diverses cultures et Jes aidera à adopter une démarche

pédagogique reflétant les différences culturelles.
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Introduction

Canadian society has changed trom an officially bicultural one

composed of the two tounding groups (French and English) to an offlCially

multicultural one in which no group iS awarded special status (Baum, 1996).

However, traditions of privilege and predominance, increasingly difficult

economic times, and the social upheaval of demographic change have erected

barriers to the realaation of a multicultural society- in which ail members

participate as &quai citizens. Despite the official policy promoting acceptance of

diversity, there is still substantielly documented evidence of racism, bigotry,

segregation and assimilation (Fieras &Elliot, 1992). Social policy and laws

protecting the rights of the individual regardless of their race or national or

ethnie origin rnay not be enough to ensure full and &quai participation of ail

individuals (Mori &Burke, 1989). h has been argued by experts in the field that

the dominant culture is notorious for being blind to its own culture and biases,

believing that 8Veryone else has a culture; one which is often inferior (Babha,

1994; Mclaren, 1994). Ils values, beliefs and behaviours are 'the way it should

be'. In Canada. the dominant culture is English, despite the efforts of the French

minority and the growing number of 'others' ta be recognizecl and valued as

vital participants and contributors ta Canada's social fabric

(Bissoondath, 1994; O'Anglejan &De Koninck, 1990; Herberg, E., 1989;

MeAndrew, 1994). Public education usually reflects the dominant culture

despite a growing realization that ·others- have a right not only ta &quai access

but alsa the right to see themselves as &quai partners within the educational

process (Ghosh, 1987). As the education sector reflects the greater society, il

shows similar changes in the racial, ethnie and cultural mix (Ghosh, 1987).
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While various legislative and social polieies have been enacted in canada to

promote a change from a monocultural to a municunural society, education is a

provincial responsibility, resulting in various responses by each province to the

f&deral govemment's multicultural polieies (Ghosh, 1996; McAndrew, 1994).

Quebec, in ils efforts to pratect the French language and culture, has developed

policies to ensure that immigrants ent. French, rather than English schoals,

thua ensuring their entry into the mainstream, French culture (0'Anglejan &

DeKonick, 1990). Nevertheless, the community college student population

contains people from varÏOus cultural communities whether that collage is

Anglophone or Francophone, because students have a choie. in the language

of instruction et the post-seconclary level (Henchey & Burgess, 1987). Thus,

multiculturalism has been acknowtedged not only in primary and secondary

education, but also in post-seconclary institutions. Professional programs such

as Nursing have recognized the need to include cultural theory and training in

the curriculum, but there is littl. evïdence to suggest that much progress has

been made (Committe for Intercultural/lnterracial Education in Professional

Schools [CIIEPS), 1994; MacDonald, 1987).

The problem

The study setting, henceforth r.errect to as Eastem Collage, offers a

three year program in nursing education. Wdhin the program there is close

interaction between students and teachers as they worle in the classroom,

laboratory and clinical settings. Over the pest decade the characteristics of the

nursing student population has changed significantly while the composition and

charaeteristics of the facully remains unchanged. As a result, the students and

faculty are culturally disparate. Traditionally. students in nursing have been

female, young, and Canadian born (Kerr, 1988). Today, according to the
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Eastern College Registrar's report of 1996, they are more likely to be over 25

years old, married, have one or more children, belong to a cultural community

other than French or English and have one or more years of work experience.

The majority of students are still female, but there is a notable increase in the

number of male students. The composition of the Eastern Collage nursing

faculty remains unchangec:l over the same periOde The facully is female and ail

but twenty percent is Canadian born. Thus, the student body of Eastern Collage

is more reflective of the multiethnic, multiracial nature of Quebec society than is

the facully.

The change in student demographics of Eastern College nursing

program has been accompaniec:l by a change in teacher perceptions about the

learning process. Students are SHn ta have more difficulty in both academie

and clinical performance. According to Eastern Collage course reports grades

tend ta be Iower and the failure rate for exams and courses has incre8S8d

between 1994 and 1997. Teachers remark that students have difflCulty reading

the required texts, wming clearly and accuratety, and thinking critically. Some

teachers have attributed the literacy problems to the tact that more stuetents use

English as a second or third language. However, many &lOOents who attended

English-Ianguage primary and secondary schools have the same problems. In

clinical supervision teachers have perceived a notable Jack of assertivenes8,

initiative and independence in many stuetents. The nursing profession itself is

undergoing a radical change. The nurse's traditional 'physician's handmaiden'

raie is being replaced by a praetitioner who is interdependent, an squal

member of the health team and capable of functioning in an increasingly

complex health care system (Baumgart, 1988; George & Larsen, 1988; Kerr,

1988; MacPhail, 1988). Autonomy, defined as the ability to think and aet
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independently, is a valued professional characteriStic (George & Larsen,1988).

It is strongly promoted as a program objective in the curriculum revisions set by

the provincial Ministry of Education. ft is contingent on nursing educators ta

mest professional standards and ministry requirements through successful

socialization of potential nurses during their basic preparation (Baumgart &

Larsen, 1988). Vet autonomy is understood diff.ently in various cultural

communities and tNchers worry about graduales being able ta meet

professiona' expectalions. Teachers struggle 10 find a balance between

acknowledging the student's need to maintain his or her own cultural heritage

and the nMd to produce graduates WhoN values are congruent with

Canadian nursing professions' standards.

The examination of multiculturalism in a nursing education program

must, theretore, take into account the cultural aspects of being Canadian, as

weil as the cultural aspects of a changing and evolving profession.

Consequently, there are discordant perceptions between teachers' and

students' leaming expectations.

Signlfie.ne.

ln spite of Canada's multicultural policy and the Charter of Rights which

give people of ail ethnocultural backgrounds the right to participate as squal

members in our society, inequalities continue, especiaJly in employment and

schooling (Ghosh. 1996: McAndrew, 1994). There has baen a shift towards

reducing institutional bias and discrimination especially in education.

Discrimination is a concem in the educational preparation of the -helping

professions· such as nursing, social work. and medicine (CIIEPS, 1994). The

Eastern Collage Mission Statement reflects the concem for social justice within
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the institution as it includes a commitment ta aFostering appreciation and

respect for the rich cultural and ethnie diversity of our students and staff" &

aEncouraging ail individuals and groups to participate fully in college life and to

leam about and value each other" •

Despite the formai inclusion of municulural policies at the national,

provincial and IocaIlevel, little is known about their implementation or the

effeet the policies have had on post-secondary education in gensral, and

nursing education in particular. The Eastern College nursing program reflects

some of the confusion and lack of data plaguing the bigger Canadian picture.

There is an awareness on the part of Eastem College nursing teachers that the

nature of the student body has changed but there is little evidence that

pedagogieal and personal strategies address the needs and aspirations of the

people in their multicultural classrooms. Studies have been done, and theories

have been proposed about how nurses should approach patients from various

cultural communities (Davis et al, 1992; Grypma, 1993; Herberg, ~, 1989;

Leininger, 1984a, 19S4b, 1993; MacDonald, 1987; Nance, 1995; Ntetu, 1994)

but ther. is very little information about effective ways for nursing teachers to

adapt ta the changing student population. Very little information is available

about the effects of traditional nursing educators' encounters with students from

non-traditional backgrounds.

This investigation attempts to shed some light on the ways in which one

group of nursing teachers interaeted with their stOOents in the classroom and

the elinical setting. The purpose of the study is to gain a greater understanding

of the cultural aspects influencing teacher and student perceptions of

themselves and their interactions with .aeh other. The emphasis is on

exploration of perceived experiences of students and t&achers in their
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interactions with each other, rather than on measuring agreement with

predeterrninect but plausible possibilities. Theretore, qualitative methods were

used. The study is intended to serve as the base on which college nursing

facully in multicultural institutions can acldress the challenges encountered in

adapting themselves and the curriculum to the neects of the students and the

profession.

Overview of ch.pters.

Chapter one is a literature review that examines multiculturalism and its

relation to Canadian education in general and nursing education in particular.

First, it looks briefly st vanous deflnitions of culture. For the purposes of this

study the definition of culture will be that of Madeleine Leininger, a nurse­

theorist who pioneered the theory of transcultural nursing. Second, a review of

multiculturalism policies and praetices in Canada are presented and then a

discussion about the application of multicultural polieies in the education

sector. A more extensive look at multiculturalism in nursing education follows.

starting at the national level and finishing with the local situation. Next, a

discussion of professional culture is presented ta reflect the philosophy and

values espoused by the members of a group. In nursing, patential members of

the profession are socialized by nursing educators ta take on characteristics

appropriate to the nursing profession ( Baumgart, 1988; George &Larsen,

1988). The discussion clarifies the basis for nurse educators' academic and

clinical expeelations of students. Lastly, there is a discussion about the hidden

curriculum. The hidden curriculum has been defined as,he social

requirements of learning at schoor that are extremely important but -are often

hidden· (Marsh, 1992 p.20). In other words, leaming that is expected by
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teachers in their raie as reproducers of cultural norms but not included in formai

curriculum documents. The hidden curriculum is considered an aspect of

socialization taken for granted by teachers but not articulated to the students

(Marsh.1992). Exploration of the hidden curriculum emphasizes the influence

that unexamined elements such as unequal power relations between teachers

and students can have on student leaming (S8ddon. 1983 as cited in Marsh.

1992). The study looks specifically for cultural elements that could be

consider8CI hidden from the students. but expected by teachers.

Chapter two presents the research questions and explains why

qualitative methods are used to gather data about the situation. It includes the

rationale for analyzing the data using principl. underlying phenomenology

and critical theory. The setting and the process of data-coll8Ction are also

described.

Chapter thr. presents the perceptions of teachers and students as they

interaeted in the classroom and clinical setting. Il shows the contrasts between

students' and teachers' perceptions on the importance of cultural influences on

learning. Communication and autonomy were frequently brought up by

teachers and students but from differing points of view. Cultural values, student

roles and gender differences are included. Tescher expectations. including

their descriptions of the ideal student. are described. Finally, the students'

description of the ideal teacher is presentad.

Chapter four summarizes the findings drawing sorne conclusions about

the significance of the data. Suggestions for taking advantage of the

willingness of teachers to clevelop more expertise in cultural understanding are

offered.
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Chapte, One: Literature Revle.

The literature review is divided into six sections. It addresses the concept

of culture and mufticulturalism. The sections on multiculturalism. the focus of

the study, discuss the evolution of multiculturalism in Canada, its influence on

education in general and on nursing in particular. The section on nursing

education includes literature from Canada and the United States. Finally, there

is a section that examines the literature on the concept of the hidden curriculum

as an influence that ariSeS out of the professional culture of nursing.

Definition of culture

There are many definftions of culture but they don't always reveal the

complexities and implications for people trom differem cultures as they interact.

For example, one dictionary defines culture as ,he sum total of the ways of

living built up by a group of human beings and transmitted trom one generation

to another" and 'he behaviours and beUefs charaeteristic of a particular social.

ethnie or age group (Webster's College Dictionary, 1995). This definftion does

not inform people that those concepts, habits and skilts control our behaviaur

below the level of consciousness (Hall, 1959). The ways of behaving and our

view of the world seem innate rather than learned. giving rise to the belief that

'our' way of seeing and doing is the only or right way (Hall, 1976). Perceptions

of the world are learned in a social canteXl starting at birth and continuing

throughout life (Hall. 1976). If the social contexl contains only one culture, or

similar cultures. relationships will be fairly simple. When other cultures are

present, the possibility of misinterpretation leading to negative relationships

increases enormously (Hall. 1976).
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Culture has been defined by critical theorists as the way in which a

society develops -signification and produces meaning- (Childers & Hentzi. 1995

p.6&). This use of the term suggests that language and communication are

rooted in a particular contexte making it difficult for those tram another context to

understand the meaning and significance of words. events and symbols.

Culture has been referrecl to as -process of translation- in which various groups

develop their own interpretation of~e truth- (Bhabha. 1994). Because

Canadian classrooms are b8c0ming places in which people trom many cultures

interact. il is necessary for teachers to develop an awareness of the

complexities of dealing with various values and ways of .elng the world

(Ghosh, 1996). It is even more important for te.chers of nursing to bridge the

gap between cultures because they are preparing tornorrow's praetitioners who

will be responsible for the health and well-being of ail Canadians (Canadian

Nurses Association, 1982). Nurses cannat treat ctients as the same and expect

to meet the needs of a culturally diverse population (CIIEPS, 1994).

While the impact of cultural diversity on health has been a growing

concem for the nursing profession (CIIEPS, 1994; CHA. 1982; Davis et al.

1992) the profession has neither developed • unifl8d approach to the issue nor

defined what is meant by the term (Habayeb. 1995). Nevertheless, the

definition of culture most often used in nursing literature is that proposed by

Leininger (1976) who said:

Cultur. 1. pattern. of I.m. .....vlour. .nd VIIlues whlch ar. ....r•
•mo"1 m......... of • dealgn.t.. group and ar. uauall, tr.n....ltt.. to
oth.. of thel, group ""OUI" Ilm.. (p.')

Leininger's definition provides one way for nurses ta use the concept of culture

as a way of understanding different recipients of their care.

This definition may Blso be applied to the phenomenon of profeSSiOnal
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culture that exists within the greater social culture. Successful completion of

basic nursing education depends not only on how weil graduates leam ta

nurse but &Iso on demonSlrating attitudes and behaviours appropriate for their

role as beginning professionals (George & Larsen, 1988). Henc. nursing

teachers, responsible for the initial socialization, have great influence not only

on individual nurses but on the evolution of the profession as a whole.

Examination of cultural influences in nursing education is made more complex

by the reaJizalion that two cultures operate together: Canadian culture and

professional culture. The presence of Sludents trom many cultural communities

increases the complexity of the cultural interactions further and makes it

multiculturaJ. Multiculturalism will be discussed in the following sections.

MulticulturaUsm: pollcy and practlce in Canada

Canada has been a nation of many cultures since confederation, yet for

much of ils history the state recognized only English and French as the founding

peoples. Aboriginal or First Nations notwithstanding (Fieras & Elliot. 1992;

MeAndrew, 1987). Immigration policies favoured people of British and

European origin (Ramcharan. 1982). Canadian culture was predominantly

English with a French enclave in Quebec. Less restrictive immigration polieies

and the global trend in communication and commerce contributed to the

change in Canadian society ta a multicultural one. Multiculturalism in Canada

describes a society in which many cultures, diverse in race, language, religion

and country of ongin. are encouraged to maintsin their heritage and participate

equally as citizens (Fieras & Elliot. 1992)

The 1991 Canadian C8nsus revealed that an increasing number of

people reportec:l ethnie origins other than British and French with the biggest
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increases being in people of Asian, Arab and African origin Renaud & Badets,

1993). Canada has sIowly recognized the multicultural reality, tuming it into a

particularly Canadian charaeteristic by the adoption of a policy of offICiai

bilingualism within a multicultural framework. The implication is that the original

bicultural nature of Canada has b8en replaced by one that is multicultural, with

no culture being afforded special status (Baum, 1996).

However, the official policy did not lead to a society giving economic,

social, and edueational equality to ail its citizens (Bissoondath, 1994; Cannon,

1995; Mori & Burke, 1989; Ramcharan, 1982; Paquet, 1994). Discrimination

and racism became a reluetantly admitted reality. The various efforts to

address these issues resulted in the Canadian Charter of Rights and Freedoms

(1982) and finally, the Multiculturalism Act (1988).

There is still confusion about the meaning, goal and process of

multiculturalism (Berry & Laponee, 1994; Bissoondath, 1994; Bourhis, 1994;

Fleuras & Elliot, 1992; Wallen, 1991). According to the Multiculturalism Act of

1988 the goals are to create a society in which ail citizens can participate

equally in society while preserving, enhancing and sharing their cultural

heritage and language, to contribute to the evolution of Canadian society while

removing any barriers to those contributions, and to ensure that institutions

recognize and respect Canada's multicultural charaeter. This ail should happen

while strengthening the two official languages (Canada, 1988). The following

section briefly discusses how the pursuit of these goals has influenced the

education system in various ways.

Multicultur.1 polle, in .due.tion

Education is sean as a prime agent for social and cultural change

(Ghosh, 1987, 1996; Henehey &Burgess, 1987; Mori & Burke, 1989). Thus, the
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federal govemment has formulated suggestions for educating C8nadians about

multiculturalism (O'Oyley & Stanley, 1990). Efforts have ranged tram integrating

newcomers to the dominant Angla language and culture ta supporting heritage

language preservation and ethnic arts. Antic:liscrimination and antiracism

programs have sIowly surfacecl in some urban centres (Ghosh, 1996; Wallen,

1991). However, education being a provincial responsibility the federal

govemment can only recommend educational efforts.

As a result, provincial differances are marked.. Cuebec, fighting to

maintsin its distinct culture and language, has deYeloped polieies to ensure that

immigrant children enter French-Ianguage schools r8ther than English­

language ones. Stuclents do maintain the right to chaose the language of

instruction at the post-secondary level which explains how Nursing programs

such as the one al Eastern College can admit new immigrants and the children

of immigrants. Presently, ail cultural communities are encouraged to participate

in a society that promotes intergroup relationships. School boards are

responsible for developing polieies and programs to address these issues

( D'Anglejan &DeKonick, 1990; Ghosh, 1996). They have met with varying

degrees of success (Paquette, 1994; Wallen, 1991). The next section looks at

the influence of multiculturalism in nursing education.

Multlcultur.nem ln Nurelng Educ.lon

Social trends show up in nursing education. (Grypma, 1993; Leininger,

1984; MacDonald, 1987). Changing demographics are reflected in nursing

classrooms and in the clinical praetiee area. Classrooms have students from

many cultural communities. There are those whase families have been in

Canada for generatiOns, thoS8 who are chilclren of immigrants and thase who

are immigrants themselves. In the clinical area, nursing students are leaming to
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care for clients from most of Canada's cultural groups. Multiculturalism is a

reality that has been recognized but not particularty weil acldressed

(MacDonald. 1987).

ln the early 1980s the Canadian Nurses Association (CHA) recognized

the multicultural nature of society as an important factor for the nursing

profession and cites this as one justification to have the baccalaureate as the

entry ta practice (CHA 1982). Vet nearly a decade later a survey of professional

schools revealed!hat few programs included signiticant curriculum content and

training in multicultural care and founel few facully members educationally

prepared to provide expertise in the subject (CilEPS, 1994).

ln 1990 the Committee for Intercultural, Interracial Education in

Professional Schools (CilEPS) was est&blished as a national project sponsored

by the Cepartment of Canadian Heritage. Its major goal was ta further

investigate the state of intercultural and interracial education in health-related

disciplines by conducting regional workshops ta study the issue and propose

recommendations. Alter four years of work, CIIEPS published ils report

Educatina profeSSion'" for Piversïty and distributect it to ail university and

college programs that took part in the procedings (CIIEPS, 1994). Of special

interest ta nursing programs was the inclusion in the report of a model for

integrating cultural content into an undergraduate nursing curriCulum. At

present, there is litt'e evidence ta indicate how much of the report will be used

by the various professional schaols as the recommandations have no lega'

weight.

Despite Canada's formai commitment to multicuhuralism, nurSing

curricula have not adjusted ta reflect the cultural diversity of the

population(MacDonald, 1987). MacDonald criticizes the way in which cross-
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cultural concepts are taught claiming the effort ta be too little, too late and too

incidental. She claims students are not given a firrn base in cultural interaction

thus their awareness is -limited and superficiar (p31).

While many nursing programs have made efforts to include multicultural

content and clinical experience for their students (Leininger, 1984a, 1984b;

Ntetu & Fortin, 1994; Wuest, 1992) 50 far, ttlere is no evid8nce of consistency

aeross the country. A review of Canadian nursing teXlS published within the Iast

two years reveals little attention paid to cultural factors. Many reterences to

cultural differences are limited to the Inuit of the far north of Canada and do not

address the broader needs of a multicultural population (Kerr & MacPhail,

1996).

Canadian nursing scholarship generally draws on a large body of

America" literature and research. Il is no different whan the topie is

multiculturalism. Thare is much movement across the Canada-U.S. borders by

nurse leaders. educators, r_archers and graduate $luetents. Many of the

textbooks used in Canadian nursing programs are produced by Ameriean

publishers and most of the nursing journals used in Canada are American.

Thus. a nursing literature r&View would be incomplets without mentioning the

American picture.

Similarities and dmsrences exist in the ways the IWO nations address

the issue of multiculturalism. Some branches of nursing in the United States

use the term rrransculturai - nursing to mean the care given to culturally diverse

people (Leininger. 1976; 1984a, 1984b). Leiningsr, a nurse-anthropologist,

pioneered transculurat nursing as a discipline. developing a model for praetice

and research and initiating undergraduate and graduat. programs. Much of the

American literature refIects her influence. In 1992 the Amerlcan Academy of
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Nursing published an expert panel report on ·Culturally competent health care"

that identified many of the same difficulties and deficiencies that the Canadian

CIIEPS found al the same time (Davis, Dumas et al, 1992). For example,

educators in both countries recognized the need ta adjust curriculum ta include

culturally appropriate content and methods for addressing the needs of patients

from diverse cultural communitieS. However, educators themselves did not

believe they had the expertise ta carry them out (CIIEPS, 1994; Davis et al,

1992) Nevertheless, the four decades of work by Leininger was barety

mentioned in the AAN report (Leininger, 1993). This underlines the difficulties

inherent in trying ta move tram a manocultural ta a mulicultural approach.

There is more Ameriean literature about baccalaurate nursing programs

and their struggles with cultural diversity. Il includes such things as dealing

with studems to whom English is a second language (Keane. 1993;

McCausland Kurz, 1993) including Native American students (Crow. 1993;

Demarest & Sokoloff. 1994) and curriculum r&Vision to improve culturally

competent care (Princeton, 1993; Rooda, 1993; Smith et al, 1993). Other

authors have described transcultural nursing care in hospitaJ and community

settings. They discuss such problems as ethnocentrism. prejudice.

discrimination. ignorance and cultural imposition (Davis. Dumas et al, 1992;

Eliasan, 1993; Leininger 1976. 1984a, 1984b, 1993; Roada. 1993; Smith,

Colling et al, 1993). Still others have presented support far the work started by

Leininger (Eliason. 1993; Herberg, 1989; Ntetu & Fortin, 1994).

There has been some academic challenge ta the way transcultural

nursing theory has been formulated. There is concem that current transcultural

concepts are simplistic and recipe-like, glassing over the difflCulties inherent in

communicating with people trom other cultures (Nance, 1995). There are other
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claims that the basic concept of cultural diversity has yet to be defined in a

standard way acceptable to the profession as a whole (Habayeb, 1995).

80th American and Canadian literature reflects the confusion, ambiguity

and lack of development in cultural competence in the nursing profession. Not

only has the theory failed to be disseminated in basic nursing education, there

are few nurse-educators capable of teaching the theory and fostering its

application by students in clinical practice (CIIEPS, 1994; Davis, Dumas et al,

1992; Leininger 1984&, 1984b, 1993; Pop.Davis-et al. 1994). Few praetical

guidelines exist for nurse-educators apart tram that of Leininger (CIIEPS. 1994;

Herberg, D., 1993; Herberg,~. 1989: Nance, 1995). Furthermore. available

guidelines tend ta relate ta the teaching of culturally competent nursing care

rather than ta coping with the demographic changes in the nursing stuctent

populations.

A study done in Montreal contrasted multieultural curriculum content in a

university and college nursing program as perceived by both faculties and

students (Marciniak, 1990). The university facully believed multieultural content

was adequate in their program although the students believed important

elements were missing. College facully and students believed many important

aspects were missing tram their program. Ail groups believed that graduates

were adequately prepared ta deliver culturally sensitive care that did not violate

their clients' cultural values and beUefs even though few concrete teaching and

learning opportunities retaled ta culture were formally included in the clinical

pradice experiences. Although this study did not examine how teachers and

students interact in a multicultural setting it underlines some of the difflCulties

inherent in implementing multicultural praetieu whe" teachers do not have the

expertise to do 50 even though they believe in its importance.
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Another study done in Montreal exarnined the day ta day experiences of

hospital professionals as they coped with the multicultural nature of their

patients and colleagues (Boston, 1994). Il revealed inherent weaknesses in the

ways in which praetitioners were trained to give care based on a predominantly

westem model of health care when they were also expected to deliver culturally

sensitive care. The IWO are ott." mutually exclusive. As a result, professionaJs

had to deYelop informai, ad hoc ways of accommodating the multicuftural reality

in their practices. This study emphasizes the need for a coherent approach to

developing the skills neecled for delivering health care in our multicultural

society. It &Iso reflects the effect that professional culture has on the 8Veryday

praetice of health-care despite the multicultural poliey of an institution.

The following section discusses nursing as a professional culture.

Prof•••ionel cultur•

The profession of nursing IOcializss new members to tBke on the

behaviours. attitudes and ways of thinking that are considered appropriate for

nurses (George & Larsen, 1988). Nursing professional culture has changed

sinee feminism became more prominent in the 19705 (George & Larsen, 1988;

Kerr & MacPhail, 1996). White nursing is still regarded mainly as women's

workt the profession has been strïving to gain recognition as an squal partner

with other professions in the hedhcare system (George & Larsen, 1988; Kerr &

MacPhail, 1996). Nurse edueators have been strMng to instill the kinds of

attitudes and standards of praetice that are needec:l ta accornplish a change

from subservient followers of doctors orders ta independent praetitioners of

nursing (George & Larsen, 1988). Nurse educators believe they are showing

adherance to the values of the profession when they promote independence,

assertiveness and autonomy (Kalisch & Kalisch, 1987; MacPhail, 1988; Vance,
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Talbott, McBride & Mason, 1985).

Assertiveness is promoted in clinical praetiee as a way of ensuring &quai

participation in decision-making within the multidisciplinary health team. Caring

is considered by many nursing leaders to be the underlying value of the nursing

profession. It serves as the philosophieal basis for the Code of Ethics for

Nurses (CNA, 1991). There is &Iso a grest concem for the use of a scientific

basis for choosing and implementing nursing interventions (George & Larsen,

1988). Nurses are greatly influenced by the mainstream medical mode' which

emphasizes rational, objective treatment of recognized diseases and

conditions. Thus, there is often a tendency ta pay more attention ta performing

established therapies for illnesses r8ther than caring for the persan who is not

heaJthy (George & Larsen, 1988). Despite the emphasis on independence,

cooperative and supportive relationships with clients, peers and other

professionals are also highly valued (CHA, 1984).

The next section discusses the 'hidden curriculum' in education.

The hidden curriculum •• cultur.

There has been much published about the -hidden curriculum- bath in

mainstream education and in nursing education. The term signais those

aspects of the curriculum that are socially very important but not usually

articulated (Marsh, 1992). They are not usually included in written behavioural

objectives. This puts students at a distinct disadvantage and puts an obviously

subjective slant on teachers' evaluation of student performance. The following

description of the hidc:len curriculum puts it firmly in a cultural mode (Seddon,

1983 as cited in Marsh. 1992).

The hidden curicIUn invoIves the 1..-nkIg of 81111ud88. norms, beIiefI, vu. and
asswnptions oft8n ....... ruIes. rtuaIs and regllIaIionI. Thev" rarely
questiOned and..juil tak8n far W8f18d. The jidgrl_......,.ahidderl'IiI'lftann
cwncuun la pasIive or negalïve depends upon the value stance of the persan
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COIamed. (p. 20)

The subtle messages included in the hidden cuniculum have the power to

devalue, exclude and discriminate those who are different tram the majority

(Ghosh,1996). Those negative outcomes do not belong in a profession

(nursing) that claims to have caring as its central philosophy. Even if the

majority of nurse-edueators are not using the hidden curriculum deliberately as

an exclusionary taetic it does not reUeve them of the responsibility to examine

and overcome its effect.

As an antidote to the dichotomy between education and practice, Bevis, a

prominent expert in nursing cuniculum, collaborated with Watson, a theorist in

nursing philosophy, to spearhead a curriculum ·revolution- in which caring

became the underlying them. of the nursing curriculum. Sevis and Watson

(1989) redeflned nursing curriculum from being the document of behavioural

objectives guiding the teaching-Iearning process (Bevis. 1972) to being the

transaetiOï1l and irter8ctioI• .,. tllke pI8C8 b8tWeen ..... and t-=t8s
and among ltUderIs wtIh the .... thalle. niIg tak8 place. cp. 72)

That change indicates a move away trom behaviOuriSt theory as the only

framework for curriculum developlnent and acknowledges the need to find

alternatives that recognize nursing as a human science deveIoping its own

thsory base. It reflects the evolution of a profession that is no longer depending

on the use of the medical model as a way to gain validity as a profession (Bevis

&Watson, 1989; Morse et al, 1990; Morse et al, 1991). As a welcome paradigm

shift, the new pedagogy for "ursin; was endorsed by the National League for

Nursing, an influential American organization dedicated to maintaining high

standards of nursing education, research and praetice.

The new definition of curriculum removes the 'hidden' element and
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places the responsibility for professional accculturation on the interpersonal

relationship of student and teacher. One of the crucial elements of the

pedagogiesl revolution is that 'eachers interaet with students as -persans of

worth, dignity, intelligence and high scholarly standards- (Bevis &Watson,

1989). The caring curriculum requir. self-awareness and continuing

profeSSional development by teachers (Morse et al, 1991). Il also encourages

teachers to become students, leaming from their students and the interactions

between them, formally in the classroom and clinicaJ area, and informaJly in

social situations no matter the location. The traditional power relationships

between leachers and sudems are dered 50 the distinguishing charaeteristics

are collaboration, collegiality and equaJity (Bevis & Watson, 1989). The id.. of

teachers as students leaming tram students as teachers can be directly and

approprialely applied to the nursing classroom in a multicultural society.
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Chapte, Two: "ethodology end que.tiona

There is a paucity of literature, bath descriptive and theoretical, re'ated to

the cultural companent in the relationship between nursing teachers and their

students. Thus, very little is known about the ways in which multicultural

principles are implement8CI and developed in community college nursing

programs by teachers in their day to day interactions with their students. This

study proposes to examine that process in one community college nursing

program.

Teachers are experts in nursing content but it is still unelear how the

teaching and leaming process occurs in a multicultural classroom and society.

The research questions were designed to explore that process as it occurs in

one location. Is there a fit belw..n the formai and informai aspects of nursing

education as embodied in the facully who are from the dominant culture, and

the needs and aspirations of a multicultural $ludent body? How have the

nursing teachers adjusted to the multicultural nature of their classrooms? ln

what ways do teachers interact with students?

Thus, the tollowing questions were formulalad to guide the study.

How have nurslna teeeh.rs re.ponded to the multleulturel etudent

body?

1.0 What are teachers' perceptions of cultural influences on their relationships

with studems?

1.1 What are teachers' perceptions of cultural understanding in their teaching

praetices?

1.2 How do teachers' perceive the cultural influences on $lOOents' ways of
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leaming and interaeting?

1.3 What cultural traits in students elicit negative responses from

leachers?

1.4 How have teachers' experiences with students changed over time?

1.5 How do teachers pereeive the appropriateness of course objectives?

2.0 What are the students' perceptions of the cultural influences on their

relationship with teachers?

2.1 What perceptions do students have about cultural influences on their way of

leaming and interaeting?

2.2 What are students' perceptions of the cultural influences on teachers' ways

of interacting?

2.3 What experiences have students had with teacher responses to stuetents'

cultural backgrounds?

2.4 How have students responded to those experiences?

2.5 What are the experiences of stuctents with various teaching approaches?

2.6 What perceptions do students have of the appropriateness of course

objectives?

3.0 What is the cuttural understanding between students and teachers in the

nursing program?

3.1 What are the commonalities between the perceptions of students and

teachers regarding the culural basis of behaviour?

3.2 What are the major differences in student and te.cher perceptions about the

cultural influence on learning and interacting?

3.3 What common cuttural traits are perceived as difflCulties for students and

teachers?
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3.4 What course objectives are perceived as problematic by bath

students and teachers?

3.5 What is the nature of the relationships between students and

teachers?

Methodology

The study followed standard tenets of qualitative methodology.

Qualitative research implies a direct concem with experience as it is lived or fell

or undergone (Merriam, 1988; Patton, 1990; Van Manen, 1990). Unlike

quantitative research which relies on subjects acting in contrived experiments

qualitative research observes people as they go about their daily business

(Edson, 1988). Evaluating or appraising the findings leads ta an interpretation

of the meanings and relationships of experiences ta those involved. In other

words, the participants reveal the signifieance of events and people ta

themselves as they accur in the natural setting. In arder to do this, describing

the conteXl of the experiences is extremely important. Sherman &Webb

(1988) put il this way:

Hwnan behavku is ahaped by context and can't be Ullderstood adequately 1 taken out
of conl8JCI. (p. 5)

Using Qualitative methods can be useful when exploring a relatively new field of

enQuiry. According to Patton (1990)

ln new fields of 8IUdy wt8'e .... work l'las been done. f8w defilitive hypott8es exist
and Htde is known abOut the phenomenon, QlIlIIbtive inquiry is a reasonable begili'ling
point for r8S8Rh. (P131)

The relative absence of studies examining the cultural aspects of the

relationship between teachers and students in Canadian college nursing

programs indicates there is little known about this phenomenon. This study has

attempted to bridge this gap in knowledge and provide further insight into
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multicultural issues in college nursing programs. The approach draws on

methodological principles underlying phenomenology.

Phenomenology is the systematie exploration of perceptions formecl by

people as they experience their world (Cohen. 1987; Morse & Field. 1995;

Van Manen. 1990). It is an approach that seeks ta understand the meaning of

events experienced by the participants rather than a mer. description of the

events themselves (Cohen. 1987). Finding the direct cause of the phenomenon

is not the major goal as il is in positivist research (Maykut &Morehouse. 1996).

Phenomenologists believe that ev.nts are 'mutually shaped' and thus contain

-multidirectional relationships waiting ta be discovered" (Maykut & Morehouse,

1996. p. 11). Thua, the many influencing factors in the study conteXl can be

examined and explored for ways in which they influence each other. As the

goal of the study was to discover how culture influences the teaching and

learning in a nursing program, phenomenology, with its emphasis on the

complexity and interrelationships between influeneing factors seemecl

appropriate.

Anothsr important aspect of phenomenology is for researchers to honour

the interpretation of the &Vents according to the participants and to avoid

imposing their own idees of the signifieanee (Maykut & Morehouse, 1998).

Thus, it is important to describe the perceptions withOut forming preconceived

assumptions about what one will find because the aim of qualitative r8Search is

-discovery that leads to new insights, not verification of predeterminecl ideas.­

(Sherman &Webb, 1988, p. 5)

Remaining faithful to the underlying principles and philosophy of

qualitative r..arch, this study asked participants ta describe their experiences

in their own words. Guicleline questions were used ta give sorne structure ta the
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stories, but were broad enough ta allaw individuals to respond in as detailed

or concise manner as they wished.

However, the questions were only the vehicl. used ta facilitate the

gathering of data. The real instrument was the researcher. Qualitative research

does not try ta exclude the researcher tram the process but relies on the

empathy and interest of that person ta elicil rich data (Sherman &Webb, 1988).

The researcher becomes part of the canteXl being studied (Hammersley &

Atkinson, 1995). 1have taught in Eastern College-nursing program for over

twenty years. Alter teaching for sorne years 1realiZed just how little 1knew

about culture. 1became aware of a growing tension between my pedagogical

approaches and the responses of students from increasingly diverse cultural

communilies. Informai discussions with other faculty members revealed similar

discomfort as the familiar and previously successful teaching methods became

less effective. There was a general feeling that students were not as weil

prepared academieally. FaUure rates in some semesters climbed trom an

expected ten percent to as much as thirty percent for one particular class. 1

wondered if the change in the cultural mix of the classes had led other

teachers to change their approaches. If so, what were they doing, was il

suceessful and could 1do it too? However, informai discussions with teachers

would show only one aspect of the situation. 1needed to find out if students

were going through similar difficulties adjusting to their teachers.

As a result, 1have sought to reveal what nursing studems and teachers

experienced in a multicultural environment. The study has aimed to discover if

there were commonalities or themes among students' perceptions of their

relationships with teachers. It did the same with those of the teachers. Il

compared those themes between the two groups to reveal any common areas



•

•

•

32
of caneem. The analysis was inductive arising from the experiences and

perceptions of the respondents as they described them (Bandman &Bandman,

1995; Morse & Field. 1995). Patterns in the descriptions were sought without

deciding what the patterns and relationships would be ahead of time (Patton.

1990). Because of the small sample size, the conclusions cannat be

generalized to ail nursing students and teachers (Lancy, 1993; Moore & Parker.

1989). Thus. the study was used foremast as a way to examine how the

pragram at Eastern College has been influenced by multiculturalism and to

suggest which factors could be improved.

After the initial analysis, il became clear that students ware often the

lesser partnars in relationships of power. Teacher respondents often said how

difficult it was for some stuelents to interact with them as partners in the learning

praeass. Thus. 1decided to approach the analysis of the data using concepts

and principles undertying the work of selected eritical theorists. The following

section discusses the major concepts of eritical theory used in the study.

Critic.' th.ory

Critical research can be best understood in the conteXl of empowerment

of individuals (Kincheloe &McLaren, 1994). When the original critical theorists

of the Frankfurt School approached social problems (in the 19205) they did 50

trom a Marxist viewpoint. By the 19508 (after the traumas of the second world

war) the philo5Ophy became broader. Then. the most important aspect of eritical

theory in ils stucty of social phenomena was to examine the use of power as a

means to preserve the established social order through oppressive ideologies

(Childers & Hentzi, 1995). Since then, critical theory has evolved in various

directions. Most signifieant for education in societies with many cultural

communities, il has been used to study inter- cultural misunderstandings
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(Hammeraley, 1990). Theorists such as Freire, Mclaren and Giroux outline

succinctly the hidden aspects of schools and pedagogy that reproduce social

inequalities. Critical theorists claim that knowledge is not objective and there is

a relationship between knowledge, power and domination (Giroux, 19888,

1988b; Kanpol, 1992). They also believe that schools coulet be places in which

ta empower the powerless and transform social inequalities and injustices

(McLaren, 1994, 1995). Il is the idee that schools are cultural and politica' sites

that make critical theory particularly pertinent for • study talOng place in a

multicultural &ducational setting. Even more fitting is the idea that critical theory

can be used ta discover the conditions that limit the full and conscious

participation of individuals in SOCiety (Wells, 1995). Il is appropriate to use

critical theory ta examine an educationaJ setting in which teachers have

remarked on a decrease in academic abitities of a multicultural student body. In

Eastern Collage the relationship between teachers and students is influenced

by such systemic forces as the need to pass exams, the expectation that

stuetems reach clinical objectives by performing in expected ways, and the

working conditions of one teacher ta eight students in the clinicat setting.

Perhaps the most important factor is teacher expectations that students take on

the attitudes, values and behaviours of the profession, meaning that stOOems do

most of the adjusting and &dapting. Major concepts trom critical theory include

the effect of difference on idemïty formation, oppression, ethnocentrism,

prejudice. discrimination, ignorance, cultural dominance and imposition (Freire,

1970; Ghosh, 1996; Giroux, 19888, 1988b; Mclaren, 1994, 1995).

The Htting

The "ursing program involvecl in the study is situated in a communlty

college in Eastem Canada. Nursing education movec:l tram hospital schoo'- of



•

•

•

34
Nursing to the colleges around 1970 when the college system was inaugurated.

College curricula are baS8d on a philosophy of general education including

English, French. Humanities (Philosophy) and Physical Education for ail

students. In addition, students follow either pr.university courses or

technological ones that prepare them for the work-force. The teachers in the

program are ail university graduates, the majority with Master's ctegrees. The

college itself serves a community that has become more varied over the put

ten years. The cultural mix of the whole college sludent body and the 'acully

reflects the changing demographics of Canada, whereas the Nursing facully

has become less varied as teachers who have retired have not been replaced.

Sample

The sampling process was purposive. meaning the researcher has

signifieant knawlectge about the characteristics of the population and thus, may

handpick the cases ta be included (Patton, 1990). Although bath teachers and

students were invited to participate, il was limited ta nursing teachers and third

year nursing students. Ail the nursing teachers at Eastem College were invited

on the basis that facully as a whole had voiced an interest in examining the

ways in whieh changing demographics might require a change in teaching

approaches. Each teacher works with stuclents not only in the elassroom and

laboratories but aIso in the clinicat (hospital) setting with groups of up to eight

students at a time. Thus, teachers have many opportunities ta interaet closely

with their students. Only students in the last semester of the six semester

program were invited to participate in the study. By that point in the program,

students had worked closely with a minimum of six teachers in their clinical

experienees and possibly as many as twenty teachers in the laboratory or
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classroom. The variety of relationships provided the studems with many

different leaming experiences. By the final year of studies. students had also

developed a stranger sense of what conditions contributed ta their leaming and

what factors hindered il. Throughout the program students were given many

opportunities to reftect on their experïences and ta evaluate courses and

teachers. Thus. in many ways, the study was a familiar process far them.

Finallv, they wer. no longer directly influenced by the researchef who teaches

in third and fourth semester courses. Thus. students' 'ears of academic reprisai

if they revealed negawe experiences were minimizecl. if not eliminated.

As an added precaution ta protect the rights of participants the

researcher followed college procedure for conducting r_rch on human

participants. The study proposai was reviewed and aceepled by the Eastem

College Research Ethics Committee as weil as the McGi11 Department of

Educational Studies Research Committee who ensured that students gave

informecl consent to participate. Conficlentiality of ail participants was also

protected. In order ta maintain confidentiality the guideline question forms were

coded bv the researcher ahead of time. Participants entered that code on the

consent forme Bath the code sheets and the consent forms wers sealsd in

envelopes and submitted ta the Eastem College Director of Research and

Development (see appendices 3 and 4). Code sheets were destroyect at the

end of the study. Teachers' handwritten responses were transferred ta a printed

format before being seen by the researcher and the originals wsre destroyed,

thus prev8nting identification of any individual. Student interviews wer. taped

without identifying the respondents directly. They wer. identified by a code

known by the researcher. This was to facilitats verification of data and praye

authenticity if necessary. The tapes were eraecI after the responses were
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transferred to a printed format. 1had to verity some of the responses by listening

to parts of the tapes because the transcriber had difficulty hearing some of them.

The use of nursing 'jargon- also contributed to the problem of deciphering some

passages.

The Det. getherlng proce..

There wer. IWo sets of guideline questions developed by the researcher

for use in this study. One was given to students to describe the cultural aspects

of relationships with teachers (appendix 1). The other was given to teachers

(appendix 2). This one asked for exemples of culturally based experiences

with students that have caused difficulties or that have promoted leaming. 80th

guideUnes asked the participants ta describe their ideal of the other. The

guidelines were distributed wMks before interviews were expected, leaving

time for participants to formulate their replies and arrange their workload ta

accommodate another demand on their time. Formai, taped inteNiews were

not used in the initial phase with teachers in order to allow the researcher to

use their data more objectively. Anonymity of the authors of the responses

made it easier to allow the data ta spaak 'or itself. After the initial analysis, 1

discussed various ideas informally with teachers who expressed an interest in

-how the study was going-. Again, il was purely on a voluntary basis. 1used the

interview format with students. Experience told me that many students preter ta

express themselves orally rather than in writing. The inteNiews were taped and

then transcribed. They were Ioosely structurect to allow participants to describe

the experiences that were most significant ta them. Assessing what is important

to the participants and validating perceptions are processes familiar 10 teachers

and students in the Eastern College nursing program. Thus, they 'elt
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comfortable participating in that way.

Inductive analysis was used ta organize the data into categories that

were helpful in describing the multicultural experiences of the participants. The

development of descriptive categories facilitated the linking of these categories

ta the data from which they arase (Berg, 1989). It was vital to the qualitative

nature of the study that the categories arase out of the actual data rather than

being imposed by the r.earcher (Patton, 1990). The underlying goal of the

study was ta discover if there were patterns or themes that occured in the

experiences and perceptions of the participants. Thus, the events, meanings

and understandings had to be accuratety described by the researcher. Initialty,

1tried to present ail the data according ta the generaJ questions asked. 1

wanted ta establish how teachers perceiYed the changing demographics in the

student body. Thus sorne of the themes (Perceivad changes in teacher

awareness, Culture in the curriculum, classroom and c'inieal setting) arose

directly out of the questions. The themes The ideal student and The ideal

teacher also came from the research questions. However, it saon became

obvious that key concepts from cmical theory arose frequently in students'

responses. With such concepts as stereotype, difference, ethnocentrism and

identity occurring in many student's reports il was a Iogica' step to examine

teachers' replies for similar terms. They occurred there too. Also, themes

reflectect bath $lOOent and teacher caneems. Thus some themes, such as

Changes in teachers' perceptions • and Literacy, language and communication

issues, reveal more about teacher perceptions. Students are more represented

in the themes Students and their many raies and Student responses to

teaching approaches. Other themes such as those related to culture in the

classroom and the role of values are relatively balanced in their importance to
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teachers and students. Categories remained useful as most of the data fit weil.

The main difficulty was in deciding which of 50 many similar accounts would be

most iIIustrative of the concepts revealed. The data will be presented in such a

way that the interpretation is reaetily acceptabte and clearty supported by the

data (Berg, 1989; Uerriam, 1988; Patton, 1990).

1spoke first to a small group of students, asking them what they thought

about the study and when would be the best lime to actually get them to

participate. They were receptive. One student even said -It's about time

someone asked us how ...f88l.- Another said -Ther. have been students who

have baen really hurt by sorne of the things going on.- Thus, 1arranged class

time to present the study, explain the consent form and distribute the

description, quideline questions and consent forms. 1presented the same to the

facully at a regular facully meeting. Participation was entirely voluntary. There

was no attempt to persuade anyone to participate. By the deadline, few people

had replied 50 1made a second request to each student and teacher. Teachers

said they wauld reply as saon as possible. 1extended the deadline, putting

notices up for students and te.chers on the department bulletin boards. When 1

mentionect how few students had responcted, third year teachers remarked that

the class seemed to be particularty stressed by the amount of work required and

by the fact that a number had failed the first sixth semester course. Failure st

that point in the program was quite rare. Incidentally, that particular course was

structured ta include mostly small-group work, student-run seminars and

presentations in arder to promot. collaboration and problem-solving by

students. Eventually, enough students and teachers replied in writing or

through interviews ta allow the study to proceed. One third of the teachers

submitted tormal, written replies. One third of the student population
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participated. Fifty per cent of thase chose to be interviewed and the other hait

preferred to submit their perceptions in written forme 1did not try to influence the

choice of format for the students. Two students discussed their replies with each

other but wrote them independently. In order to protect the identity of the

student-participants 1cannat describe individuals. However, in arder to

contribute to the significance of the findings and analysis 1will describe

pertinent charadenstics of the student-participants as a whole. Ages spanned

trom ninet"n to thirty-sev8n. Hait were married and had tram one to thr..

children, mostly school-aged or younger. Only two had English as a first­

language. For others, English was a second or third language. Thr. spoke

four languages. Ail but one w.e able to speak enough French to be effective

with francophone patients in the hospital. Onty thr.. were barn in Canada. Of

those, two were children of immigrants. Students or theïr families came from

Caribbean countries, Portugal, Italy, Afrïca, India, Malaysia, and the Phillippines.

Hait of the students completed high-school in Canada. For some, this was their

first experience in post-S8COndary education. Thr.. had other college

diplomas. Two had som. university education. Wlth one exception, ail of them

held part-time jobs during the school year in order to support themselves or

theïr families. The wide variation in student demographic charaeteristics

contributed signifieantly to the richness of the data, despite the relatively small

size of the sample. According to Patton (1990) this type of sampling leads to

learning a -great deal about issues of central importance to the purpose of the

research" and thus is Imown as ·purposeful sampling'. -",. Iogic and power of

purposeful sampling lies in sel8cting information-rich cases for study in depth"

(Patton, 1990). As a consequence of the type of sampling, the results of the

study are descriptive of the particular program only and not generalizable to any
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other nursing program (Patton, 1990). However, other nursing facully.

administrators and policy makers may find the results of this study relevant to

nursing program development in multicultural settings.

An interesting reault of using volunteer participants (bath teachers and

students) was the appearance in teacher responses of comments about ways in

which other teachers interaeted with students. There were reports of teachers

acting in culturally insensitive ways with students. Student participants related

these incidents te the teacher participants who the" included them in their own

responses. Neither stuctents nor teachers were aware of the other's

participation in the study. This shows one of the drawbacks of using self·

selection of participants. Those who voluntesr for such a study are probably

those who have an interest in such an issue and thus, may be more 'in tune'

with students, no matter their cultural background. It is unlikely that a teacher

who knowingly behaved in a culturally biased manner toward a student would

reveal it in the study. Those who think they may have done 50 question

themselves and are on the alert ta avoid further episodes, or st Ieast, to r&duce

the negative impact of their ignorance by enlisting the help of thair students, the

experts in thair own culture.

Strengths and limitations of th. study.

Because it was done by a teacher weil known ta most of the participants,

the responses were given generously and willingly, resulting in very rich data.

The voluntary nature of the study had both positive and negative outcomes.

Positive in that participants were enthuaiastic and interestad. Negative in the

fact that the small sample size will not allow generalizations ta subsequent

classes al Eastem Collage nor to other nursing programs. Consequently,
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similar studies could be clone at that and other sites. Because literacy was such

a significant concem to the teachers. other studies shoulcl be done to dstermine

if this is a continuing trend. The time available to do this study (given student

and teacher workload and the few days students were in the college rather

than the hospital) was fairly short. Future studies could be organized to allow

sufficient time for follow-up interviews. Participants could then be invited to

comment on the analysis. It would r&Sult in a collaborative study , more in line

with the goal of municultural education. Thal is, empowerment of ail students.

regardless of their cultural background.

1am acutely aware that the use of 'wei and 'heY coulet be construed as

iIIustrating which are the powedul and which are the powerless, and that critical

theorists ses those terms as oppressive (Bhabha. 1994; Mclaren, 1994.1995).

They can signify the included versus excluded, accepted or unaccepted. the

norm or the different. typica' of western polarization and dichotomy. However.

given the nature of the study and the findings the terms seemed Iogical. ft also

made the grammatical contortions less strenuous. As a member of the facully 1

include myself as part of the 'we' and thus must accept responsibility for the

shortcomings as weil as the suceesses described by the students. The next

chapter describes the findings.
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Ch.pter Thr..: Finding. • Perception. of Culture

This chapter addr8SSes the perceptions of culture trom the teachers' and

students' point of view. The tindings are presented according to the main

themes that arose out of the data. Written responses showed a lot of thought.

Teachers' responses revealed their apprehensions as weil as their successes.

was struck by the depth of concem of many of them. Stuelents sharecl mostly

their embarassments and anger but there was also a fair amount of laughter

during interviews. No-one who heard their stories could remain complacent.

The analysis of the tindings will start with a section titled Ptrclbted changes in

teach.r awareness. a description of the changes teachers have recogniZed in

the student body over the last five to ten years. The nexl section Struggliog wjtb

difference reveals teachers' perceptions of their lack of cultural expertise. The

section on Culture in the currjculym. cl,groom and clinical Htting includes

pertinent referenees to teacher-student interactions, classroom presentation,

textbooks and clinical experiences. Students' and teachers' perceptions will be

presentect. The short section called Studem r.soonSlS to teaching

aoproaches shows sorne of the commo" ways in whieh students respond

positively and negatively to vanous teaching techniques. The neX! section will

explore Literacv- language and communication issues. Atthough this seemed to

be more of a teacher concern, there are a number of signifieant student

experiences with communication. p.rceptions of th. roi. of cultural values is

next. Amon; other values it includes perceptions of privacy. Stud.nts and thtj,

many roles follows. That section is followed by one on perceptions Of gender

dïfferences. reflecting not only the incre8S8d number of males in the program,

but the surprising number of male participants in the study. Important tucher

emectations, including their description of the ideal student follows. The
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chapter finishes by describing The kil" 'lICher accordjng ta the styd.nls.

3.1. Perceived ch.ng.. In t••ch.r •••r.n....

The first theme describes how teachers have responded to the change in

student demographics. The student body that reflected the faculty's mainly

Canadian, female, middle-class charaeteristics has changed to reflect the many

cultural communities that now make up most Canadian cities. Te.chers report

sorne major advantages due to the increased cultural diversity among students.

t\dvantage: '.amina abQyt culur.

There is the opportunlty for - sbaring different viewpoints on cultural

issues-. Most teacher respondents commented on the usefulness of having

students trom many cultures in the ctass and clinical area. e.g.

We can have.much ncr. diIa_1on of ln81Y cuIhnI, reIgicuI. 8IhicaI ....
hca'" we have. much biggIr pool to ctaw on flan atudeIà'~ .p.tene•.

Another claimed there could be a more -meaningful exchange of actual cultural

practices relatecS to the topies of nursing.· Another teacher said the -massive

influx of students from vanous parts of the world- results in the students

becoming -remarkably tol.rant of diff.ring cultural viewpoints·. They ·inform

one aoother and their teachers· about different cultural attitudes and praetiees

related to health, illness, family functioning, the role of wamen, etc. As a teacher

said

The change for me _ been ln rny own ....iz..ion 10 dIIeI... in beII8fs and
vak8 about he8Ih rrom variou8 CUIU•.

Anothsr related a story about the role of the moths, in the family:

A fowt.... Y8" oId boy w. b8ing f8d by hiI~ spoon to mcxatL n.e.. no
phyIicaI ...s fOr 1hïB. 1be......CIring b' INa p&IiIrt aw1hiB • "na••taI' behavicu.
His beIi8f..obviousIy. cutInI one, IIIOIIW tends to the needI of the~
1b8gIn to r88Iz8 how CU' deY Il'''''1 ...,.....NarIh Amaiean .."dl.
This studera~ 1w. off base.
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This teacher described how a young Greek stuelent helped an Italian family:

She was ..., irIIIIVI8'aI in ....111 ttiI fMiIy decide to tel thiI man hiI diagnoIis,
and to convia the c:tIikhn 1hat1he8t~was unIbIe ta prcMd8 al rA the care he
r~, and1t8"'e wouId need tG atay in br'" and not to go home. The cB:iIion
not to tell tNI~ hiI diIIgnDIisMd" b8Ii8f _ the wI8 coukt CIre for t*n. in my mind•
•• cuIbnIy dll8lm1ned. My f8CogIiZed 1tiB ...~ "cm tB' own
f;nly VIIII8. Shec:I88rty .
-1 know l'a th8r ram, _ Il is in mycaawe. My fMiIy" ctB1gId (\0 a more North
Ame iean viIw).

Advaotag.: multiljngyalism

Teachers report deliberately fostering discUssions about culture to

enlarge their students' understanding ( and their own) As one teacher put it:

Studera .. able tG COI1'II8'8 the lhr8d ecperieIa d 1heIr own cuaw. wIh the au.
studenIs in"dasa. ThIl ha given mare me&nk1g to dise••ion of the lIInui of cullwe
r8Iher Ihan culll'e • dl. il'" tram Ibd.1 dSICiIJed in a .er••lC8 book. The
exchange haB~ very lli'nulating for ella_ton and.~enng for atud8nIs and
teach8". .....M well1Ud8n1S .... to becaming mare ...ofthefr own cdIns and
values • 0Iher '*'* speak. Pem8pB liltenng to cI8IamaIes deIa'IMI beIief8, vmu.
and pr8C1it8 hefpllIUd8nIS ta ackIlOwtedge od8' cuIuns and aIIo stmulating
inlroepection of self.

Teachers said they appreciate the ability of multilingual students ta

communieate with people in their own language when it is other than French

and English. One even saicl

Tl1ey aJso have a b8IIer 8PP&a8liOn of how disadvaraged the cIierI who does not speak
Engllsh or Ff8i1ch is ln 8COISsing cu heaIh care systen.

Another saïd:

StudenIs who speak odw Iang1l8gIS ofI8n have the opponunity to car. for cIienIs who
do not speak Engish. lhey.... ecperieIlC8S in COi "8I1C8 of how they were able to
~ th8ir cIierU. The positive~ they r8C8iVe tram the cIenIs h8Ipe a.n wIh
their self..... and gNes tt8n a fSllng ofsaIiIf&tion in asaiIting cIienIs wIh...
goals.

80th teachers and students reported that many students are the interpreters for

their own parents at ctoctor and clinic appointments. Some students miss
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classes and clinical days in order to accompany a family member to such

appointmsnts. Howevsr, none of the tsacher participants made any comments

about such absences, they just noted that il happens.

Adyantage: IgminA trom studlnts

Many tNchers claimed that the, (the teachers) learn a lot tram students.

This includes such things as customs, folk remedies, attitudes about authority,

caring behaviours. philosophies about life, styles of leaming and oumerous

other things. Revelation by a student helped this teacher recognize a cultural

aspect to dealing with misfOrtune:

t had a Qin......who couId nat Ulideistand 1h8l helJ*lg someOI. tait abcU their
Ioss W8S aUI8fuI_..". He said th8l in hiI culUe when yeu t3'1\ dWIge someIhilg,
YOU ...~ to mowe on, so faIdIlg about the ..... 8ft ineIfectIve b8havicU.

Another teacher said that &he takes time to explore cultural differences in

ethical discussions:

Keeping information "am the cIi8nI will a poar pragnasiS il frequenIIy .... witt cu
Moroccan JewistI. ltaIan and Greek fwnlill. We have a let of ellalSSions lRU'd _
isSues. what il tnaIUIilg, to whom œ. the ..... owe r./hil prtn-V obIiga"on. how is
the ruse cIent relatlonlhlp atrected if the ruse is~, ..... the inpIicatioI. for
caring d8act.1IticI such • bIing hon8It, genuine, 8IC.

Attitudes to authority were revealed in a student's explanation to his teacher

about the role of the teacher in his culture:

He readly spake of hi8 VÏ8W of the teaetI8I "*-ionship. Teact8S were in an
elevaled position he expIained, and il •• the Vfrf W8II priviIege to be~

Ambivalence: maiotainjng profeSSion,1 standards

However, many teachers also report grappling with such things as

treating students as individuals, appreciating differences but still maintaining

professionsl standards. As one teacher put il:

1am not • al an1hlt...il an isSUe of CUbn 10 much • ttB8 il .. ÏIIU8~Knowillg
the Ilamer. nwe _ to be rocm for dIfet......... - seme of wNch may..
œ.ticaIIy tram CU' own. The iIaue lhauId be profeIaiOnaI compeI8Itey, nul person8IIy.
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Another teacher who reported struggling with how to integrate new ideas about

culture thet she leamed tram her stuclents said:

How much Ieeway can 1gIve. whIIe rnaiIW8N1g p-cfa ••o ......dadl? How much~
do 1give studenIs. kncwilg ttI8t 1II8y need to 1Ii,*~.....uywMn they finish CU'
program?

Students ynawar' of !eaehera' efforts

However, many student responctents stated they believed that most of

their learning about other cultures was done intormally, separate tram the

curriculum and the teachers. One stOOent said -il just happens by the wa'/'.

Another complained that

ln Ihe e::tncaI ... Ilnd Ihat bIIdt...in~ .. twdy MSigr8:I to studenIs.
• ••~ 1wouId tI*1k that te8Chers wouId make a COf1ICicI. eIIort to expose studenIs
from the ruIWOUI cuIIns (wt1ich is the really of the scope " cIIic8I rustng).

When another student wu asked if the program as a whole had been set up to

help studems lear" about different ethnie groups and interaet effeetively. he said

this:

1thOc l's mare taIci1g advarCage dl (b8ing in a mic8d cI8ss). 1.,., r8IIy sesn any ­
there's newr any - 1haven' l88n any formai - 0Iher .... - W8 hm the tranlCUbnllVSing
seminaw, and redy al thIt you mediOIlSd in 1t8e. is 1hal1 8XÎStS. And a COIIpie of
eX3f'l1)leS. Beca•• 1 me&I1, 1t88'. no wa~ we coulet go no ail the different typeS of
ethnicilies.

On further questioning about whether he developed any of his understanding

about different groups because of the nursing program he said:

1think in, in Ieamng comnu.I'iC8Iion sIcïIII. Lm. 1_nillg 8boea the tranICUbnI stuff ­
going into the ho8pItaIs and 1 ssing cl..... groups of people and having to work wiIh
these people and even jJst being in a cIass"eyou have people tram (jlf&..
counlries. Not~ in CU' cI8ss is l'cm C8nIda. 1"**whIt 1 do88 is. 1
facIital. an oppoIU1Iy tG take.....of • and wheIher you 18ke advantage of CI' net
is reaIy YGI' own choice.

3.2. Struggling .'th dlffer.ne.

This brief theme reveals the perceptions of dlfficulty reported by teachers

as they try to adjust to their changing classroom environment. As experts in
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nursing and pedagogy, teachers say they realize that they -need to take the

initiative- to b8C0me -more adept in communicating cross-culturaiIy"• but many

say they feellike -novices- and worry that they have not yet developed the

skills needed. As one teacher put it:

When 1fhta.ame a...... 1consid8red myself to be cuIInIy sensitive. but beyald
that 1t8dy consid8red the irftI&:t 01 cdIn on edllC8IiOn. AecenIIy. 1have b8come
more .... of the~ of exclusion and have b8gWt to nol8 the inIidiouSMeS of
exclusiOn.

Another said -1 worry about cultural meanings that 1miss, from ignorance:

Some teachers reported feelings of distress when their best efforts to help

students trom other cultures didn't reault in success. For example:

1engaged rnyseIf ta h8Ip her by geriIy heIpiIlg r-188m take-ct&ge behavicUs. She
m"sorne progI_ bIa1h81a1k was 100 d8unIIng and ( she ) faiBt out orthe plOSJW'I
aft8r having IWO acad8'nic f8iIlnI. • ......... we faI8d in cu endeavou- to p'ovide a
suitable edtlCillioMl COI'I8xt.

On the other hand, there is the feeling that spending 50 much time helping

sorne students with basic language skills interferes with the teaching process

and the leaming of other stud&nts. For example:

One of my~ artieuIate studenIs ccmpIai1ed of the lo8t lime in postcOnference
because we couktn't gel into depth in sorne real rusing... hEa'Be the langreage
leVeI cf some,... was so 1ow!hM 1..spendilig my lime rep B.irlg what student8 ...
sayttg in sil1*l' langleage and maki1g... thal tt8e studenIs were al le8st on bo8rd
with the tocus of the ella_O..

Another teacher put it this way:

StudenIs wiIh a culan sim... to the t-=tw's ... the curicuUn can toIow mal'"
fast.. Studenls who cannat comprehend the basic m....-g of pl'BlOI118I1On nem
more tirne and ecpI8naIion. nu pacilg becomes a chaII8nge in thiI siIuation.

3.3. Culture in the curriculum, cl••sroom end cUnlcel .ettlng.

One of the most obvious themes to arise tram the data was the way in

which culture was perceived to influence the curriculum bath in the classroom

and the clinical S8tting. especially as praeticed by teachers and students.

Teachers were seen by students as homogeneous. representing the dominant
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culture and not very sensitive to cultural issues. One student respondent said

-They don't fully comprehend the multi-ethnicity of a city like Montreal.- This

resulted in there being '00 littl. curriculum content about cultural influences-.

One student went as far as to say some teachers resented the influx of

immigrants:

But 191*8 for sorne~I tra ... new. 1hey'nt"gIIIing UI8d to" Tha"s whIt 1
think. Ah, sorne peapIe ...œn'gel used ta 1- - ta ..0118' peapIe in th8i' land.

Other students were more specifie about curriculum failures. For example, one

student claimed that teachers were

Not consistent ln prlllnIIIiOn of mal....will regII'dI 10 lr8ndI of h8aIh
prabIems in cIII•••cuIInI groups. When a cilIII1 ,.alligt.- prevaIence in bIadcs,
it is mentioI.-d. PI........ il net incIIlded when' aIfecIa whII8a more. "... a felilg
of being made cItr8i.... _. the~wcq) .. nat...d the ways in whi:h thia
kind d apprœch il~

However, a teacher responclent also mentioned an occasion when a

black ...... lOOk oft8nIe to theS'-ilta staled 8bouI i'nIn98I'IIS "am a Tt*d Wald
counIry haWIII a hIgI.- ilCidela of a PIftÏCUI8I' disIlle.

Textbo0ks are biased

Students brought up the issue of textbooks. They ail agreec:l that many of

the books reflect a white, middle-class. westem bias. One student said that one

book stereotypes certain groups. She gave the following example:

The texlbook S18I8d thIt""" la8Im and r-.t ta be h8Ird by aIt8s, l'. th8ir culUe.
This Il net 1rU8, u.e"'Id•• th8l1a'88m...~ bi1tt, but in ourcuItn thWe
are the or.- th8l ac:r.-n and att8s 1IY nat to.

She wondered -what teachers think about this.· Anether student &tated:

G~ texII tend to mils the mark an sorne MpICSS. Ah, 1h8 exarnpIe'" cornes to
mind is ....ing tIdn cokU for ...ipIe.

This same student always speke up to point out the omission but worried that

whole classes of nursing students would be missing something vital if no-one
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mentioned the exclusion.

1happen to b8 a BlackatuderI il apredan*WIIy wNl8 œ.toom. Id VOU can have no
black stud8rIB il thM dl]] oam and for thIt ttne y88fS. no one Icnows to .s.s, for
exampIe. a bI8ckIki.~cIIrt.

A student said that il isn't only texts that show bias or stereotypes:

StudenIs tend to ••eotp 100. -.ct an th8ir (limled) personaI experiences
wlh people fram lhaH WCJUPI.

It should be noted that students participated during their final year of the

program. After this particular group of student respondents finished their first

year, the 'aculty has made an effort to be more aware of cultural issues and

ensure that cultural content is included in the curriculum.

According to teacher respondents, sorne did mention textbook bisses but

others said they expect $lOOents to use the cultural information trom their texts.

However. this teacher noted the exclusionary nature of some teXls:

1went lookillg ~o al rny boaIcs for pi:bnI of ct"... coIcued people and 1his was
difficut 10 ftnd. To b8,. the recent wnion ~ PoIt.. 8IId Perry Often ineIud8s rJCiaJ
variaIioIB.

She went on to describe how she had used that reference in class and related

the following:

1don' know 1 il was my imagi.aion but il ...... to me that ttwe w. a sudden pi ickiIlg
up d &aIS~Ig stud8rIB. to h8'-=know~of a racial vawiaIion in physiological
narma.

Learning about djff.r.nc.

The teacher quoted above started to think about ,he exclusion of

minority people in our educational process- 8fter a black student was unable to

recognize significant colour changes in a white client even though this was the

standard description in the textbook. This made her question how -nurses

could take the standard and apply it to people of other colours-. Sinee then,
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she has made an -effort ta be more inclusive- in her class presentation, bringing

up -pertinent variations- as she goes aIong.

Exclusionary praetices look other forms. Some students said the

program hasn~ really fostered understancling of culture. One student participant

complained that teachers don't help students Ieam ta devetop cross-cultural

skills by assigning clients of oth.. cultures.

ln"cIincaI 11nd"bIIdc.... in pMIcœr, ..h8rdy assigned to studera.
It iStrue· perœ.....OfbIID PIIfenIS"Ill'''''' _ HcJwewer;' WCUd '**
thIl t8ICt8S wouId make • COIIICiou8 effort to expose studera from the 1UlW0UI
cuIbns (wNch lB.,. really d the lCOP8~cti:al1UIing).

This student, a woman of colour herself, had only one black client in three ysars

even though there wsre always black clients on her wards. The teachers'

proeess of selecting patient assignments was never clear to her.

ln contrast ta the student's experiences many of the teacher respondents

claimed they make a point of assigning students ta clients from different cultural

communities.

StudenIs who speek attI8r IangulIg88 oft8n have the opportunily to care for cIienIs who
do flOt speek English. 1bey..... their 8JCP8Iielas in com.ence of lIow 1hey...
able to heIp theIr cIenIs.

Not only do the particular students beneflt tram the experience but the other

members of the elinical group and the tsacher learn vicariously through group

discussions held to ahare information.

Anether example in which the teacher used a situation to help students

learn about difference was the tollowing. A student who had been assigned to

a family trom South-East Asia was distreSS8d by nurses' rejection of the client

and family based on cultural differences. The room was very crowded with the

family's belongings. The baby was on isolation precautions so the door had ta

be closed at ail times. farnily members brought meaJs from home for the
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mother who was staying there full time. There was a distinct smell of very

spicey food in the room. The student was disturbed by the way in which the

nurses discussed the family and complained about the state of the room:

The ruses were taIdng 8bcù tNI pMicUa' cI8rI, the .... of the roam. and il..
said no one wart8d ....... Ofccuse. the pdera. bcIh the ...bIby and the mom,
were given 10 the""'. And 1end up 1waI8t in - yes. the a.nans were ctawn,
ttwe was a lady lyIng on a eatMd ~ and 1 was alnuty in the room and
thkIgs were ;.st flOt. you know, M, in pliee. And 1bAI u.t thill8d'f W8S one 01 the
nicEBt pssons 1met al dey.

His explanation of the nurses' attitudes was the following:

1aIsodscoveredthllwhen IIooked.oundalthe ruses who wereSJJBaldllg 1wouId
classifythem .mictdl'I ilCOme. weI-to-do. whIlewamen. Ca're" WQI.... 11Ie
signiticanceu.e il. th8l if you •• whIe. prob8bly not 8JCPOSed. not sensIiz8d to the
Sri Lankan. the T8mI way of ....... no waldlr th8y...sp_dlig in 118. in rny
.-nation. ca.......Ig. -no one wanta that~ kind oI81ltlude.

The incident was used by the teacher as the basis for a discussion about

cultural differences and coping with bias on the part of co-workers. In contrast,

another teacher asked this same student what he thought about the fact that an

Inuit woman married to a white man had -given up her culture.- The student

replied:

And 1tO&n:S Il was inSenIlive. 'nie tact thaI yeu',. nwri8d 10 someOIl8 Œ a diIf...
bacIqound. dc8 not necees-aly mean..yeu culbJ'e il COR1J"omised and th8t jM'ed.
It jan'ed ..,...1 know a lot of people from myculan who..Vfrf'" people, they
just haIJpened to marry wIh someone t'om a ditf8''' culbl'e. And 1hey're very active in
thei" a*n. Thly're \eV aware.

That example again illustrates that students can teach teachers about culture if

only the teachers are open to it.

Sorne studeMs fIIl djsadyantIQId

There was a perceived bias in teacher expectations by black stuctents

especially. There was a feeling that they are treated differently, that they have to

be better than others or work harder in arder to pass. As one student said:

Tead8's tend to have a I1i8gIlive~1On of CU' CUbn. and we ...tr'" as if we
are IlOt edfllcated enough 10 .. in.
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The feeling of injustice was described clearly by the tollowing student's

staternent:

Sorne teachers 8PP'08Ch studenIs rom the Black cullwe dllflrendy than 0Ihers. ""'e
have been many probIems witt ruIing teachers and black studenIs 1*tiCUIaI1Y.
For exampIe,. in the cInicaI .... studenIs .. UIU8Iy able to f8COIJ1iZe W88k studenIs.
AIIhougtI t'-8 studenIs .. presenI8d • being W8Ik th8y UIU8Iydon'! ha. problems
wiIh 1he t8:fW.

She went on to describe her own experience with this difference in trealment:

The cIr*:aI t88CtW' ask8d me a qua IlfOrI. whI:h 1....-edŒon'~ She tokt me1hat
1was not appIying my~ 1askad the studenIs in the Wcq) the Sêm8 ql8tion, and
they were nat lbIe to ...... l, Id yet 1was the onIy one in the group wiIh a prabkm.

Another gave an example of a classroom aetivity in which Jamaican people

were portrayed negatively:

For example. in tnt year, CUing one of cu 8ItÎCS sem..... ""e was eIsa.sion &bout
the~ 8ttIeaI compor81IS. There.. ditfer..cases given based on variouS
cuIU.. The one about Jnaicans giv8n an i'npIession ofu... 8IhI1cai group being
al Qi i1i18I&.

There was often a feeling of powerlessness and injustice, a feeling of being

singled out unfairly.

1find that to malee 1 in rusing black studenIs have to WCIk twiœ as hërd to pove
themseIves in oret. to passe

As another student lamented:

Why can't 1feelib a ruii. ptnon • wtIy do 1aIways have to f8eI that need to be beIl8r?
Based on the feeIi1g th8t l"m, wei. black. and ... to always prove mysel.

That feeling is echoed by the following student:

Anott8' thing 1tMw for e.... inter&1i1g wiIh peope of my culb6e (black). ou.
studenIs. il thII neat to always work twd8r. 11'1 VfrI canmon. thIl feeling. 'nIIl we need
to be 1hr8e and b6 and live 1in'.- b81t8r .... studenIs - a lm" studert. ume year ,
same progian, of a dtf.... 8Ihni: or cuIuaI bEtVound.

Stereotyping stydents

There were examples of being stereotyped, especially negatively. In tact,
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one student was told at the last minute she was failing because -in her culture

people didn't explore and communiCate properly". The reason for her fsilure

was never explained ta her satisfaction. However, she made the following

observation:

What made t8' come to th8l œncIuIion? And 1Nn , .wa • .", ln the s;roup.
Am 1go-1"me.•w.....giI ofmy...nIIb~ And.,.. w. another
bov of a dIfeI•• CUlu'8. AI ttne of .. f8iI8d.

She didn't appeal the failure even though she fell it was unjustified, believing

that she didn't stand a chance of winning because the teachers would believe

the teacher, not her.

LIce, If my t8ICI8'"s coming tu this œncIuIion, why lm , going to sil in frort of a review
board, who don~know me, and ecpIain rnyseIf to INn. They dan~ know whMtB' , cid
1hat tX nat. Ira h8r ward agair1It mine.

On the other hand, a number of students talked of being singled out because

they didn't fit the stereotype of their culture. For example:

Many cIr*:aI te8Ct8s have said tNngs tu me Iœ -yeu speak Engish 50 wei. Vou must
have been barn here-. Whaœ. that rnean , WOIIder? Dœs 1 mean!ha the IWO
(speaking English weil and net being bcm t8e) ..mtaualy exclusive?

A young woman of colour said:

1 feel1hat my cIrieaI t-=hn.. al inIiaIympriled tIW 1." net shy and~
as WOfJd b8II my cIinicaIltereolyp8.

Another student mentioned being surprised about teachers who wanted to

know

Where cid 1gel training tram « manr8S tram. Wh8n you 8Ik SOI'I'MItt*Ig "1haI, 1tB1
whaI '"m he. Ïilg is 1hal VOU dont VOU don't ecpect Il Ifs net a normal, ,..,.. ocaning
phenom.non.

On the other hand. a student believed she had been fairly treatad because sh.

is -assertive. knowledgeable. matured and able to display a positive first

impression-. She implied that other students of colour have not baen sa luclcy.

There ... od8' lIUd8nIs whœe culUe 8JlPllience didn, orrer th8m the chance to
8CQUire sorne pnonaIly. • .. be heIpfuI far t-=-s to nJCOgIliz8lhi1 and give11-.



•

•

•

54
incividuaIs a chinee to irq:JrCMt.

She also said -certain individuaJ teachers need to be more tolerant-. Another

student claimed:

1f8eI that 1have aIways h8d to proue myseIto my diŒaI~._1.. agood
student. -in splte or.
Many teachers say they are aware of the dangers of stereotyping

students according to their cultural background. In fact. they question -what is

cultural or backgrouncr and what is -personalïty o~ family influences-. They &Iso

struggle with the idiomatic expressions that seem to show bias against visible

minonties, trying to avoid using them eg. the use of black to imply the negative.

As one teacher confessed:

AIIhough 1feellhall MI -V open to vara. euu.and~,1am afraid~
seeming to be raciaIy prejudlced by okj habit expressions popping out of my rnotM1
ego lers cala..-a..-, ttBe's a bI8dt cloud tBlgilg O\W my he8d, IIC•

Oifferem "'roing stYles

There was a feeling that teachers often expect stOOents to know

everything presented in class and in the texte If they don't, it is those from other

cultures who are penalized the most. As one student noted:

Somehow il lIways tIaA*IS that studenIs fI'om the minony groups •• the
ones who .e picked on.

A similar sentiment was described by aoother young woman of colour:

Teach8rS eJCP8Cl me to know everyIhing aIthough Ihey stat. th8t they do not expect us
to know everyttIng. When a black student doesn~know someIhing, Il wouId be used
against them.

The majority of students said they like to ask teachers if they don't know

something but found sorne would not answer and would send them to a teXl, or

be angry that the student didn't know that because il is -in the book, or in clus-.

How do teachers explain this? Many tum the question around and make the
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student hunt for the answer because they want the student to leam not only the

content, but also how to find something and ~ake an active part in hislher

learning'. As one teacher put ft:

1118 student il in ctwge Of..own 18. ning end (thaI) l's the stuel8d'sr~
to UI8 me _.-=--O~in cIrIcaI work.

This approach is believed to make the students more independent, to help them

leam how, when and where to get information. For exemple:

The student shows~ br "llIg own ideas for soIVilg probIImI~8d in
cIinicaI 8,,*Ï8II08. .

A similar approach to students' questions is to ask the students what they think

or know. This is to promote "the ability to think critically and problem-sotve-.

The approach reflsets teachers' committment to fostering autonomy and

independent leaming. Il is meant to help the leaming process but many

students don't see il that way. As one studsnt put it:

'tbu Icnow you aIk som«hi1g, -1 cid 1his and thïI. 1"don'! _the resuI, you know.
~canldor

-Weil what do you lt**?'
1don' know whM to 1IW1k, IhIrs wtIy lm t88. VOu _, rs ..~. And lhM you
know, yow lais of...you' .........., il gelS a kick. Il mak. you tt1ink -is il the teaeher?
Is il yeu?

Another student described bath positive and negative perceptions of how

teachers addressed questions trom their students:

Sorne were approechllble, and odws you f8It ilImidated. or f8It th8y wouId MI to ""8
down ln thei" bi_a"qlJBltion _ asked. and'" we cid IlOt know. 0Ihers you tell
50 canb1abl8 to 8Ik whIbNW you wanted. Vou knew yeu were b8tng __.ect, tMa
yoo didn't f88I inünidated and you feI the teaeher undeIstood. 1 you didn'! know
somed*tg, she wouIdn't hoId il againIt you.
If you wcUj .._. • 1wII gel b8ckto you witt the..wer. •pwg to look far the....
in a text-book. she wouId lMœrstand, and campreMnct .,. _ don't know everyIt1ing.
0tt8' te8Cf8's woukt say, you cid naI come pr8pII'8d. and shouId know th8l

Students and tIlCblrs al WBr

Sorne students. primarily those of colour, described nagalive interactions
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with teachers using terms more suitable to describing war. They occurred most

often when students didn't know something or had made a mistake. For

example, a student askecl a question about a treatment which the teacher didn't

know the client had. ft was unacceptable to the teacher that the student didn't

know and that &he hadn't asked about it saoner. The student fell -att8cked and

put down: A similar experience occurred when aoother student askecl a

question about something that the teacher said was in class. She was told she

• should know that information, that il shows a poor theory base and lack of

preparation-. Nter that, the student said. she was -always being quizzed by

the teacher even though many of the others in the group didn't know the answer

eithe('. The student claimed that -it is akin ta wartare and makes the student

loose [sic] self-confidence-.

Another student said &he -'elt attack~ when the teacher insisted she

talk to a client about his diagnosis of cancer even though it was known that

doctor and nurses were unsure of the diagnosis and were going to wait for

praof. The stuetent refused to go against the health-team's plan and her own

better judgement despile the teacher's directive. The teacher failed her even

though this incident took place at the end of the term and &he had had good

evaluations to that point. The teacher's explanation was that -people in your

culture are reluetant to talk about death-. This same student had spent two

weeks caring for another client who was dying. She had spent time preparing

the client and family for death. eaming praise trom tamily and staff. Failing the

course was an extreme example of the power of a teacher being used against a

student.

·Some teachers don't like to be challenged- according ta one student.

Others said that they avoid asking some teachers questions because they feel
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not knowing something will be used against them. A number of students said

they were not treatad as students by teachers when they made a mistake or

asked a question that the teacher said they should know. In fad, one student

went as far as to say· They are treating us like enemies, like Il can't wait ta gel

you to fail'.- One student even joked that a teacher thought -. revolutiOn is

comingW because she didn't understand that 'he Ioud, energetic interaction

between black students- was normal for them. She thought they were having

an argument.

Evalyation ml1hods QUestjoned

Unfair evaluation methods were brought up frequently. Wrilten

evaluations of students' clinicat performances are kept in a common file and

accummulate as the students progress through the program. Ail teachers have

aceess ta the files. Many teachers read the previous evaluations of each of the

students in their clinical group bafore the beginning of the rotation (time in the

clinical area). Sorne students believed that some teachers prejudge students

through the application of stereotypes and &Iso by using those previous clinical

evaluations. ~ey are not willing to change their evaluations even when

presented with evidence ta the contrary" wrote one student. In other words, a

previous teacher's negative evaluation is used as the basis of the next one,

creating a situation in which the stuctent Ioses because the teacher's mind is

made up. As a student explained:

1heIwd the ume 1Nng the second time too. BeœtM. 1C3n8 ta know..Sh8 r88d
the first feedback8 from the other~ andft" UIing the SMI8 ward. And 1go
-uûs is not goocr.

According ta this student, everything positive the student does is nagatad and

the negative things support the poor outlook. Students who believed that the
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original evaluation was discriminatory said they were doubly penalizect when

the next teacher used il to the student's disadvantage. For example, when a

student had a feeling of 'deja w'. she confronted the teacher as follows:

Th81mt day 1C3ne to ,. and 11IlId. M. l'In -mng... you r'" so and 10" '..-t8:*
from..~ aem.ter. sh8 gaea. -yeM, yeah.- And she 8Iked me, • wh8l m8d8 you
asklhBlr
1goes, -vou UI8d the line !Ml'""'10 ... an me.- She jœt - she didnt say
anyding but -ott have to..tIB1.- And lh8 gave me heck the whoIe rotalion.

One student said she -almost failed a second course- because of this kind of

situation. Another was told that even though nursèS praised the student, il was

the teacher who had the power to pus or fait According to the student the

teacher said:

Don't tti'*"*thal's going to m8Iœ yeu pass the CCUS8. you Icnow. l's 1who hc*j

the lait word.

On the other hand. prejudging on previous performance worked to the

benefit of the students who had good marks and excellent clinical evaluations.

They were encouragect to continue as before. As one student put it:

Teact8's have aIways 8JCP8Ct8d much from me, but 1have...ys 8CI:J8l:t8d much t'am
mysel. l '**1heir epec;taIioI. aIIo have a lat 10 do wIh yeu martca and...previous
teact8's have wrttten about yeu.

Teachers report having had many discussions about the merits and

disadvantages of becoming familiar with students' previous evaluations. Some

teachers say they believe it is -helpful to know students' strengths and

weaknesses- 50 no time is ·wastecf' reassessing. Te.cher and students can

start working immediately on improving performance. The cultural background

of the student was not mentioned as a deciding factor in referring to previous

evaluations. Other teachers say they ·do not want to be influencee:r by

previous evaluations, preferring to make their own juclgements. Some teachers
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only refer to previous assessments if students show probtems in clinical

performance. They like to find out if the ·problems are continuous or new.­

They alsa like to see what previous approaches have helped the students.

Thus, the evaluation process is viewed by both teachers and stuetents as an

issue that is fraught with difficulties. Stuetents perceived that il was made even

more hazardous by the influence of culture.

3.4. Student r••pon••• to teaching approaches

Another broad theme that emerged was that of student responses to

teaching approaches. Students reacted to teaching approaches in vanous

ways.

Log of yoics

Although 1888 commonly reported, students sometimes responded to

perceived negativity tram the teacher by maintaining silence. In general,

responding through silence or saying nothing was perceived as sa'er than

trying to explain oneself. One student of colour who had been told she couldn't

communieate was actually rendered speechless because nothing she saïd

helped. As a result she believed -Silence is the better, you know, respense than

anything.· Another, who dictn't f881 comfortable about something taught in class

didn't speak up because of the danger of being thought -second-clus-.

Another woman of colour related the following:

A teacher said -. thif* in yeu culin. you people have~ ccmmunicaling or
int8'aeting wtIh peopIe.- We do have people in CU' COIdry too, they have ta know!hal.
We don'! hller'8tt witt aninaII. ~,youjuil .... to say'" you think. but yeu
know, 1jlIItdont... lhIl to come b8ck to me, or make wcne white...n'• trying to
doto me.

Bieds of a t.ltblr, : :

On the whole, students reported positive strategies for coping with
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teaching approaches. The most common response, according to most student

respondents, is for &tlldents from the same cultural groups to -hang out"

together. They share experienc8S and support e&eh other. Most of the lime they

speak in their own language whether il is socializing, studying or even working

in class. When one student was asked if he had any ideas why this was 50 he

explained:

Lingllistics. Far exa.tpIe if IspIIka fuuign lang"., WII, Creole ....~ Il poblbly
malt 1keIy. la...farmeto~in""'", 1wauldf881 mare.__
damg break. .

Students say they discuss and validate their perceptions with their group

members. A black student who had difficulties with a tucher -based either on

my culture or my gender" discussed it wilh anothsr student who said -Why didn't

you just cali her racist?- He disagreed with the perception saying -1 can say she

discriminated or she treat8Ct me different -.

Somelimes. students accompany each other to teachers' offices to lend

support when a student is too timid to go atone. In the clinical area, they often

help each other with new procedures or with anything of which they feel unsure.

This is especially sa if they feel wary of the teacher. Cften, nurses trom within

theïr cultural group go out of their way to be helpful too.

The tendency for students tram the same cultural group to form

relationships was noted by many teachers. Although they recognized the

positive aspects on the students themselves, many tMchers mentioned that it

often interfered with peclagogical techniques such as small-group work in the

classroom. Teachers use this teaching technique quite a bit. monitoring the

process as weil as the output. Groups conctueting the business in a language

other than English malee ft very difficult for teachers to help or even ensure that
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the students are on the right track with their discussion. As one teacher put il:

SOrnetimeS smal groI4) work il 8IfecIed if studeII8 .. aIowed to form 1h8ir awn~.
ego 1have had the~1C8thIl a group of flfpiltO ltUdenIs..wortc togeIher. spe&k
Tagatngt~ and 1won' undeIstald whIt il being S8id. Il il (IIficuI to heIp ..... )QI
don' know the cori" of Iheir diIcI.lion.

Another teacher saïd &he discouraged students trom the same cultural groups

trom forrning exclusive language groups in the classroom because -1 am

excluded from overhearing the proeesles they use to problem solve.-

One teacher commented on -WOmen students trom som. cultures who

don't participate much (verbally) in small group work.· She implied that

students who don't participate much because of language difficulties or -self­

effacemenr miss out on a valuable leaming experience. •Active participation­

in learning results in better leaming claim sorne teachers. It supports the

faculty's value of independence, autonomy and taking responsibility for one's

own leaming. This was a very commonly held belief. However, teachers also

gave examples of very bright students who hardly say a word in class or clinical

conferences. who give excellent care ta patients and do very weil academieally.

These are not people who have difficulty with language, however.

Every teacher respondent brought up language difficulties as one of the

most important changes that have occurred over the years, and the one that has

affected their teaching the most. Basic literacy skills, English as a second

language (E8L), communication style, and critical thinking skills were

mentioned as major issues affecting teaching and learning. Language is a

powerful tool. Lack of literacy was perceived as a distinct disadvantage

especially in a profession in which -accurate communication is a moral and

legal responsibility". Many also mentioned the stresses of having to deal with

limited French language skills as weil, as so many of the nurses and clients in
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hospitals are Francophone.

3.5. Language, Iiteracv and communication

Thus, language, literacy and communication was revesled as a major

theme in the study.

Lack of Engljsh proficiency a great djsadyantage

Many teachers brought up the difflCulti. of ESL (English as a Second

Language) and literacy. ESl students often don't know the meanings of words

and idiomatic expressions used in everyday English. Teachers reported feeling

bound ta define the words in order ta help students understand the content

being taught. They said they ·believe this slows dow" their delivery time of

course materiel· resulting in 1888 being taught. Some say they worry about the

affect this has on the • brighter, more literate students". Others complainect that

there is -not enough time left ta go into the more complex issues that arise·.

According ta teachers' reports, some students have mentioned a frustration with

the repetition and tack of lime for getting ta the ·real nursing issues·. Although

this was not mentioned by student respondents in the study they did report that

many students have difficulty understanding English. Perhaps the pacing

difficulties mentioned by teachers is reflected in students' course evaluations

that describe classes as too rushed and containing tao much materiel.

One teacher remembered a student whase English was so limited that

she was unable to converse. On top of this she was tram a culture that • put little

value on psychosocial aspects of nursing·. Canadian professional standards

for nursing demand a competency in communication skills. In this particular

situation, the student failed. Even repeating the course did not help her

overcome the language and communication difficulties and she had to lsave
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the program. Another tNcher commentect that

Many SIUdenII have erroled in rusmg • a way to l8Irn EngIIh wtiIe aIIo 18••alD
aC38S'. ln""cases. f8w have sua: Illfu1y gradll8I8d.

Informai discUSSiOns among teachers included such typical responses as the

following:

Not onIy il the prqpm a 1l'8m8l1douI......of wak Ixa studenIs who do net f88d
or wrtte EngIIh weil have a lot of dIIIcuIy wIIh the dais COI". lAI 8AJIYIng 1 to the
cIiicaI ...

Teachers alsa said that being able to use the te~ksweil is very important.

Thus, they have triecl for a number of years to ensure that

tedloaks ..wrtaen for average~ ......19 aI8y wtiI8 incIuding enough cart..
to be UI8fuI far the whoIe ttr_ years &nd. in sorne ca., b8yond~.

However, E8L students or those with poor reading skills will be at a distinct

disadvantage given the complexity and volume of content in each nursing

course. Most teachers said they reter students with -'anguage problems to the

Learning Centre- for help that is beyond the average teacher's scapa.

Most teachers remarked on the Iowereclliteracy level of students and

believe this is one of the most difficult changes with which to deal. Because of

this, the first year teachers now include a class on using the Leaming Centre.

The coordinator of that college resource informs the students fairly early in the

first semester about the services available at the centre. Many teachers reter

students there, especially after the results of multiple choiee exams. Frequently,

students tram other countries are not familiar with exams with a multiple choiee

format and they lack the skills to write that kind of exam. Teachers also reter

students for h8lp with using teX1books, taldng notes in class, studying and

writing skills. A number of teachers try to help students with any one of these

things, but none feel qualifled to help students in real diffieulty. Many spend a
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lot of time trying to help students with the major written tools that must be

mastered. The most important one is the -vlritten Nursing Process-. the written

version of the standard, problem-solving approach to nursing care. Language

difficulties are obvious in this format but so. too, is the inability to think logicaJly

and critically and especially, to put il in writing. Teachers report such efforts as

having students discuss out Ioud the various steps of the process, while the

teacher puts it in the approved format. One teacher gave this example:

[A studentl reveaIBd~ dIIIcuIly wItI SP_IQ and wrIten eJeP'ession. HiS tIrst IWO
procas. were done by I*n bIIciIlQ and me wrIing, th8n .. took 0V8" and tried to
produce an~ on his 0WI1.

Sorne teachers rewrite students' work to illustrate to the students how it could

be done. Others write many comments and suggestions on the students' worle

which can then be used to improve the next effort. Students appreciate the

praetical and emotional support such help gives and deYelop more confidence.

However. many approach the next clinicaJ teacher with the question -How do

XQJl want it done?- as if il is teachers' personal rather than professional

expectations that must be met.

One teacher. having heard a program on racism in which -it was

mentioned that the biggest factor in discrimination was the inability of black

people to communicate in the language- tried to give a student the opportunity

to discuss his own great difficulty in written work. Despite her best abilities to

show her caring and sensitivity. he did not directly comment on the theory.

Silence was also his response.

Teachers also mention spending much more time in the mechanics of

writing in patient charts than they used to. The emphasis is now on language

fluency and accuracy rather than only on content of charting. They also make a

point of helping students retrieve and use information tram charts. This occurs
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more in the first two years of the program probably because students are Iess

familiar with medical terms and definitions and thus, have more difflCulty putting

words into conteXl. By the time students reach the third year, they have had

more praetice with bath common and medical terms. Those who have not be8n

able to reach the minimum level of language proficiency have usually failecl st

least one course; some have exceeded the IWo fsilures allowed and have been

unable to retum ta the program. No formai stalistics have been kept on this

phenomenon.

Studems' coocems about litlClCY

None of the student respenelents commented directly on their suceesses

or difficulties with written assignments or charting. However, they criticized

some teachers for • poor pronunciation of worcm, terms, and "ames· because it

prevents students tram leaming the class content. Students will then -avoid'

subsequent ·classes taught by those teachers·.

Students said they do not always appreciate public announcements to

students that they are having trouble with English. They are told ta gel help. Il

puts the onus squarely on the students' shoulders, which is consistent with the

importance of such cultural values as self·reliance and autonomy (facully

values). On the other hand. students SM this as unneccessary. They perceive

it as a -Iack of understandinst. When asked in private, students have less

difficulty in talking openly about language difficulties. If the style in which the

teacher criticiZed the student was perceivad by the stuetent as constructive and

helpful il had a positive influence on whether or not the student sought out extra

language help.

A major respanse tram most of the stuclents is the desire to be taught and

evaluatad in a respectful way that preserves their dignity, allows them to be
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students-to make mistakes, to leam, to improve; that they be given time and

opportunity to leam. Yet, it was noted that even students who have clone weil

will recognize and abject to exemples of unfair treatment to other students.

Cultural bjas jn communjcatjon t1cbnjgues

Students had a few things to say about the way in which communication

skills are taught. They did not always suit individuals and yet they were led to

believe that the teachers' way is the only way to communieate professionally,

regardless of culture. As one student said,

1<Id not speak~ ID PCJl8IIIhis 8AJf08Ch. 1 juil took wI* rel rigtf and ignoIed wt&
didn\. 1bBIB ved _ 1wouId be Iodœd III as iI_D. SeconcI cIass. So insb8:i 1just
keep il to myself.

Adapting was the theme of another student's comments. He believed

that western medicine was finally catching up with other cultures' ways of health

and iIIness care. This extended to the ways of interaeting as follows:

Black ruses often bring a semi-tcnnaI. cal" apprOBCh to client care - appeaIing 10 the
emotionaI aspect cl a persan. rIIt8' 1han "&yS being raIionaI ex 8CÏ8i llific.

This student arguect that nurses trom a particuler culture can approach clients

trom that culture on a different level - one that acknowledges their common

background. As he put il:

1m8\ 1can wak in 10 a~s room and 1can say. lm. for exampIe if the ...... il
Jarnaican 181'8 say; un. ah, scmIbody cl a liniIII" cuIlncan do th8l too - can say certain
things. can do a C8tain 1t*1g 1hat somebody elle tram a dilferent culbJ'e wouIdn't do

He went on to explain how the common cultural bond contributes to the nurse's

eff8Ctiveness:

..If yeu were in an W18nillr enwonmenl • a p8Iied and al d a sudd8n somebody waIcs
in who can appe8I to )'OU on thllleveI- 1rne&n, forget wha the texlboc* says for rigtIt
no.. we're dedng wIh wh8I WOI'Ias. And we touch lOUIS....and ruse and the
ccrnmOIlIIly". ilcu 1IInguIge, cu sIIng. If 1C3I gel you ID 181'1*IiIce a bi. If 1can
gel you to sing a œnain song. play a C8ItatI gama.wIII the goal d ccuse. Of g8lltil1g
you to tak81he mcd*iOn Gr 10 ah. not f8e11O much.. or di5cGilfa t. yes 1thir* • can
be boiIed down toI can be baIed down to an emotIonaI Ihing•• oppœed to a raIiOnaI
thing. 1Nngs that work. especiaIIy cuIbnI things.
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Anather $ludent observed that communication skills taught and the

expectation ta develop an awareness of the individuality of clients doesn't

always gel applied when students interaet with each other. He claimed that

despite the classes in which they were taught ta be ·in tune with your client' •

sorne students will say ·something completely and totally insensitive- ta other

students. When asked why this might be 50 the student answerad:

Ma)tJ8 t'a ;.st1MIth8y're nat œtl*1gl...W8're nat aIW8ys...of...._do and
what we say tu~, brai W8 may perc8iwe as b1ny, may not be perC8ived by
that persan as b1ny.

His own description of how he felt about anether student's remark was:

1just ail of a ..dded found myselr having to - •• geIIing on the de'.USMt. al of a
sudden. To al of a sudd8n tG ha. to prove - of faelllg Ike Itm pa irIo a poeition wtwe •
have to prtMt ...1an...am.

Much the same could be said about teachers in their interactions with students.

Although some are aware of the effect of certain communication style and

content on others, many are oblivious. A further theme which evolved tram the

data was the role of conflicting cultural values.

3.&. Perceptions of the Role of Cultur.' YIIlu••

The study used the understanding of the existance and effeet of the

hidden curriculum as a cultural influence on the ways in which teachers interact

with their students. The particulars of the hidden curriculum in the nursing

program depend on the values inherent in the professional culture of nurSing.

the culture of the institution, community and society in general. Teachers and

students differed in their view of how students' cultural values affected their

leaming. Teachers were able to articulate on the matter while students' rare

respanses were indirect.
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Cultural influences on leaming

Two students brought up the tact that social issues in their own lives

might have an effect on their learning. They wished the teachers would

understand that sometimes their families -needed to come tirsr 50 they may not

be as weil prepared for class or clinical as they should be. Another student

claimed that experiences in a colonial society with a legacy of slavery

influenced him, making him weil aware of how important il is ta make the right

decisions in one's own life:

Mymom cI8d ... 1was IWO~ dd. ,,.,..knew my faIt.-. AndU.tao il a
by-product of the slave eperieIlC8I. Recalee what yeu have il a nIio~ Ile
thr. or f(u' wanen to one man....you're barn in the.....". ... wtW:h 1was barn ln,
YOU..forœI ...e.ty age ID fend far yaneIf, SO b't 181 w. a RWL At 18 1had
C3tM1 .... il....,. ~ 1c:ouId have choIen a dlflrenl rcù8. 1coukt have, ah.
robbecl a t81k and now b8 in prison.

He went on to say that he had to worle to support his family and that even now,

his tamily cames first. even at the expense of school-work:

It's a rcuw1llhù -v of sayIng l, but 1w.lhilkillg haw b8St 1couId ••"'1his, yeu
know. 11Iat my values, &ni. and my ways of behaving inbn:e how 11eIm. AnoIt&
tting 1have to say abcUIt* il, l'ni ln a cane in which, ;.t IookiIlg at the aiZ8S d the
teX1boaks, shows ... you have to inveIt a lai of tme and a lOt of energy inIo studying
and, and. 1_"Ig and c:oncepbJaIzing. Nt, now 1hat "m aider. 1,..a fIniIy, Iû 1don'
have the six and seven hcus per night to 1tUdy. So l'veIB.--.f,~ vitue of being a
good tine-manIgIr for ..,., cornWIg down tram my Ife eperieIas th8t 1can gel a
good soId heu' and a hait of SIUdy pel' nw-, and gel a good mark on an exam. ....l'm net
SlI'8 tna a sixIeIn yeIr oId, far ...tpIe, migta hbe lhalkll

He went on to say that sometimes teachers are not 8flexible" about how

students with families manage their lime. Another student had a different idea

about the effeet of growing up in a colonized society. He claimed that

colonization gave him -a screwed up culture" making it more difficult to adjust

not only to Canadian culture but also to that of Nursing. He put it this way:

wt&11 C3I'I8 ,.., Ilw:t 10, 1..... ycuIg. So,.I waa .-uggIIng wIh rny <Mn ClAn and
then 1have ID came t8'8 wIIh a new culin, and t88Ct8'S Ibn t8a'ing 18, 11h11*, .'s a
different cuIln &gain.
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Many students brought up such values as honesty and respect tor the

individual, some stating that these have helped them -assume the role of nurse

and nursing student with grece and ease- and rrhese qualities have

contributed tremendously to my success in the nursing training-..

There appeared to be a common thought that life-experiences can be a

help in dealing with nursing and vice-versa; that some of the things leamed in

nursing can be US8d to help in one's own life. As one student put il:

Recause of the way rusing il, lia"" to de8I will a call1lcl t1 values. 1'8"""" .......
rusing. the way 1hey t88Ch us, they give us the toGIs. And 1use 1hoIe toolB to d88I wIh
myown self, not onIy for my..... td to de8I aIIo will thi9 1.., going ltI'ougI1 in my
lite.
....They teaeh us to solve probllms. step by step and il hBIps. Though it's QIIUaIIy
biased, for me at limes.

Too much respect for aythorjty

On the other hand, teachers had a lot to say about cultural influences on

learning.. A number of teachers mentioned the respect for authority which

sometimes borders on tear, or at least, anxious distance. Nursing teachers at

Eastern Collage expect students ta address them by their first names, just as the

teachers use the students' first names. This informai approach reflects the

philosophy of the department which assumes that the teacher-student

relationship ;s one of collaboration.. A teacher described one student as follows:

ln the dinIcaI.... ha:t a sU:J8eMert 1IIitude. wore a~ smle and caIIed me
-Miss- betore my 181'18. SI'I8 tI8d cIitIicuIy will the noIion ~ coIatoation as _ equaI
member on the heaIh team beca'M she cid not feeI equaI to anyone and she couktn't
aven Jake 1.

This put her at a distinct disadvantage in a program that expects stueJents to

Isarn ta taks an active, management role in nursing care.

Other teachers also brought up examples of students who always

addressed them as Miss; a practiee bound to clash with the expectatiOn of
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teacher as experienced role model to stuetent leamer in a mutually respectful,

collaborative relationship. White trying to humour a student out of this awkward

form of respect, a tNcher eventually realized that she herseIf was being

disrespectful. She reported the 'ollowing:

A. caIIId me "m•••- b8be my rwne. Aft8r a wtiIe 1todcto caIIng hm -ur. A.-
1dkt this in gaod tuncu to 161.11 hin tu~met.Ding me ln1his.. L8IW 1... iA08d
!NI ...a trtend tGkt me thIt 1 ildIIi....... 1alla 1IX*»SIi- ID A. fcr .... having
done lin 1he tht pliee. He fargawt me.

Another teacher said tha! some students called her Miss even when askect to

cali her by name. As a r&SU1t -For me, it puts distance in interactions.· Another

had to acquiesce to a formai form of address becaUS8:

Sorne 01 ttBn cal me ......... 1waa 'ISY IRXIllb1IIbIe will 11*. 1trI8d to breIkIBn
of the habIl- moe1Iy to no aval -1 onIy lrbrf8'ed wIh "*1••• liilg even marebr making
an issue of 1.

Autonomy and respect

The belief in student as • inclependent·, • self-motivated" and

-autonomous· comes through frequently in teacher responses. This is definitely

something with which many student respondents had great difficulty. As one

student put it:

ln my ct*J'e, W8 were taugN ta l8IP8Cl t8CtBs. Even - no rrum. how dct we..
when W8 see a t.ctB. welland up. Even 111 now 1go tJ8d( home. wt811 see
my tB:tBs. 1have ID bow tu tI8n. l's aart of P'OW ed irlo WI.

The respect for eiders sometimes interferes with students' ability to care

for elderly clients adequately. A teacher related a story of a student who ·did not

know how to take charge/control and direct the care.· Her other clients did not

receive as much of her time as needed. However, the teacher was sensitive to

the student's quandary and said:

My job was to recognze howr~ in same cdu'. il exp...and h8fp thIs
student find a way to ... keIp 1his value )« empower thMI18rv. in the sIbMIion
to compIele their wark.
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Conversely, anather student brought up the negative effect of her cultural

value of respect for eiders. It affected her ability ta interaet with teachers:

ln my œIu'8. we...brolV't up 10 respect cu etders bv Iist.ing 10 wh8t1hey have
ta say and not be der8l11Ne «show any arv-. 'Thil mile•• t&'d ID........ to
the teacher tw:ae..we f8II~.. te.ct8 ,. the power10 lai... Ifa student is
passive and shows ttI8 t88ChIr that he ex Ihe il ,.... the t-=tIeI wouId COI.'" to
pick on them.

Asssdiyeness

The following are excerplS trom vanous clinical evaluation forms. They

clearly illustrale typical teacher appreciation of assertiveness in student

approaches to theïr teaching:

VfJrf open to constructive crIici8m. shows~..... in staIing own pedicamenI.

Receptive to feedb8cIL

Is able to reali8ticaly 8V8IuII8 her own perfonnance.

She expresses t&seIf cI8IWty and wIIh COIIfideIIC8.

She ilS learr*Ig to be ..-tMt and to pr....h« poir'l of vtew in a pror.sïonal marvw.

Teachers expect students ta respond to criticism byaccepting it and using the

experience ta improve thair academie or clinical performance. Again, the

manner in which the criticism is delivered seems to influence students' ability to

accept the message. Most students wished for evaluation that helped them

rather than ·put them down-.

Different cultural values show up especially during ethical discussions.

One major example is the conflict between the different value placed on youth

in the dominant culture versus the respect for age in another. A student

remarked on a class exercise in which the students had ta decide which of

many injury vidims should be savecl. He discounted an elderly woman in

eardiac arrest but the student playing the victim said in an incredulous voiee

-Vou made me die b8cause 1was eighty?- ln w&stem health systems il is
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standard to judge according to who has the better chance of surviving

(Bandman &Bandman, 1995). There is more emphasis on preserving the lives

of children who have not had a chance at life than to honour the wisdom and

past contributions of the ald. In this Situation, neither student was able to

understand the other's point of vïew. When questioned about the role of the

teacher in the exercise (Where was the te&Cher in ail this?) the student said:

Oh, in the mIde. lXa 1 W88 jIIt a very fierœ d8b8l8 and ttBe was a 101 d SIrOng
convicIIonI, bel., 1tIIl..baI8d behïnd.....being S8Îd.

The teacher did not take advantage of the situation ta help students clarity their

values, adding to the student's impression that much of the leaming about

culture is done -by the way" or by students ,aking advantage- of being

-different people trom different ethnie groups· in the class.

Spjritualit,y and religion

Another sub-theme within the theme of the role of cultural values is the

differing philosophy about the meaoing of life and the role of spirituality and

religion. The curriculum content of the Ethics component refleds Canada's

struggle with pluralism, relying 00 values other than the predominately Christian

ones appropriate to a monocultural society. Classroom discussions reveal that

many students have a strong commitment to their religion and find it difficult ta

separate these values from the process of ethical analysis using secular

principles taught in the program. There were reports about using the beUef in

God as a way of explaining the unexplainable causing some friction between

one studeot and her clinical teacher. Another teacher described a Situation in

which a student responded to a client's anguished existential question about

serious iIIness by affirming the belief that -God often guides us in ways we do

not understand.- Her teache' criticized her -Valu.laden- response, claiming
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that sickness is -an accident that just happens: The teacher reporting that

incident made the following interpretation:

The ad1II .... h8'e il a conIIctilg .....b8Ief system belween the stud8nt and
the teICha My own pœIion il more in lIne witt the....and .. cid cilla.. how
people ha. dIIf8I ing viewI cl the rneenkIg alite and this CCJII'.- through UJay.

Another student believed that religion had an enormous impact on the way he

showed caring to clients. He put it this way:

Wt81 we an. CU' Clwiltian mertaIIy CN6ildes us. Vou~ ..do Il our d lcMt and
someIines W8 tf*Ik.."'10go for cubr.b8ea"ll's 8:30 and you..alghr
and Irs yeu~. 50 you go to the ,-,1f1d don'!'* a br88k. w..'a somethilg •
yeu cor1Id8nce il t8Icing to )QI, )QI Icnow?

The student revealed he had been criticiZed by tsachers and nurses both

positively and nagatively for putting the needs of the client tirst. He believed il is

comman among members of his cultural group ta behave this way because of

theïr religion. A common message teachers give their students is that they

must care for their own health and welfare because an exhausted nurse

cannat effectively care for patients.

perceotions Qf Drïyaçy

A subtheme within the theme of cultural values was that of perceptions of

privacy. A common observation by teachers was that some students have

difficulty assessing clients fully because the students believe it is an invasion of

privacy. Nurses use questions to gather information about their patients in order

to discover problems and plan care with and for the patient based on an

analysis of the data. The type of questions and the sheer number of them are

perceived by some $luetents as getting tao personal. A number of students &Iso

brought up this issue. They dislike the need to ask sa many questions when

assessing and developing a data-base. As one student said -, work hard not to

ask many questions because 1was taught that it is important to preserve
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privacy.· She adapted by • asking only what 1 thought was important for

providing individualized care.- However, one teacher told her that she was

·'etting her own cultural values interfere with her ability to nurse-.

Among teachers there is also ambivalence about the eXient of

knowledge about clients that is needed for appropriate nursing care. One

student commented:

certain t88CIWs make .....19 abola aa.cuIh6. sorneIt*'g neœeserysa 1hat you
can gNe your c18n11he~ indIviduIIzed carewhle00.. rnake yeu tt** yeu..
g8fting nosyand QMIi.., un,..•., infOnnaIion abcU the cienl

Some students keep their own lives private as weil. They do not reveal

ta their clinical teachers events that negatively influence their academie and

clinical performance. Te.chers comment that -if they had only known, they

would have accommodated and aided the student- thus preventing failure.

Many times, the difflCulties are only reve.'ed during a Grades Review

Committee hearing. The Grades Review Committee is a forum for students ta

appeal a failing grade. Fortunately, most stuctents do rnake use of this

committee. However, one student respondent believed she failad because of

cultural bias and did not appaal her mark. She explained it this way:

How am • going 10si in front cl a - new -.ngtn. and expIBi1 mysel? They don't Icnow
how 1p&'fOiii. l11ey don' know whIt 11cnow. l11ey don't know my la lOWI8dge b&se. Why
am 1 going ta tait to peope who don't know me?

She did not want to reveal herself or have ta prove that she had. indeed,

reached the course objectives. ahe preterred to repeat the course but was still

quite emotional about the unfairness of the failure at the time of the interview.

3.7. Studenta .nd thelr m.ny role.

Students and teachers referred to conflicting obligations assumed by
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students in theïr raies as students. spouses, and parents. Female students aJso

brought up the differing gender expectations for women in some cultures. The

time needed for daily maintenance of families and the time spent warking in

order to support themselves or family is far more extensive than mast of the

teachers had to expend, al least during their basic nursing education. Many, if

not most teachers were self-supporting or had family obligations by the time

they furthered their education. This has made them more understanding of

current students' need to juggle their lime, spending less than many can afford

on studying and preparation for class and clinicat days.

However, some teachers warnad students that they were spending too

much time working or pursuing extra-curricular aetivities. As a contrast. one

student claimed she'd -rather give up nursing than skating-. Many teachers did

say that the ideal student is one who -shares their enthusiasm for nursing-,

implying the importance of the profession to the teacher.

The differing beli. in the role of women in sorne cultures adds to the

confliet between roles. Facutty belief that student priority should be schooJ work

has lad to some distress for teachers when they have students who are having

difficulty academically because home responsibilities prevent them from

spending the lime neecled for preparation and study. Stuclents hoped that

teachers would be flexible if students had to miss time to care for their sick

children.

Role behaviours of women in sorne cultures do not include assertiveness

and this was mentioned by many teachers. A quick survey of clinicaJ

evaluations revealed many rsferrals to the lack of assertiveness which not only

prevents collaboration with other health-team members but otten inhibits the

student from implementing care. Il can go as far as reducing students' ability to
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assess the client situation adequately, thus undermining the basis for problem-

solving. Nevertheless, this is not something that happens only in students trom

cultures in which women are formally socializecl into a dependent role. This

may suggest the difficulty of determining whether a behaviour is cultural or

personal.

3.8. Teacher perception. of gender difference.

The theme of teacher perceptions of gender differences revealed that the

increase in the number of male students oyer the last ten years has changed

the dynamics of the classroom for some teachers. Unlike the grester society in

which mal.dominated social patterns are the nonn, nursing is still

predominantly a female profession (Baumgart, 1988). Nursing teachers

promote professional socialization of students according to (female) gender

specifie expectations of what constitutes a good nurse (George & Larsen, 1988).

Although the professional culture has evolved since the 1960s from one of

subordination to medicine to one of collaboration within a health-team, the

majority of praetitioners and edueators iS female. Thus, the culture of the

Nursing profession fosters feminine interpersonal and behavioural norms for ail

nurses (George & Larsen, 1988).

Most teachers said they are more aware of the need to inclucle males by

avoiding the exclusive use of the feminine pronoun in relation to the nurse.

Male students often brought up thiS issue. One student usually reminded

teachers with a Ioucl non-verbal eue about the presence of males in the

classrooml One teacher reported fatling into the trap of P8ying more attention to

males in the classroom because:

Male studenIs do tend to int.-rupt me. speak Cd fl1lm and gen8lIIy PIf1ICfp8Ie
more aettveIy. 1have tound them to be engegIng.
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It is clear that these events happen in a predominantly female classroom with

the same teachers who have discussed informally how they try not ta aliow this

to happen. Much has been written about the phenomenon in regular high­

school and college classrooms but there is relatively little mentioned in Nursing

education literature.

Male-style cariog

A significant sub-theme that emerged tram the theme perceptions of

gender differences was the male style of caring. Most teacher and student

respondents mentioned the different ways of caring in males and females, and

that teachers teach the female way. One male student gave an example of the

difference as follows. In an emergency Situation he did the instrumental tasks

associated with assessment, the female nurse took care of the expressive tasks

of support and reassurance. He thought that ·was fine- because ·everything

had to get done anywaY'.

Another exampl. is in the way male students use such tapies as sports

as a vehicule to communicat., using the interest in it as a way of developing a

bond. Social discourse is as important as health-teaching beeause it is

something the client needs, and it shows caring ta spend the lime. It is a way of

addressing the whole perlOn, not just the iIIness. As one young man put it:

Il's net becaI.. 1.... to 181< abOut sportS, td Il's b8ca1-1hats wIW the...wants
to tak abo&a, and the caring aspect of Ihat would be to lit.. to the paIiert.

Female teachers might consider sports-talk a way of avoiding the more

important emotional work of exploring how a patient -reels about his iIIness-. A

teacher told of a male student's experience:

He modBled seme of my caring behbiocn and 1h8y~'t fi rGN wIh '*n. He
som...... f8It hiI maacuInIly was being chIIenged in .. all-female wortd.
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Another difference was the type and amount of physical contact used

between males and their clients, especially if the clients are also male. There is

likely to be hand shaking but Iittle stroking. However, one male student said -il

doesn't worry me to hold someone's hand if they need il" and reported feeling

secure in his own masculinity. My own experience with this is r8ther limited,

being in a pediatrie setting. 1have never seen a male student having difficulty

attending to the physical and emotiOnai ne.ds of children. Even if they have

had no previous experience with small children, they manage weil afte, they gel

over the initial awkwardness.

It is weil known in the facully that most male students feel quite anxious

about the clinical rotation in a matemity unit. Teachers usuatly let them know

that it is a common response and offer additional support. One student enjoyed

this rotation 50 much because it showed him a -bette" approach to childbirth

and the active role of the male partner, contrary to those of his own culture. He

put it this way:

Here 1hey're pusI*Ig 1Ic. the taItB', you know, ...~ lbIt for boIdlg Md al th8t
stuff will the bIbV; and 1tInd 1 a good idea, to do witt my CUbn -lhis il CU' CUlIn (th8
faIh« not pr...) Id l'm~iJ" Il &nd in f8ct l'm promolilg il in my cuIbn.

Anothsr student told his tsacher how ~hrilled he was that he was accepted 50

weil on the matemity ward'. Others have not been 50 happy, experiencing

gender bias against them by nurses and even a teacher. Perhaps this is

another aspect that teachers need ta discuss, with those who manage the male

students easily helping these who are either unaware of the stresses or ignore

thsm.

A number of male students mentioned that nurses have gone out of thair

way to let them know they are appreciated. -Out of the blu.- a nurse told one

student -good to see more men in this profession- and walked away without
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another ward. On the other hand another male student believed that his clinical

teacher treated him unfairty because he was male. He preferred this

explanation ta one of racism. As he said:

1can'l say she..f8CiIL 1can say stI8 cllatninlad «she 1re8I8d me dII....and 1
tt**rstw:aluolmyœbn. Inmy~emen..MEN! Men ..veybœfU .
Wh8IIw ira a nwt« a wam8n who'. gIving me ..... 1dont1IIIc8 .. And .. ttis ......
thall'm dl. CI bilD. 1'**the WOIIWI te8d8' .. this case, ;.st.. not remy
for an ..1111", 8XIrOv8rted, taIaIIive J*IOf'I.-rtg and r.-dy 10 stand up far
his righIS.

Similarily~ anattler student was wamed that by ·,efusing to r&fer to the hospital

policy manual. he did not take directions welf. As this occurred in the last

semester of the program. the student questioned the ·contradiction between

being expected ta be assertive and self-directed and doing what he was told to

do". This ambivalence between independence and dependenee showed up

not only between male students and teachers. but slso with many other

students and teachers. Il may reflect the major changes in the culture of the

nursing profession as il mayes from a subservient position ta one of &quai

contribution in the health-system (George & Larsen, 1988; Kerr & MacPhail,

1996).

3.9. Important te.cher expeetatlons

Another theme which became apparent was the importance of teacher

expectations. Teachers expect studenls ta take responsibility for their own

leaming. This came up many times in teachers' responses and in clinical

evaluations. In fact, il is usually a formai clinical objective, included in every

clinical course except the last one. So, although this is reflective of the culture

of the nursing program, il is definitely not a -hidden curriculum-; it is talked and

written about, and included formally as an expectation. However, il is an issue
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that students have brought up many limes. The messages seem ta be

ambivalent though. On the one hand. stuclents are expected to be autonomous.

On the other hand. many students have felt discriminated against. macle ta feel

different and often treateel unjustly. Il must be argued that they cannot be

autonomous and self-confident when their abilities and personal selves have

not been respected and nurtured. That is expecting the powerless (students) la

take control when the powerful (t&achers) still control the outcome (passing the

course). Thus. the expectation of independence of students in a multicultural

setting needs ta be examined more closely. One way ta do this is ta compare

how teacher and student respondents described their ideal of the other.

3.9.1. The Idea' atudent.

A sub-theme arising out of the theme -important teacher expectations­

was the teachers' vision of the ideal student. Although teachers described their

perceptions of the ideal student. il was clesr that they do not expect ail of these

virtues in every student. Nevertheless. the descriptions are quite revealing.

There are many similarities in the lists. The descriptions by teachers could be

categorized as those of the student as learner. stucJent as persan, and student

as potential member of the nursing profession. Thus they reflect academic,

persona) and professional values that have appeared many times throughout

the study.

Student as Isamer

The first minor them. within -The ideal studenf' sub-Iheme was that of

student as learner. Wlthout exception. teachers included variations of autonomy

as an ideal charaeteristic. -Self-directed-. -shows initiative-. "&kes charge of

own learningll were listed, as weil as such things as -ability 10 think critically and
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problem-solve (or at least the ability to leam these skills)". Included in taking

responsibility for own leaming was -Provides feedback on what helps and what

doesn't in the leaming process". The ability ta express oneself and ta listen

weil were sesn as important. Most teachers included the importance of being

prepared for class and clinical days by doing the readings suggested. Many

teachers said they like a smart student who can -grasp theorY' weil, integrate il

and enjoy the challenge. Sorne descriptions were less commanly included.

One teacher, unlike many others. said &he didn't require students to be

academically good as long as she coulet see -growth, in saudents whatever that

may be'. Other teachers brought up such things as being able to use resources,

seek assistance and be on time with assignments. e.g.

Recognizes « can be asiIt8d to recognize~ needs and can be relecl upon
ta use coIege r8SCUC8S•

15 wiIing ta do the work - the pe WOIk, preparaliDus, extra readlngs.

18 seIf-direCted. and prepar. wei for clais and c1ir1ca16)l1)81Ï81ICe.

The studert has an appr-.:iaIion of leamillg needB and Il able ta articulai. I88miIlg needs
and seek _i8tance .......sary.

Studsnt as perlOn

Hers again, the value of autonomy revealed itself. Many teachers said

they like a student who can be -assertive", -dmend himlherself', 'ake a position­

or affer opinions. As would be expected in a program that requires stuctents to

evaluate themselves. insight, self-reflection and self-revelation were listed by

many teachers. Honesty, sensitivity, and tolerance for others were mentioned

by sorne. One teacher saicI she -likes a student who can set goals and meet

them". Another reportect a -sense of humour" as important. There wers &Iso a

few references to preferred ways of interacting with teachers. A couple of

teachers mentioned that they liked a student who could -show appreciation for
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help receiveer, especially if the student benefmed trom teachers efforts to give

individualized attention. Another teacher supported the value of autonomy by

liking a student who could -provide feedback about what helps and what

doesn'r help student leaming. There was an underlying current of liking

students who like them, showing the importance of the nature of the teacher­

student relationship.

Studem as potentiel m.mber of the NUrsinq professjon

The third minar theme within -The ideal studenr was that of student as a

potential member of the nursing profession. There were fewer reJerences ta

students as future nurses but ail of them reflected the commitment of the

teachers involved. The ideal student would show a -love of nursing- embodied

in such things as being -excitee:r, -energized-and -eager in the clinical area.­

The student should -show an interest" in clients and peers, and be ~olerant"of

them. One teacher wished for the student ta -Demonstrate a commitment to the

profession - value nursing.- Another would like the student ta be one who

-Loves nursing people and enjoys the challenge-. As a balance ta the teachers'

expectations the next theme is how students envïsion the ideal teacher.

3.10. The idea. te.cher accordlng to the students

1asked students this question for different reasons from thoS8 asked of

the teachers about their ideal student. Because the study was done in arder to

seNe as a base on which to examine the relationship between students and

teachers 1thought it would be helptul ta know what charaeteristics students

appreciate in their teachers. The results could be used by the teachers 10 reflect

on their own pedagogical and personal approaches ta students. For those who

see themselves reflected in the students' description it can be an affirmation or
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validation of their efforts. Those who do not recognize themselves in the

students' ideal teachsr could use them as a guide for ways in which ta be more

helptul ta students.

Most of the charaeteristics described by student respondents showed an

underlying wish for a balance of power. On the whole, stuclents said they would

like teachers ta be approachable, concemed about their leaming and most of

ail, willing to treat them with respect as individuais. AIl recognized the need to

be evaluated but wanted the evaluator to aet in a way that builds them up rather

than destroying their self·esteem.

The most common attribute of an ideal t88Cher is to be -approachable.­

Students used such tsrms as -not intimidating-, -non-judgemental-,

·understanding- and -supportive.- Another major charaeteristie is giving

positive as weil as negative criticism in a way that shows respect and facilitates

student improvement. Many said they would like teachers to assess without

relying on previous evaluations. Being -sensitive, especially to cultural issues­

was alsa a common wish. However, only one student was specifie about what

that meant. She asked that teachers "rsat ail studsnts squally, don't segregate

those who look or sound differsnt.-

The teacher's role in student leaming was described as giving some

independencs, but more importantly, adapting to the students and how 1bIx

learn. As one stuetent pleaded

LM us progress in CU' own J8=8. b8ca'" W8 al have dIff8I..ttings 10 COI.IUe.
Don' expect tMrYbOdY ta do the same thk1g the .... tme.

It was clear that stuclents did not object to the expectation of autonomy, but

wanted it to be tempered by the knowledge that teachers woulet help them when

and if it was necessary. One student would like tsachers to rsalize thal students
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·can't always be autonomous and independent", that teachers should ·offer

help when they see the students ne&d r, not only when students ask for help.

Another student appreciated a teache(s help doing a complicated dressing and

not being evaluatad negatively for requesting help. As &he said

1was net nervous brar-Im sa comb11lble wiIh ..... And even if 1cid someIhing
wrong. she wiI cane eu 8nd sa~ --vou know. ma)'be 1 yeu do it this~ il wouId be...
for yo4i'. or sometting Ike thal

Throughout the student responses was an underlying desire ta be

treated as individuals and most of ail, ta be regarded as students. There were

many references ta feeling that a mistake or lack of knowledge was held against

them. Thus, the ideal teacher would recogniZe the right of the students ta make

mistakes and not ta have ail the answers. A couple ot students liked teachers

who could admit to not knowing something, and who then collaborated with the

student to gel the answer. However, they did expect the teachers ta be

knowledgable, to aet as role-models and mentors. One insighttul student urged

teachers to avoid judging students' performance according to the teachers'

level of performance. She saïd:

1know thal you may hbe lIœ 40. 50 yen eperieIlCe. bIa good - 1don\. Don't expect
me ta be doing what yeu ..able ta do. lm lBning from you. ItB's why l'In on 1hiB Side of
the table and yeu are on Ihat side of the table.

Laslly, a number of students stated they-like teachers to be smiling and

friendly. which g08S along with being approachable. Students appreciated

teachers who demanded a lot but only if they helped the students teel relaxed

and thus. able to learn. One student said that students who have had -Very

easy" teachers -have a very hard time in third year".

Therefore, it 888ms that. although the expectation of autonomy is not part

of the -hidden curriculum". verbal and non-verbal messages that exclucte.

discount. or belittle students accentuate the so-callect deflCiencies. resulting in a
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self-fulfilling prophecy - fBilure.. Failure not only of a course by students, but of

the teachers ta support multiculturalism through caring and collaboration..
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Ch.pter Four : Summ.ry a Conclusions

This study of the Eastern College nursing program has revealed

incongrueney between the ideals of multiculturalism and the teaching and

learning processes. While teachers perceive they have the requisite skills ta

fulfill the content objectives using various pedagogieal methods set out by the

curriculum, they are not always able to promote successtul achievement of

these objectives in a multicultural student populatiOn. The nursing program

reflects many of the cultural misunderstandings, ethnocentrism and even

discrimination discussed by such critical theorists as Freire, Mclaren and

Giroux. The presence of students trom sa many cultural communities with

differences in values and expectations, difflCulties with language, and unfamiliar

customs has caused a great feeling of discomfort on the part of the faeully.

Adaptation to the changing student body has been very mixed. Lacking in

multicultural expertise, many Eastem College teachers are, nevertheless,

willing and eager to aceept ail students into the professional community. They

recognize the right of students to be different and welcome the chance to learn

about those differences trom the stuelents. These teachers have taken to heart

the ·Caring Curriculum- proposed by Bevis and Watson. They have made an

effort to enter a collaborative relatiOnship with each student, learning as weil as

teaching. Other teachers assume that students should adjust to the culture and

curriculum- because il is tried and true-. Still others appear to be unaware of

their impact on students. Students experience special leaming difficulties in

their interactions with teachers when the leaming environment is unfamiliar to

them and their own cultural identity and life values are not weil understood. In
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spite of the teachers' best intentions, further steps must be taken before it can

be claimed they have a truly multicultural classroom. Il must be emphasized

that Eastern College is not unusual in its failure to come to terms with the

changing student demographics. The CIIEPS survey done in the earty nineties

showed a similar pattern across Canada. However, that survey did not include

students' perceptions.

ln the Eastern College study, teachers described positive and negative

aspects of teaching students in a multicultural setting, bath in the classroom and

in the clinical areas. They reported that teaching such a culturally varied group

was a -great challenge-. Otten they questioned their own abilities to interaet in

a culturally sensitive way, worrying about -saying and doing the appropriate

thing- with students. On the who'e, teachers revealed they were concerned

about the curricular and pedagogical impact of what they were doing. Their

greatest concerns, after their own difficulties with culture, were the language

and Iiteracy problems occurring in a Great number of students. Teachers

reported differences in culture as the source of values confliet between teachers

and students; differences that made it difflCult for some students to fulfill

aeademie and professional expeetations. Teachers cited a lack of autonomy

and self-reliance. excessive respect for authority. and the belief in the

subordinate role of women as common sources of difficulty. The increasing

number of male students presented a change that necessitated an adjustment

in teaehing approaches and expectations.

While teachers questioned the raie of culture in student behaviour,

attitudes and values, few stated they were confident of their interpretations and

responses. They said they grapp'ed with the -difficulty of knowing whether

students were acting according to culture. upbringing or personal experience-.
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Sorne teachers relied on cultural stereotypes to help them ta evaluate student

performance and were confused when many students did not aet according to

those stereotypes or teacher·anticipated nonns of those cultures. In addition,

there were many teacher reports about other teachers who had been

-insensitive about cultural issues· in their dealings with students. Thus,

participating teachefS often validated students' experiences but voiced

concerns about ·preserving professional relationships· with colleagues.

There are many contrasting ideas about te.ching and leaming in a

multicultural environment. The experi.nces of the students and teachers show

that simply having people from many cultur. in the classroom does not make

multicultural teaching and leaming a r.ality. Many accounts of intol.rance wer.

described, and a few examples of respect for differences. When students from

various cultural backgrounds are evaluated as ·differem" in a nsaative way

and the difference becomes a basis for failing students, il becomes

discrimination. There were many examples of ethnocentrism on the part of

teachers. However, many arose trom teachers' lack of awareness, rather than

trom deliberate efforts to demean students. Nevertheless, ethnocentrism

includes more than deliberate atlempts to maintain the dominance of one's own

culture. It also includes ignorance and lack of awareness of other cultures

(Bhabha, 1994; Ghosh, 1996; Mclaren, 1994, 1995). Ignorance of other

cultures can lead to various ineffective ways of approaching people different

trom oneself. It can result in inappropriate beliefs such as: 'others are inferior';

'ther. really is no difference between cultural groups'; 'others are to be admired

for theïr exoticism'; 'one member of a group can be the spokesperson for the

whol. group' (Mclaren, 1994, 1995). In most of these errors, the dominant

culture is seen as the norm against which ail others are evaluated (Mclaren,
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1994,1995). The balance of power remains with the evaluater (Babha, 1994).

Teachers as the traditional owners and dispensers of knowledge hold a

privileged position, especially as stuclents are usually younger than they are

(Freire, 1970). Power as a factor in the student-teacher relationship becomes

even more of an issue in a multicultural setting (Ghosh, 1996). Teachers may

be experts in their discipline, but they cannot be experts in world-views, values,

beliefs and perceptions of their students, especially if the students are adults

and come tram vanous cultural communities.. Th& students themselves are the

experts in differenes (Ghosh, 1996). In this study, students from 'other' cultural

communities were more sensitive to the impact that being different had on their

progress, especiaJly in the clinical area. Sorne students even described

negative interactions With their teachers in terms of "Na(, with themselves as

losers. Some participaling teachers reportect they were painfully aware that

they were not sure of their cultural appropriateness. They said they made a

conscious effort not to stereotype. Student respondents would be glad to know

that sorne teachers are aware of the issue of stereotyping, but il is still

something that teachers nead to consciously eradieate.

There is an urgent need for the facully to aetively promots the

development of a relationship more in keeping with their philosophy as

members of a caring profession. There were many examples from the

participating teachers of caring and supportive efforts towards students, whether

it was to help them with course objectives or manage stress. This indicates a

great willingness ta go beyond a superficial teacher-student relationship based

on transferring professional content to one that fosters the development of the

whole persan. Teachers who respeeted the cultural and personal values of

students and helped them .,ind their 0.0 comfort zone- in a sometimes alien
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environment, gained the most appreciation tram students. Every student

wished for teachers who were respectful of their individuality and who helped

them leam in a way that recognized their background, aspirations, and

strengths as weil as weaknesses. This was the most important tinding and one

that needs to be taken to heart by nursing teachers.

Religion as a cultural, influence came up rarely but a teacher who did

criticize a student's response to her client's spirituaJ anguish was largely

influenced by the view that ·science can explain everything-. The teacher who

refuses the spiritual aspect of care not only negales the program philosophy,

but also devalues the sutrering of the client and the responses of the stucfent.

Teachers comment8d more directly about cultural influences on leaming

in camparison to the students. Literacy and language problems, lack of

assertiveness and vanous cultural differences were listecl as negative changes

that have occurred over the last live years. Teschers listed positive changes

such as leaming about culture tram students and the advantage of

multilingualism. Th.e were few referenees to course objectives but many

referenees to student·teacher interactions.

Although teachers on the whole revealed uncertainties in their ability to

interaet effectively with people of many different cultures, some students

believed they were able to describe what kind of skills are needed. One student

said that one or IWo on the facully have developed what &he calls ideal

charaeteristics:

The ideaI t--='- is one whO Il UltJl.... reepecIfuI of d SIUdenIs. bal!.. in one-on­
one~ system (+ or -). givellIUd8nI:I relit": roam for .'iPO"enwt r81t8"1tIIn
going wItI pr8VIaUI"""'" or _ lllons Md f'l11IhIIIy l8fIIIIZ8d ID V8rtauI
cuIbnI...... n.e..a ccqJIe d 1de8I te8d8s in 1118 ruü'D facuIIy. soIl
is rd . 1r88Iz8 thilllld.. ideII wartd.... (td) 1.ud lPPf8C:iII8 allrglr
perc8IUIg8 (80%) of the rusing teaet.a to have the aforemenllOn8d etNna. istbS.
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Students' responses revealect more concem with the teachers' effect on

their self·esteem and progress through the nursing program. There were few

complaints about course objectives but many had complaints about difficulties

with teacher expectations. Many students said they felt discriminated against in

various ways. Black students, especially, brought up exemples of being singled

out, believing they had to work harcler than everyone else. These stuetents in

particular felt less sure of success because of their culture and educational

background.

Students statecl they were concemecl with their emotional well-being at

the hands of their teachers. Students relate mainly negalive experiences

because thoS8 are the ones that make the biggest impact, at leut until they ca"

be resolved. The students had mixed reactions to the ways in which teachers

responded to culture. Most students did not recognize the inclusion of culture in

the curriculum although many teachers reported they promote discussiOn about

culture in the clinical area. Students believed they leamed about culture

through their own efforts, often incidentally rather than in a formai, deliberate

way. This indicates that culture needs to be includecl as an integral part of the

curriculum, supported by classroom and clinical experiences. This also

indicates that teachers need to review and revise class content, objectives and

teaching approaches to ensure that ail students develop &kills necessary for

delivering culturally appropriate nursing care. However, including culture in the

curriculum will not be useful unless the teachers themselves develop the skilts

and expertise neecled to teach in a culturally inclusive way. Teachers at Eastern

College are aware of their deficiences in cultural areas and are willing to make

the effort to become more expert in cultural matters.

On the whole, students we,e not very concerned about teaching
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methods, r8thar, they were more concerned with the ways in which teachers

approached them as individuals. An exception was the account of a student

relating the lack of opportunity to develop cultural expertise through appropriale

clinical experiences. It was not clear if such assignments were deliberately

avoided, ignored or failed to be consiclered. The adual presence of patients of

colour in the many clinicat units used could not be determined. The process of

patient selection for student learning could be an important issue for future

planning of curriculum r&Visions.

Teacher and saudent perceptions about the cultural basis of behaviour

centered upon communication and autonomy, although their respective views

were often polarized Teachers emphasized the role of values on students'

behaviaur while students were influenced tremendously by the style of teacher

communication. The very strong teacher emphasis on autonomy, self-relianee

and assuming responsibility for one's own leaming has definite cultural

implications for student leaming and success. Not ail cultures value the

achievement of autonomy and self-reliance, especially in an educational

setting. However, it could be arguecl that a clearty stated leaming expectatiOn

for a student to become incl.pendent could go far to encourage student

empowerrnent. In addition, it can be part of developing critical thinking. It

seems avident that teachers need to coach, model and encourage students 10

think critically and not rasent being questioned. The majority of teacher

respondents claimed to enjey interaeting with students who challenged them.

Students reported thal the approach used by teachers in the evaluation

process makes a difference in the readiness of saudents to accept criticism. If

teachers could make evaluatiOn a collaborative venture the students would not

feel undermined. Teachers can use the evaluation process as a teaching
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approach, role modelling the behaviours expected of the student (Ghosh.

1996). However. teachers need ta be very careful about evaluating students

using themselves as role models in a culural contexte Apart tram the obvious

difference between culurally influenced communication styles, teachers have a

great advantage over students because of the difference in position. Teachers

are constantly evolving. gaining in experience and expertise but the students

start tram ·scratch' each time. Each new group is leaming the basics of a

particular client population and clinical unit. Students do not have the

adYantage of repetition and familiarity. For example. students at Eastem

College spend the last semester in a complex hospital setling where they have

the opportunity ta integrate the theory and skills leamed throughout the

program. The goal is ta ready the potential graduate for the -real world of

nursing- and ensure competency in nursing pradiee. However. even in thés last

integration semester, students are novices. Teachers are not. The power of

teachers that comes tram expertise and position coulcl go a long way toward

empowering students. It should not disadvantage them.

Students were aware of the effect that teachers can have on their self..

concept (identity) and frequently responded to negalive feedback by becoming

silent. This loss of voiee is opposite to the effect that most teachers said they

expect tram students. Teachers say they want students ta articulate clearly thair

understanding of teacher feec:lback and comments. In addition, teachers expect

students to formulate a verbal response that includes students' plans to

incorporate suggestions for improvement. In most situations with imbalancect

power-relations. silence is perceivect as a sign of powerlessness not

assertiveness and strength (Freire. 1970; Mclaren, 1994). It could also be a

way for the persan who feels subordinate ta preserve sorne dignity in the face of
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a humiliating experience. Teachers have an effect not only on student personal

identity but also on the development of professional identity. Teachers need to

avoid stereotyping and to help students overcome any obstacles that prevent

professional development. Stereotyping is a major source of distress to most of

the student respondents. They wish ta be treatect as individuals.

There is some contusion about professional socialization. Professional

acculturation, if il is ta benefit teachers, students and the profession should

promote the development of future nurses, respect them as individuals, make

the most of their potential, acknowledge their right ta be diff.rent, accept their

differences and welcome their influence on teachers. The nature of the student·

teacher relationship should be reciprocal, based on caring, dignity, respect

and collaboration. When students object tha! asking many questions creates

an invasion of privacy, is it really, as many teachers say, a cultural value of

'others'? Have students from the main culture really had less difficulty? Are

there not certain subjects that ·we' have difficulty discussing? e.g. sexual

praetices, finaneial status, religious and spiritual needs? These are questions

teachers could investigate to clarity their perceptions about the influence of

culture on the use of questions. In order ta relieve students' concems about

-asking too many questions· teachers need ta make it clearto stuelents that

nurses use information about clients in arder ta develop a plan of care with the

client, in accordanee with the client's wishes and needs. Thus, information

gathering techniques need to be adjusted ta each client's situation. Direct

questions such as those iIIustrated in the •Assessment Guide- used at Eastern

College reflect the preferred data-gathering method of many nursing teachers.

However, less intrusive techniques such as making observations about a client

and then waiting for a response from the client could be more appropriate ta
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some people. 80th teachers and students need to adjust ta the needs of the

clients. There is &Iso a need for nursing teachers to examine their expectations

for professional socialization, separating their own cultural norms from those

necessary for professional nursing and deciding which professional cultural

norms are vital ta the well-being of the client population. This is an iSsue that

should be examined in the future.

There are other broad implications for college nursing programs both for

the ways in which teachers respond to multicultural student populations and in

the design and d8Vetopment of culturally responsive nursing curriculum. There

is a need ta choose textbooks that address variations in cultural norms and

which can be applied directly in class and the clinical area.

Teachers' awareness of stereotyping rarely extended to the analysis of

textbooks and their importance in perpetuating a Eurocentric view of society.

According ta Apple (1992) textbooks

signity- thraugtIth* COllent and torm - p&rticuIW construeticns of~~
ways of I&IB Clitg and orgIIniZing that vast W1ÏV8I'S8 of pœsible knowledge. (p. 5)

Eastern College nursing te&Chers are aware of the predominance of American

content in the textbooks (the majority of the books are by American authors,

published in the United States) and make an effort to ensure students get the

Canadian statistics, values and issues that are different. However, their

Canadian picture rarely includes references to the many cultural communities

involved in Canadian society, sa the teachers' view is still a dlstorted one.

Textbooks -involve the very nature of the connections between cultural visions

and differential power- (Apple, 1992 p. 7). As a result, nursing $luetents who

do not see themselves reflected in the texts that are crucial to the development

of their professional knowledge will teel diminished, invisible and excluded
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(Apple, 1992; Ghosh, 199&). Textbooks should be examined with more care to

ensure they do not perpetuate ethnocentrisme Teachers nead ta seek out and

adopt textbooks that more accurately reflect the society in which they are

preparing futur. nurses. Flooding publishers with requests for such texts will

create an economic push ta provide what the market demands.

Further examination of the cultural content in nursing curriculum is

desirable. Nursing faculty could consïdar adopting the approach ta curriculum

change suggested by CIIEPS (CIIEPS, 1994). Many Canadian professional

faculties were consulted about multicultural education in thair programs. Their

suggestions could form a weil grounded base for curriculum development.

Students who have difficulty with language could be offerad serviees within

community collages, similar to these at Eastern College (the counselling

service and Leaming Centre). In addition, teachers could accept the nMd to

give students more praeticaJ support and coaching in the use of written

language. Improved use of reading and writing can promote critical thinking

(Bandman & 8aOOman, 1995; Moore & Parker, 1989) thus empowering

students as they work tawards academie sucee55.

There is a substantial body of literature on Canadian multiculturalism and

human rights issues. College faculties coulet take advantage of multicultural

research in general, and in nursing education in particular by providing relevant

literature on the subjeet and making it easily available to teachers.

Administrators responsible for college libraries could be requested to provide

appropriate information about Internet sites related to multiculturalism.

Teachers would then have a forum for discussion of multiculturalism and human

rights issues on a regular basis. Above ail. teachers need to engage in

reflection about the ways in which ethnocentrism affects everybody negatively
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and then. with vital student input, explore concrete measures ta overcome it.

Focussing on the needs of the individual rather than Iooking for a recipe that

treats members of cultural communities as homogeneous could go far in

helping students maximize their potential. Students should be provided with a

formai role in cultural matters within the course evaluation process. With

ragular student input a data-base could be established ta help teachers

improve the cultural content of the curriculum, including the relationship

between students and teachers.

IndividuaJ efforts by teachers, white necessary, are only part of the

pieture. The institution itself must also contribute to the evolution of a truly

multicultural setting. Institutional philosophy or Mission statements. common in

many colleges, should contain commitments ta accomptish the following

through the education process:

Promote the full and eqllitable PII1i:...... al indMdu8Is and camnunlies al al
origins in the continuing evautiOn and shIping Of al aspecIS of C8nadian SOCiety
and assist tI8n in the elmiillliOn of sny t8riIw to"~(~

MuIticuIhnIIsm Act. 1988).

Administrative and academic bodies need ta examine coltege policies and

procedures to ensure that ail students receive fair treatment while • respeeting

and valuing their diversity" (Canadian Multiculturalism Act, 1988). Hiring

praetices could be examined ta ensure a long-term goal of creating a facully

reflective of the multicultural nature of the student body. Students could be

given formai opportunities at the institutional level to contribute to the

development of policies that are culturally sensitive and non-discriminatory.

Administration also could ensure ongoing funding for professiona' development

activities specifleally designed to help teachers develop the intercultural skills

identified as necessary for culturally appropriale communication. Through the
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combined efforts of individuals (teachers. students. administrators) and

collectives (faculties. commit... goveming bodies) college nursing programs

will evolve to promots cultural unc:lerstanding between students and teachers

and serve as a strong base from which nursing graduates can contributs ta the

well-being of ail thair clients no matter their cultural background.

The following quotation by samuda (1984) echoes many of the positive

efforts of the teachers al Eastern Collge:

Teachn sIIouId b8 of ttIIir pnonaI CDgI*MI-styIIs 8nd frames of mIGtiOnII
and value rel th8I8l necee'~tand ... thiI cuIInIand CCVIitiV8
understaJdng CGI.UCIMIIy in ri' ••", to the~ needS of 88Ch .....
CuIbJ"e il conn8CI8d wIIh, ... ,.,.. dIIeInlin8l, '-indIvtdu8I needIS. (p. 378)
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Appendix 1

Guld.lln. qu.atlona-Mud.ot .xp.r',"". .dltloo

The goal of the study is to reveal the cultural understanding between nursing

students and nursing teachers in the program. Eventually. 1hope it can be used

to help us learn more about ourselves and our students in order to facilitate

learning and professional development. no matter the cultures involved•

...........................................*****••***~* * .

The experiences should involve those with Nursing teachers only. Please do

not include names or other information that could identify the teacher. Feel fr.

to describe as many examples as you wish.

1. What have been your experiences with culture in the classroom?

2. What have been your experiences with culture in the clinical area?

3. How do you think teachers perceive your culture?

4. What have been your experiences with teacher expectations?

5. How have your important values. baliefs or ways of behaving influenced

your ways of leaming and interacting?

6. In the clinical area, what have been your experiences with clinical objectives

or expectations?

7. How would you describe the ideal teacher?
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Appendix 2

Gyjdeli", questjoQS="acb.r versjon

The goal of the study is to reveal the cultural understanding between nursing

students and nursing teachers in the program. Eventually, 1hope il can be usecI

to help us leam more about ourselves and our students in order to facilitate

leaming and professional development, no matter the cultures involved•

......................................................................................

Please describe sorne examples of experiences you have had with students.

1. How have cultural factors influencecl studenls' ways of leaming and

interaeting in the classroom?

2. How have cultural factors influencecl sudenls' ways of leaming and

interaeting in the clinical area?

3. What have been your expectations of students over the pat 5 years given

the cultural mix of the current student body? Can you describe any signiflCant

issues that have changed over the years?

4. How would you describe the ideal student?

1n order to maintain confidentia'ity, your answers will be given to a typist who

will enter them on a computer disk which will then be usecI to generate a printed

capy for analysis. The researcher will not read the originals which will be

destroyed after transfe, to the print8ct capy•
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Appendix 3

A DESCRIPTION OF CULIUBAl UNDEB§IANP'NG BEIWEEN STUDENTS &

TEAC[jERS IN A COLLEGE NUBS'NG pROOBMf

Consent farm for stud1nt partjcipants

Investigator:

Veronica McLaughlin. McGiII University. Department of Educationa' Studies.

This research project is a study of the cultural understanding between students

and teachers in the Nursing program.

1understand that if 1agree to participate in this study:

1. 1will answer a questionnaire about my experiences with culture in Nursing

classes and clinical areas.

2. 1rnay volunteer to give verbal descriptions of any or ail of the examples in a

private interview with the researcher, Veronica McLaughlin.

3. The inteNiew will take place at a time and in a place in the college that is

acceptable and canvenient ta me.

4. The interview will take approximately 30-60 minutes and will be taped 50

that a typist can transfer what 1say to a computer dise in order to create a

printed copy. The tape will be coded by the researcher without revealing my

name to the typist.

5. The data 1give in the Questionnaire or in an interview will be strictly

confidential. meaning 1will not be identified except by a code number known

only by Veronica McLaughlin. At the end of the stucly, the tape will be erased

and the questionnaire destroyed.

6. The questionnaire or the tape will be available only to the researcher and, if

necessary, her thesis supervisor.

7. My participation is complelely voluntary. Il will have no effeel on my

academie standing in any course present or future. No reterence to my

participatiOn will be made in my file.

8. While 1am encouraged to answsr ail questions. 1am not obliged to do 50.

9. 1may withdraw trom the study al any time and for any reason with no

negative consequences.
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9. 1may not benefit directly from participating in this study but the information

collected may be useful ta heIp the Nursing facully plan culturally sensitive

teaching and Isarnin; experiences for future Nursing students.

10. A brier report of the results of this project will be given ta me If 1request ït.

The study and consent forrn have been explained ta me by veronica

McLaughlin who has also salisfaetorily answered any other questions 1have.
Signature of participant. _

Signature of researcher _

D8te _
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Appendix 4

A DESCBIPTION OF CULTURAL UNDEBSTANp.NG BEJWEEN STUPENTS &

TEACHEBS IN A COli FOE NUBSIt-lG PROGBAM

Consent fOnD for IlICher participants

1nvestigator:

Veronica McLaughlin, McGili University, Department of Educational Studies.

This research project is a study of the cultural understanding between stuetems

and teachers in the Nursing programa

1understanet that if 1agree to participate in this study:

1. 'will answer a questionnaire about my experiences with culture in Nursing

classes and clinical areas.

2. The data 1give in the questionnaire will be strictly confidential. meaning 1

cannot be identifiecl because the responses will be transferred by a typist to a
computer disk in order 10 provide a printecl version. The researcher will not see

the handwritten copy.
3. By the end of the study the disk will be erased and the handwritten forms

destroyed.

4. The printed version of the questionnaire will be availabl. only to the

researcher and, if necessacy. to her thesis advisor.

5. My participation is campl.ely voluntary. It will have no effect on my status as

a teacher in the Nursing departm.nt. No record will be kept of my participation.

6. White 1am encouragecl to answer ail questions, 1am not obliged to do 50.

7. 1have the right to withdraw from the study at any time for any ,.ason without

negative consequences to myself.

8. 1will reeeive a brier description of the finctings of the study if 1request it.

9. A capy of the research thesis will be availabl. to the facully as a whole

should the department wish to have it.



•

•

•

104
The study and the consent form have been explained to me by the researcher

who has also answered any additional QUestions, to my satisfaction.
Signature of participant:- _

Signature of researcher _

Dat8 _
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