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CHAPTER |

INTRODUCTION

“Writing to learn helps students think about content and find the words to explain what
they comprehend, reflect on how they understand the content, and consider what their

own process of learning involvegKnipper & Duggan, 2006, p. 469)

Background

Why do | teach? Why do | write? How do students learn? Can writing open
veins of learning and invigorate numb minds? | have been thinking about why | teach in
the face of generational differences, leaps of technology and the needsies who are
unafraid to touch their patients and reflect on their learning and their prakctezch
because | want to leave something of myself behind. | teach because | vetleye i
principle of multiplication. Alone | can touch only the lives of the patients whe onys
path, but as a teacher | can touch my students and all the patients they eventually
encounter. | teach because there is more to nursing than curriculum, theory and skill
Nursing is both a science and an art. The science can be a challenge fetudanis,

but the art of nursing, I think, is more "caught” than taught. The intuition needed



innursing-compassion and caring, seeing the patient as more than diseaseddiagiaal
with needs, desires and dreams, takes more than knowledge about the science of
pathophysiology; it takes the art of nursing. | teach from an ‘agogicalppetive (learning
from and with someone who can really deepen my action-sensitive understanaing) (
Manen, 1990, p. 153) that is compatible with teacher research.

Why do | write? | write to tell a story—my story, and my students’ foriavrite to
find my voice and emotion. | write so that who | am now does not get lost in the who | am
becoming. | write to pass on the things that would be missed if left unwrittemte | w
because,in medicine,to not write means it did not happen. | write because there ismpowe
words; there is healing in words; there is life in words. | write becaube @klahoma
State University Writing Project. In the summer of 2009 | spent five weeke iOklahoma
State University Writing Project with several other teachergingrfrom kindergarten to
university professors looking at writing, research and professional growtingRiie
Writing Project we wrote, participated in writing groups and read our wiliogd to one
other. We joined other Writing Projects sites across the nation via the tnidrose
participants read our writing and gave feedback. The Writing Projecttaugheme
importance of writing and of my voice. | want my students to learn to write maorguisia
the "clear, coherent, concise" (Young, 2005, p. 76) language of nurses’ notes. Nursing
school teaches a student that if it is not written it has not been done ancktiytttieg a
nurse writes in the chart becomes a legal document and can be cited in lanasgiie With
Young (2005) that "...many students develop a fear and dislike of writing and réalize t
is seen as a mechanistic activity for reporting information and not an integraf traeir

roles in a developing health care situation. When the art of communication is lost, so is



creative thinking..." (p. 77). The technical writing of "nurses’ notes" is thiiyiesor
objective side of nursing, and perhaps because of this necessary focus, vostiaee |
subjective components that intertwine the stories of (student) nurse and gatiant.my
nursing students to write, to realize they are not blank slates. | want thertetsomhat in
the writing they can see nursing in a new light. | want them to write sa#megiscover the
narrative subjective part of nursing and to have a place to tell their stotiesriown
voices.

How do students learn? Some learn vicariously by watching the misstepsrof othe
students or hearing the stories of faculty and classmates. Some learn framttémeword
in book and article, power point and outline, the text or on line in discussions and chats.
Some students learn with movement and touch, pen to paper, fingers to keyboard, wrestling
with new concepts and new knowledge. Students want to get the right answer; | want them
to get the "write" (right) question. | am tired of hearing my own woggdsated unchanged
and given back to me. Mimicry is not flattery; it is the inability to go beyond orteer
one’s own. | sometimes feel as if | am drowning in the words | have saicthatlzack at
me verbatim.

Today'’s nursing students are faced with anabundance of challenges in thely journe
from college student to professional registered nurse withthe litany Isfthlaly must
acquire to prepare them to be effective nurses in the work place. They must leaon how t
communicate on a wide variety of stages. They will talk with physiciduiashave had more
education than they on one end of the spectrum; on the other end, they need to communicate

effectively with young children whose vocabularies and mental developmentadimibed



than their own. They must think on their feet, make decisions on limited data and do so with
some assurance that their decisions can save a life.
Significance

“The college curriculum says to students, in effect, ‘Come and get it, but you’re on
your own as to what to make of it all’”” (Graff, 2003, p. 3). To think and reflect on life,
learning and self is an art that seems to have been lost in our fast paceth@went-
filled-schedules of today. “Writing is not superficial to the intellectdi@ldut central to it;
writing is one of the most disciplined ways of making meaning and one of the masveffe
methods we can use to monitor our own thinking” (Murray, 2004). It is in the act of writing
that students are given the opportunity to make use of what they know and to manipulate this
knowledge into further knowing (Murray, 2004). “Until there is that evolving text, the
teacher’'s materials are abstract, unrelated to the student’s knowteglgeedence. When
there is text, however, the instructor and the class can begin to discover ethatiear
knows and needs to know” (Murray, 2004, p. 83).In my classrooms | see students taking
notes or giving back bits and pieces of information that often seem disconnevtat.
them to discover and move from abstract ideas to connection and critical thibieingyve
that encouraging them to write more personally is one avenue to foster fntdlbetd
relational connections.

In the past the writing that | have asked of students has beenl fpapers or
descriptions of what they have observed. Assigned writing has noffdrere purpose of
helping me discover what the student knows and/or needs to learn. peheftwriting |
want to bring into the classroom in this study has a unique purpdgaters need time to

watch themselves thinking, to observe and reobserve what they hawvedetime to make



connections and disconnections, to experiment with relationships and pdtieses orders,
and to hear voices” (Murray, 2004, p. 85).Janet Emig (1997) stategtiting involves the

fullest possible functioning of the brain, which entails the activeggaation in the process
of both the left and the right hemispheres...” (pp. 10-11). Learningrbfdr retention is

one aspect of learning; however, according to Nagin (2006), “Adhera can use writing to
help students reflect and think critically about content” (p. 54). B#Hn{2006) states,

“Writing is a tool for thinking. All knowledge is best absorbed apgplied when students
make it their own” (p. 760).

It is my hope that through writing informally in the classroom, studentdwidlble to
reconnect their lifeworld and the knowledge they have already radqtn the learning
intheir nursing courses. The utilization of reflection through agiton content may help
students connect their prior knowledge to the content and may helpn&t with their
critical thinking skills.

It is one thing to engage in personal journaling, but from the Oklahoma State
University Writing Project | began to see value in reading the writlagd to an audience.
Murray (2004) states,

...we begin alone with our own observations and our own thoughts, but we need to

present them to others, not just to share with others—to persuade, to entertain, to

inform—-but to find out what we mean. We learn through the interaction between

writer and reader... (p. 189)

There is also an affective component to nursing and learning. Studentgeare gi

opportunities in the nursing skills labs and the clinical setting to touch peoplealysi a



personal way with an examining eye. The discomfort that students experiehnisepirotess
when they begin the program lends itself well to reflective writing.

| want to find a place where teacher and student can reflecton life and learning.
desire to hear each student’s voice as distinct and individual, to see the leamingjraj
unfold from one student to another from both life experience and nursing experieheg@sPer
there is a broad spectrum of color, not only black words on white paper, but colors observed
as the colorful language of life and inimitability. | would like my studeatstop long
enough to think, feel, and write about life, then to have them read those words out loud and
hear the thoughts and concepts of themselves and their classmates. Thianstoenation
| want to experience in the classroom, on the clinical floor and in my officadenss learn
more than test taking, technology, teacher verbiage, simulation and skills. Thrakigg ma
connections between life and information, nursing students can step from thef¢aé
classroom into the "real world" of nursing. There they need to care fioc@édagues and
client, who is no longer intangible and nebulous but authentic, vibrant, living —a reai.pers

Defining Terms

In my experience of education some pieces of education have been so much a part of
my life that | take for granted everyone would have those same experieateach of us
hashis/her own unique journey. To bring clarity to the reader, | will providadede
definitions to some concepts in this paper.
National Writing Project

| had the opportunity to participate in the Oklahoma State University National
Writing Project in the summer of 2009. This experience with a wide variety ofteadiers

from schools education to the university, from novice teachers to those with nzaisyfe



experience, has had a direct impact on the direction of my dissertation. The NAfitima
Project started at the University of California, Berkeley, in 1974 with tweinkyteachers as
a professional development project.The teachers in the project partnered up with the
university to give credibility to the project. The original twenty-ninelieas desired to
“dignify the proposition that teacher knowledge was to be the starting point fioinigta
(Lieberman & Wood, 2003, p. 7). There are some central principles that have made this
project become a national entity:

A ‘site’ is a group of local teachers in partnership with a university ¢egel
Teachers teach one another their ‘best practices.’

Teachers write and present their own work.

Teachers read, discuss, and analyze research, reforms and otherditeratur
(Lieberman & Wood, 2003, p. 7)

Teacher Research

Teacher research is the methodology used in this study. Teachecthesear
classroom practitioners involved in systematic and informed inquiry with tip@geiof
enhancing teaching and learning (Lankshear & Knobel, 2006). The goal of teaelaeche
is to empower teachers to obtain deeper understanding and to improve instruction and
learning (Christianakis, 2008). It is in the classroom that questions adseaeh class
brings with it nuances that enhance or alter the outcomes of the learning. Throtgh teac
research practical ways are found to engage teachers as "consumesesichreas
researchers of their own practice who use research to shape practicegreessie$ their
own professional development, and as informants to scholars and policy makers gegardin
critical issues in the field" (Rust, 2009, p. 1882). Teacher research can alge 'the gap
between academic research and knowledge derived from practice" (Rust, 2009, p. 1886).

Teacher research allows teachers to take a pedagogical stameg i@gléct on practice and



"Increase their understanding of the relationship of teaching and learsuiyg in action
taken by them in light of what is educationally appropriate and good for studéasdle(
2006, p. 1096). Teacher research allows the positionality of emic researcher. This
epistemological stanceof emic researcher is the study design.cdiiéfal investigation of
even a single group of students can be a gold mine of insight: It may open up new ahag
what students are doing, why they do that, what the context offers or imposes, and how
different teaching practices influence learning" (Flower, WallacerisN& Burnett, 1994, p.
14).
Quick Writes

Quick writes are informal writings which use a variety of prompts to stit@ul
thinking and writing. The formality of grammar, structure and punctuation isi@aoncern
of quick writes. When quick writing, each individual is encouraged to put down on paper as
many thoughts or ideas as the prompt inspires, and format or style is not a ¢personal
communication, Dr. Bates, June 1, 2009). The substance, not the structure, is valuable.Many
things can be used as prompts: music, pictures, quotes, phrases, questions. The phgose of t
prompt is to initiate the writing. The writing itself is time-limitedsually five to ten
minutes, which gives the writer time to form and express ideas, emotions anstamdieg
without the constraints of structure or formality. Another component of the quiakis/the
sharing of the writing withothers who have written to the prompt. Readinghakdieen put
on paper is as important as putting it on paper in the first place.

Quick writes give students opportunities to express themselves and what they know
as well as to grow as writers (Mason, Benedek-Wood, & Valasa, 2009; Reif, 2002). The

quick write allows students to think on paper so that they can demonstrate prior lgggwled



summarize content, express opinions or make connections and meaning (Mason, Benedek-
Wood, & Valasa, 2009; Wiggins & McTighe, 2008). This type of writing provides an
opportunity for students to write without the stress of technique or grade and tesexpres
themselves and their knowledge in creative ways (Fisher & Frey, 2008). Acctwdregf
(2002), quick writes help students use their imagination and become agtimathtonfident
in their writing. Graves and Kittle (2005) state,
Quick writes nudge us to discover topics that matter, not to respond to a question that
may have nothing to do with our experience. When writing quickly, our own
thoughts can surprise us. Quick writes seek diversity, not conformity. (p. 3)
Prompts
Prompts initiate quick writes. They can stimulate emotion, reveal knowtedge
information, evoke strong opinions and begin controversial conversations. In threlresea
reported in this study the prompt was different for each classroom expesietiavas based
upon the content. When the content coveredsexuality the prompt was, "What does it mean to
be male or female?" Each prompt was tied directly to the content eithereas@npent
quick write or a post-content quick write, giving students an opportunity to connect their
thinking, writing and learning in a creative way. An example of a post-content qutek w
was, "Pain that comes and goes...". Prior to the quick write the class leblabbut the
labor process. Randomly, | had the students put a clothes pin on their ear lobe aitd leav
there until told to remove it. The clothes pin was left for varying time periodsthioty
seconds to one minute. Throughout the class the pin was placed and removed. The instructor
also participated in the clothes pin pain experience. After the discussion thgpaatsi

talked about their experience with pain. This exercise in pain was done to provide



participants with a common experience because prompts need to connect with the
studentand/or with the content. The more thoughtful the prompt, the more thoughtful the
response was from the student. Also, the more students participate in quick gitasyé
comfortable they become with their writing.
Reflection

Time for reflection is a luxury in a world inundated with information and agtivit
According to Merriam-Webster's Collegiate Dictionary (2003), one deimdf reflection is
"... athought, idea, or opinion formed or a remark made as a result of meditation...or
consideration of some subject matter, idea, or purpose” (p. 1046). Reflection xeeatkeli
act, done in an orderly fashion with the purpose of understanding or change (Levett-Jones,
2007). For the purpose of this study the opportunity for reflection is provided in the
classroom so the students can think and write relating to life experience, previous
information and a guided prompt. "Reflective writingis about the practice ngliand
writing makes it possible for the person to be engaged in a more reflectig’ pvan
Manen 1990, p. 128).
Epistemology

Knowledge and what it means “to know” is one definition of epistemology (Crotty,
1998). The Collegiate Dictionary (2003) says that epistemology is "the stadyeory of
the nature and grounds of knowledge especially with reference to its limits ahtygb.
421). Students are not empty cups or blank slates. They have a plethora of life eeperienc
and information gathered from many areas of their existence. Students s&wa
information through their personal framework. Because of a wide rangep&ience

among students, the sharing of the quick writes epistemologically allows sttalshire
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their knowledge and to hear other points of view, which enhances the students asivesll. W
given the opportunity to reflect and write, will the students be able to make thetonne
with this epistemological stance?
Problem Statement

Nursing students have to make the transition from college student to professional
school. They come from a methodology of memorization and regurgitation for learmdng
test taking (Dunne, 2003), but the nursing profession requires making connections Wwith vita
information and using that information with clients. Ciritical thinking and reflectre
methods that students may not have used or recognized in their pursuit of a degrees Student
seem to struggle to make connections between course material and theirperenees
and knowledge. They need opportunities and techniques to make meaning from didactic
content. To be able to make the necessary transition from college to professgiongl sc
students need an avenue for learning and opportunities to document their learnitiggn wr

Pur pose Statement

"Writing separates the knower from the known, but it also allows us to re¢lsim t
knowledge and make it our own in a new and more intimate manner" (van Manen, 1990, p.
127). Writing helps the writer in a variety of ways. It can be used to clarify ectifigjwhat
is known, preserve thought or reflection, record change or growth and provide studlents wi
an avenue to question their own assumptions and consider opposing points of view (Nagin,
2006). "The very difficulty of writing is its virtue; it requires that studentve beyond rote
learning and simply reproducing information, facts, dates and formulas"n(Ne&gi6 p. 22).
The use of quick writes is a creative method for students to connect new leathing wi

previous knowledge as they filter it through their personal grid. Quicksgive students
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the opportunity to look at their thoughts and their understanding of content objectively.
Then, sharing writing by reading aloud offers students the opportunity taleonsi
information from the perspectives of others.

Resear ch Objectives

The objective of this research is to observe the use of quick writes in the nursing
student classroom. By coupling the writing with reading aloud, the quick writeshgs
teacher- researcher an opportunity to observe and reflect on connections instioe i ad
students with students, students with teacher and students with content. The use of an open-
ended, semi-structured interview concerning the students’ participation tudyeasids to
the understanding of the epistemological use of quick writes in the classroom.

Theoretical Per spective

Students should not expect to come as empty vessels to be filled in the classroom by
the expert or the scholar on the stage. Such a concept perpetuates a powetialitiacke
denigrates the knowledge and learning that students bring with them. Understaatling t
learners bring their past life and learning with them helped me in choosingitienrfork for
this study to be lifeworld theory. Lifeworld is much like culture. All of us have batnot
all of us are aware and alert as to what ours is.

Lifeworld theory is based in learning and reflection on life experiences, hvaith t
individual and his/her experiences added to the learning (Ekebergh, 2007). The fact that
individuals bring into their learning earlier experiences and their individuatstadeling is
the platform for lifeworld theory (Ekebergh, 2007). According to Ekebergh (2007) three
attitudes make up the lifeworld platform: reflective attitude, naturalidéj and open mind

attitude.

12



The reflective attitude lets students "become aware of their own valuesandfvi
existence and life"(Ekebergh, 2007, p. 334). This attitude gives students a secondthance
learning from their experiences and theory. Students enhance their conssamidiie and
their experiences through the act of reflection. The student of today, who is tedtallylog
savvy and who writes about anything and everything that is personal, may terketine
valuing others and their differences. Reflection allows students to rethtsoanect on a
deeper level to content as well as to other individuals.

"The natural attitude characterizes activity in which humans are etehptlirected
towards, immersed in, and absorbed by the activity, or the being of the morkehe{gh,

2007, p. 333). This includes the entire person, historical, cultural, and social as part of the
lived experience. According to Ekebergh (2007), learning consists of the individual's
experiences in correlation with conceptual learning. Within the naturadativery new
situation may have ontological, biographical and social aspects for learomgd S
Luckmann, 1973). The natural attitude provides scaffolding for learning and a plétgtrm

is familiar to the present day student.

The open mind attitude characterizes the ability to look beyond what one already
knows to the possibilities that may exist in the bigger picture. Open-mindedeass to
look at concepts from different perspectives, to be willing to accept the inc@ssof
previous thinking and to broaden one's perspective to include curiosity and a wider view of
the whole. "This open approach in learning must be maintained by reflection, which is
obvious in the learning context of caring” (Ekebergh, 2007, p. 336).

Van Manen (1990) looks at lifeworld as having four “existential” themes fuedtain

to lifeworld theory: “lived space (spatiality), lived body (corporealiiyed time

13



(temporality), and lived human relation (relationality or communality)” ( p. 101).
lifeworld these existential themes also play a part in each studentisesxge

For this research and the nursing students that | teach, lifeworld theory teeftm
well. These students at a Midwestern Historically Black College angetsity (HBCU)
with a nursing school are a diverse population, bringing a variety of lifeworlds to thei
learning. This university also has a growing population of international stuatentsll as
international faculty, adding even further to the diversity and variety efdifies.
According to Ekebergh (2009),

The learning process for nursing students is characterized by the endmiwesn

the student's own lifeworld and scientific knowledge in theory and in practice. The

aim is for the students to be able to gain sufficient knowledge so that they can

understand the patient and the care context. (p. 51)

Schutz and Luckmann (1973) state, "The everyday lifeworld is to be understood that

province of reality which the wide-awake and normal adult simply takes foregranthe
attitude of common sense" (p.3). Schutz and Luckmann (1973) describe lifeworld to
encompass one’s individual cultures, experiences, and interactions and thahathers i
lifeworld experience life similarly. The use of quick writes and the negpdf those quick
writes aloud may affirm that others in one’s lifeworld experience Iifelaily or it may open
up divergent perspectives that can add to the students’ repertoire of learning and
understanding.
Narrative Inquiry
This study will use the specific methodology of narrative inquiry withinheac

research.Narrative inquiry seeks connections between teaching and leathdegreands a

14



continuous engagement in reflection and deliberation (Kim & Latta, 2010). Nairiregiviey

is complex, acknowledging multiple ways in which humans make meaning, and \tearrati
inquiry is part of the fabric that shapes and reshapes our social life" (H20d6y,p. 79).
According to Kramp (2004), "What distinguishes narrative as a mode of inquiat it is
both a process, a narrator or participant telling or narrating, and a produtdyyher s
narrative told" (p. 104).

As the researcher using narrative inquiry, | give authority to the aes+athe
students. Narrative inquiry opens up the opportunity to do an analysis of narratek as w
narrative analysis (Kramp, 2004). The analysis of the narrative lets thectemelook at the
elements of the narrative or the common emergent themes. In narrativésahalys
researcher examines "how the story is constructed, what linguistiatealsed, and the
cultural context of the story" (Merriam, 2002, p. 287). Narrative inquiry requires the
researcher to "attend to the commonplaces of narrative inquiry: tempagoabty ffresent,
future), sociality (the dialectic between inner and outer, the personal ankl, ssasplace
(the concrete physicality of the place or places in which experiencikgeateut and told)"
(Clandinin, Murphy, Huber, & Orr, 2010, p. 82). With the use of quick writes I look at the
students' connection of lifeworld to content and also observe the students' naoration f
misunderstandings of content or connection.

Dunne (2003) states that "...research into teaching is best served by eanades
of inquiry: to understand a teacher's practice (on her own part or on the part of aelserv
to find an illuminating story (or stories) to tell of what she has been involved in with he
students” (p. 367). Through narrative inquiry and the experience of writing, a riche

understanding of my students’ experiences with learning unfolds.
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Resear ch Questions

1. What do nursing students reflect through quick writes?

2. What happens when nursing students read their writing aloud?

The above questions give this researcher an opportunity to hear from the students, to
listen for their voices, to glimpse into their life worlds, to share vicaiyandheir
experiences. Reading their writing aloud is an opportunity for the writetsatre their ideas,
feelings and stories; hearing them talk about what it meant for them to readegrani
opportunity to evaluate the students’ perspective.

Summary

This study is observing the experience of quick writes in a nursing classroom,
scrutinizing for content, themes, and lifeworld experiences. It is a tegedearch project
and because it is, several ethical concerns were addressed. The litéatgardat writing
helps students reflect and think about content, reveals their biases and feetifgspa
them to make it their own (Gammill, 2006; Murray, 2004; & Nagin, 2006). Simply stated
this research wants to know what students will write, and what happens when thesstudent

share their writing by reading it aloud in the classroom.
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CHAPTER Il

LITERATURE REVIEW

“Meaning questions can never be closed down; they will always remain the subject
matter of the conversational relations of lived life...” (van Manen, 1990, p. 155).

Much of the literature concerning writing and the research in writifrgims
elementary and secondary education. It is believed that it also apphesctlege
curriculum; however, it is necessary to read the literature on writnogsathe
curriculum and consider the writing required of nursing students to support this
assumption. The Council of Writing Program Administrators (CWPA), National @ounc
of Teachers of English (NCTE) and the National Writing Project (NWP) tieveloped
a framework that expounds on skills and habits of mind that are critical for student
success in college. The eight essential habits of mind are curiosity, spenne
engagement, creativity, persistence, responsibility, flexibifity metacognition
(Framework for success, 2011). They are defined as

Curiosity - the desire to know more about the world

Openness — the willingness to consider new ways of being and thinking

in the world
Engagement — a sense of investment and involvement in learning
Creativity — the ability to use novel approaches for generating,
investigating, and representing ideas
Persistence — the ability to sustain interest in and attention to short- and

long-term projects
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Responsibility — the ability to take ownership of one’s actions and
understand the consequences of those actions for oneself and others
Flexibility — the ability to adapt to situations, expectations, or demands
Metacognition — the ability to reflect on one’s own thinking as well as
on the individual and cultural processes and systems used to structure
knowledge (Framework for success, 2011, pp 4-5).
In order to write effectively as well as to communicate appropriatdlyeir chosen
career or profession, students must implement these eight habits of mind. iynivers
students need to be encouraged to allow higher education to challenge their thinking,
engage their minds, expand their horizons and give them a safe place to express their
ideas in a wide variety of writing. Students may not come with these mind habits, but
teachers need to require them to practice them. To do so keeps learning and teaching
active instead of inviting them to be passive.
Writing Pedagogy
According to Prain (2006), "Diversified writing tasks are viewed as antifée
epistemological tool for learning in creating conditions for richer netwafrkseaning
across different wording and contrasting communicative contexts" (p. 185ing\ras
goals, whether technical or creative. Various goals of writing arartidychinking,tell a
story, persuade an audience, express oneself or find a voice. Genre exjpéiome
depends on the goal and the audience. Wilson (2009) reminds us that writing is to
communicate from the writer to the reader as the reader "brings a pbsuéjective
perspective to the reading” (p. 59). In the process of writing, students construct

knowledge, narrate their understanding and clarify for themselves as wedl i@ader
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the crucial concepts that make"thoughts real"(Calkins, 1986; Gammill, 2606ttL

Jones, 2007; Marcum-Dietrich, Byrne, & O'Hern, 2009; Murray, 2004). When students
write, they are often surprised with the outcome. Students today do writdtlewtfli

their writing is on paper. Email was recently the mode of communicdigmow

students write in the genre of the social media, in text, Twitter, Facebook atesie |
popular technology (Blankenship, 2011; Jacobs, 2008). A significant difference is
evident in words in cyber space and those in hard copy. Gammill (2006) statesg'Writi
creates a permanent record of a student's thoughts and attitudes, a record daoendan re
as one learns and grows" (p. 756). It is the written word on the page, unlike words in
cyber space,that helps each of us revisit the writing to be reminded of whatiwe
thought or felt, and also to give the writer an opportunity to revise, expound,ify clar
thoughts or add details that may have been left out in the first writing.h#& riginal
writing that seems to be the challenge for student and teacher alike.

Writing needs to occur on a regular basis for it to become natural or second
nature. Students rarely write every day outside of the social context. feaebd to
show students how to write formally and in a variety of formats and gesptaylng
logical organization and mechanical expertise. Graves (1994) aptly stdtew;ri§
students howto write takes timeand students need daily writing time” (p. 105). If
students do not value or enjoy expressing themselves other than in the social context the
will not take time to learn the writing process or to find their writing voice andaiat
genre. “Using class time shows students how important writing skill® @éheit thinking
skills and to their understanding of content” (Allen, Bowers, &Diekelmann, 1989, p. 9).

Practice, practice, practice is called for if students are to becomertainigonriting.
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They need informal writing opportunities as well as formal assignmenbtsdBudent and
teacher need to expose their work to others; it is in the exposure and discus$bndhat
spots can be pointed out, imaginations stirred, new writing genres atteamdecbices
heard.

This type of learning should not be limited or relegated to the English class or
department. "Writing in creative genres, although unusual in scienceoclassrcan
help students absorb scientific knowledge by allowing them to express scitatifght
in their own voices" (Marcum-Dietrich, Byrne, & O'Hern, 2009, p. 15). The use of
creative writing then becomes an opportunity for knowledge construction and not merel
an assessment tool. "Engaging both the left and right side of the brain crealgse a br
between literary and scientific activities and gives students confiderfoeiirability to
grasp both scientific and literary concepts"(Marcum-Dietrich, By&n®@,Hern, 2009, p.

16). Enhancing the use of the whole brain and the whole person in learning and writing
gives students (nursing students) a voice, it helps them construct knowledge, aesl it giv
them confidence as “it nourishes retrieval and creativity, visualizes thoagkttgxtends

the writer’s observations into new ideas” (Hays, 2005, p. 53).

No epistemological tool has the capacity to offer as much to a student askthe ta
of writing. This concept was put succinctly by van Manen:"Writing teacheghat we
know, and in what way we know what we know. However, not until we write it down do
we quite know what we know" (p. 127). In higher education, knowledge is no longer a
collection of random facts; instead it is an opportunity to make connections |llgritica
think and analyze and synthesize one’s learning into expanding knowledge. "No other

exercise in the classroom generates higher thinking skills than doeg\W@ammill,
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2006, p. 760). Why would teachers not want students to write? Writing gives insight to
the person who writes, it gives pause to the person who reads, and often it gives
enjoyment to those who read or hear it. Writing records knowledge and information, it
gives voice to the writer and for educated persons it gives an opportunitygaecand

give value or argument. Writing gives the writer an opportunity to organize tharghts
to manipulate language in ways that cause growth to both the writer and his.rdager

in the organization and manipulation that writers often refine the skill of wotargsc

that can inspire, educate and clarify.

Young (2005) states that "creative writing encourages creative thinking8).

In the complex world of nursing and nursing education, students need opportunities to
practice, demonstrate and use creative and critical thinking in a var@tgumnstances

and situations. "Writing to learn is useful for much more than information icatearid
raising test scores; it helps students reflect and critically think @ootgnt” (Gammill,
2006, p. 764). Creative writing helps students tell their own stories, strengthen ¢heir us
of language and hopefully give them a voice and an interactive part in their onindea
Through writing, students will demonstrate their ability to “exploit the arige of
language, including metaphor and rhetoric, as tools to convey social, cultural aall ethi
meaning and to express emotion” (Young, 2005, p. 77).

Everyday metaphors can be used to define and represent theories. This
"translating complex explanations into accessible language and conogjdsseem to
justify a pedagogical focus on the role of metaphor and analogy in learningin;'(P
2006, p. 188).Nursing students need to be able to put complex procedures and scientific

language into words that can be understood. What is required is more than pusg lear
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nursing or medical jargon; it is the capacity todissect the complex intoailtes
components and then to synthesize it back into its whole. Writing plays an integral par
in nursing students’ acquisition of this professional activity. "Writingtsoafor
thinking. All knowledge is best absorbed and applied when students make it their own"
(Gammill, 2006, p.760). When students write they "see more, feel more, think more,
understand more than when they are not writing” (Murray, 2004, p. 7). Itis important to
give students the opportunity to see more—more of what is around them, more of the
possibilities and opportunities. Nursing students need to feel more—more erigpathy
their classmates, their clients, themselves. They need to haval onitncls when they
read and write and when they look at what others have written. Students iticedase
understanding by writing. Whether using metaphor or rhyme, narrative and prose,
writing can be a means of finding voice and meaning in life's experience (school or
real).It also gives value to what students bring to learning.

Nursing studentsneed to transform from traditional rote learning and adapt to
critical thinking that allows them to apply their learning. Writing providesg@portunity
to enhance learning and to begin to think out loud on paper where learning can be
examined, heard and revamped at will. Students in professional education must be abl
to analyze, synthesize and apply their learning. Writing gives them an awveacopiire
those skills.

Hildebrand in Prain (2006) states that "diversified writing tasks, includmg
imaginative writing, assisted students' learning processes, had stromgtmgteffects,
and improved learning outcomes"(Hildbrand, 2004). Writing allows students to express

angst and other emotions. It allows students to expose their thoughts, beliefs, and
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experiences; their writing becomes more than mere words on pages—it also becomes
lessons learned by head and heart, making connections, tearing down wallsiféiving |
outside of the box and yet letting them and others see opportunities and shadows that they
were unaware of even in the writing.

Clarity comes with writing,but there is value in writing with an audienceinadm
Murray (2004) states that writing begins alone, with individual observation and thought,
"but we need to present them[our thoughts] to others, not just to share with others--to
persuade, to entertain, to inform—~but to find out what we mean" (p.189). The student can
learn through the interaction between writer and reader, or the one who hears his/he
words read aloud. Murray (2004) states, “The act of writing is not complete wathout
reader, and most writers need one or two or three readers, perhaps five...who they know
will appreciate what is being said and how it is being said” (p.86). It does ttet mha
the student reads his own work out loud to others or if others read the writing. Something
happens in the sharing, and it is this “something” that is important for the téacher
discover with students. In that interaction there is the sharing of points gfouikwre,
lifeworlds; it is a place where all embrace their homogeneity antregéetheir
diversity.Because quick writes are just a short response to a prompt, takiimgethe
toreadthe quick writes aloud reveals the different ways studentsmay kgwaitdd the
prompt. Writing what comes to onereveals individual thinking; what is inside is what
comes out. Discovering those things about the students and teacher and rédvesging
things together is an adventure, a place for growth and revelation.

Anne Lamott (1994) says that "writing is about learning to pay attention and to

communicate what is going on" (p. 97). | want my students to pay attention to their
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surroundings, to people, to cues both spoken and unspoken when they are taking care of
clients. | want them to "present clearly their viewpoint, their line of visiorseé people
as they really are, and to do this, they have to know who they are in the most
compassionate possible sense” (Lamott, 1994, p. 97-98). Lamott (1994) in her book,
talks about writing small assignments. She suggests writing in detaitaméie seen in
a one-inch square picture frame. The challenge in teaching and leanaryeak down
complex issues into their basic components, the essential parts, and theretabkass
those essential parts back into the complex whole. Helping students to writeotitings
those smaller parts and then to encourage them to manipulate those parts back into the
big picture is what Lamott means when she gives the one-inch framegywnalib can
write the short account of life, experience, observation and understanding ifatimeyifr
in a one-inch picture frame. Lamott (1994) writes, "There is ecstasy ingpatyemtion"”
(p- 100). Paying attention to self, knowing where one comes from, what he/shedrings
a situation can happen when looking at small pieces of one's writing. Staying in the
moment, being all there, not scattered distracted or disjointed, gives studezdacret t
an opportunity to discover things they were not aware of before. Paying attention to what
others read, what is said and left unsaid, what is important can be part of ahasrfoment
those who hear what is read. Reading thoughts out loud allows others to see and hear the
writer in empathetic ways,which helps students connect with one another ant obnte
what is read.

Writing can get students emotionally involved and help them associate their
learning to what they already know (Bauman & Patterson, 2002).The act of writing

requires students to journey beyond rote learning and merely reproducing trdarma
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(Nagin, 2006) to a place of ownership and connection, to a place of lifeworld learning,
where they can reveal themselves and feel safe in the revelation.
Quick Writes

| was first introduced to quick writes in some of my doctoral classes ah@kia
State University. However, | never realized the depth and breadth that quiek eaitdd
embrace until | was a part of the National Writing Project invitatisnaimer institute
one summer. Every day for six weeks we wrotequick writes, sometimeshaarerte a
day. We shared what we wrote and it transformed me; | realized | hatihg woice
and that it was worth speaking and hearing. Writing allows one to outrun his internal
censors and enables the words, his own words, to untangle his thinking (Reif,
2003).“When the models for quick writes are compelling and carefully chosen, students
are able to focus closely and write clearly” (Reif, 2003 p. 8). To Reif, quicksvartenot
just done from a simple prompt or phrase but from any medium—a piece of literature, a
poem, prose, a picture, a film scene, a strand of music or a combination.

Two things are important in quick writes. First, according to Allen, Bowers, and
Diekelmann (1998), “Using class time shows students how important writingasidlte
their thinking skills and their understanding of content” (p. 9). Secondly,the
instructormust execute the quick writes with the students. According to Reif (2003),
doing the quick writes along with students helps teachers find time to write,
discovering"their" writing voices, and helpingthem understand the difficultiyeofask
they are asking the students to accomplish.

Those who have used quick writes feel they are beneficial to writing.Reif (2003)

states that these benefits are
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e Focusing students’ attention and stimulating their thinking at the
beginning of a class.

e Encouraging writing about important ideas, chosen to make students think
and feel as they learn.

e Offering surprise when students discover that they didn’t realize how
much they knew, or what they were thinking until they began writing.

e Building confidence when students see the quality of their writing.

e Offering ongoing practice for writing in sensible, realistic, and meaningful
ways on demand or in timed situations.

e Teaching students to become better readers as they hear, see, and craft
language.

e Providing examples of fine, compelling writing from their peers, their
teacher, and professional writers. (p.9)

Quick write prompts need to be language rich, strong in imagery or emaotion,
thought provoking and of compelling interest to those asked to write (Reif, 2003). Just
the act of quick writing requires students to think. They must think about what they
know as well as how they want to express it. Quick writes demonstratedents that
they do have something to articulate and that they can verbalize it inthatangages
others.

Although quick writes have been used in many classrooms, research on the use of
quick writes is limited. One study was done on a third-grade classroomqusokg
writes as an assessment tool. The study analysis looked at content on a preitgiick wr

completed before a field trip, a post-quick write after the field trip andpgattive test
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covering the same content on a state standardized test (Green, Smith, & Brownif 2007).
was found that “significant gains were exhibited by the students in threefofehe
classes” between the pre-quick write and the post-quick write (Green, Smitow8a B
2007, p. 48). A second study used middle school students with disabilities. This study
used the self-regulated strategy development (SRSD) developed by Grahanmrend Ha
(Mason, Kubina, & Taft, 2009). It also used “POW + TREE (POW: pick my ideas,
organize my notes, write and say more; TREE: topic sentence, reasons—thoge,or m
examine, ending)” (Mason, Kubina, & Taft, 2009, p. 206) as strategies to help students
write more effectively. The study compared the writings of studetgsiastruction in
the use of the POW + TREE strategy.It used a pre- and post-instructionyséiadetipe
students were graded on the criteria of improvement. Both research aréotes w
guantitatively based and were concerned with the use of quick writes asssnasst
tool. The current research, however, focuses on using quick writes on a regslar bas
the classroom and its impact on students.
Nurse Writing

As a part of nursing school curriculum nursing students are taught four writing
genres. The first is the writing of care plans. Journaling is a second gestuel@nts
reflect on their clinical experience.Third, charts,which arelegal docsiemt an account
of client care and must be managed by the facility and left at theyfadilite fourth
genreis scholarly papers that are researched and written usingcamisychological

Association (APA) format to help students learn how to write for publication.

Nursing Care Plan
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The nursing care plan is bason the nursing process, a sitep processsed to
teach nursing students éoganize the method of cafeey intend to use for their patis.
Once the students learn the pro, they are expected to write a care plan for e'
patientusing this procesThis process of thinking and problem solviagmplementein
the nursing professiomationwid¢. The inclusion of care plans has becom much a
part of nursing that the American Nurses Assoaml(®NA) has made tt nursing
process its standaaf practice. This nursing process sfx basic steps is circular
modality.

Figure 1. The Nursing Process

[
\

Evaluation Diagnosis

Outcome

Implementation e
Identification

Planning: Writing

the Nursing Care
Plan

Figure 1Visual depiction othe nursing process.Adapted fréitandamentals of Nursii
by Craven and Hirnle (200
Assessment refers to the systematic gatheringhpéstive and objective dafrom the

client.The client could kt an individual, family or community.#e purposis to make a
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nursing judgment from that data.The scaffolding the students implement to do their
assessments is known as Gordon’s (1994) functional health patterns. These qa&terns
listed below:
1. Health Perception - Health Management Pattern
2. Nutritional - Metabolic Pattern
3. Elimination Pattern
4. Activity - Exercise Pattern
5. Sleep - Rest Pattern
6. Cognitive - Perceptual Pattern
7. Self Perception - Self Concept Pattern
8. Role - Relationship Pattern
9. Sexuality - Reproductive Pattern
10. Coping - Stress Tolerance Pattern
11. Value - Belief Pattern.
This scaffolding is used to systematically collect informatioressary to take care of the
client. Using a form helpsnursing students keep track of the information in tmrder
make informed, professional and accurate decisions concerning their clients.
Analyzing the assessment data, the students determine a specificaratblighoosethe
diagnosis. The diagnosis can be an actual problem that is validated by Hsnasdge
data, or it can be a potential problem but is not a problem at this time. "Nursing
diagnoses refer to conditions or behaviours that are relevant to health manageiment a
can be helped or changed by nursing action" (Cholowski & Chan, 1992, p. 1171) and do

not need a doctor's order to be carried out in the health care setting. Diagndsigehas t
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parts:the actual nomenclature from the North American Nursing Diaghesigiation
(NANDA), the related to component, which is the etiology of the problem, and the
assessment data that is used as evidence for the diagnosis. An exampéadjightr
"Acute pain related to uterine contractions as evidenced by oxytocin inductedroofas
evidenced by pitocin drip at 2 microunits a minute, contractions that are lasting one
minute coming every 3 minutes and client expressing pain at a level of six outaté a sc
of ten when having contractions."

Outcome identification is a formulation of a realistic, measurabletdbeused goal
that will be evaluated after care is given. ldeally this would be in collabonaith the
client and his/her desired goals. Unfortunately, when writing the carengatudents
often must come up with a goal without the client's input. The outcome must have three
parts:it must be client-centered, measurable,and have a time franfesfbemponent
of the outcome may be accomplished by the student's simply saying, "Tiedlie. .

."The component is measureable when, asin the above example of the pain diagnosis, i
might state, "The client will express pain at a level of two or less on a terspalat
within one hour after receiving pain medication."

Planning is the process of writing out the specific plan for the possible solutien to t
problem. This part of the process is often the most challenging for studentsehibesgus
must come up with interventions that will help the client reach the outcome. This mea
the student must find interventions in their textbook or other resource books and give the
scientific rationale for their chosen intervention. The students must becontarfavith
their textbooks in order for them to formulatethe interventions consistent with the

diagnosis.
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Implementation is the action component of the plan where the written plan is
initiated.Students are encouraged to try the plan they have made to determse if
beneficial to the client. Each outcome is to have three interventions Soglsttidents
have more than one option to help the client achieve the goal set by the plan.

Evaluation is the phase of the nursing processwhich determines if the outcomes
identified are successfully met or if reassessment and modificagoreaded to resolve
the original problem. Just as the diagnosis has three parts,so does the outcome and the
evaluation. The goal was met in the example citedwhen the client reportedevpbof
two within an hour after giving pain medication. The goal can be partiallyf nhet
client experiences some relief;however, the pain is rated at a theego@his not met if
there was no pain relief using all of the planned interventions. If the goatied panot
completely met, then the student begins the process of assessment and plammtog aga
determine if the problem of pain can be resolved (Craven & Hirnle, 2009).

The writing of the care plan is done in a linear fashion the first year olutiseng
program. The faculty wantsstudents to be able to think through the technique airid write
in such a way that they can demonstrate the ability to think in terms of the nursing
process and care for their clients in a scientifically based manner. Acatlgrhis is a
difficult task, especially since there are several care plan books on thet thatkchange
the procedurefrom one of thinking to one of simply copying out of a book without the
students thinking through the problem solving process.(My students are required to use
their own textbooks as the basis of their care plans rather than copying froenpéaca
book, and | have to caution them that the standardized care plans are not acceptable.) |

is one thing for a student to use a professionally written care plan as a ¢eon@ajuide
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and another for them to copy it and claim it as their own. The whole purpose of this type
of writing in the nursing program is to help the student begin to think in clinical terms
and to learn the problem solving process needed to care for clients in diféstiegiss

Journal Writing

Journal writing is a part of the clinical experience for the nursing stuaents i
theprogram. It is required in the clinical courses and allows the students an avenue of
communication between themselves and their clinical faculty. "A journdbicesthe
objective data of a log with the personal expressions of a diary and becomes a tool for
personal growth and development” (Gillis, 2001, p. 49). Students are encouraged to be
introspective concerning their clinical experience and to explore in dalpgngonal and
professional dilemmas in a safe mentoring situation. Because the jouraigdlisgae, it
necessitates feedback from the faculty that is appropriate and encojaisminigg
students to discover their own values, ethics and journey into health care (Gillis, 2001,
Hume, 2009; Kennison, 2006; Ritchie, 2003).It is the interaction and collaboration
between faculty and student—not just the summary of events but the reflection on
events—that can make the journal student-centered and an effective teaclény str
(Kok & Chabeli, 2002).

Journaling is more effective when it has specificguidelines for the students.The
instructions for the journal entries were in writing so students could havarauteic to
follow and to understand that journal writing is more than just giving a blow-by-blow
account of their clinical experience. The journal instructions given at tidiwédtern

School of Nursing to students in their syllabi are as follows:
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Journal Entries:

Journal entries are a personal recording of the events of the clinical
day rather than an objective narrative and include

1. Personal learning objective for the day (determined prior to
clinical) and related to course objectives.

2. Personal reactions to the clinical experience (thoughts and
feelings).

3. New insights gained

4. Questions and dilemmas

5. Interactions and experiences with clients, other health care
professionals, or individuals that impacted experience

6. Include description of setting.

Questions to include in your reflection:

What did | do in this situation?

What was the outcome?

Was it the outcome | anticipated?

If not, what was different?

Why was it different? Was it something | did, something a patient did,
something that happened in the environment around us?

Was | happy with the way things turned out? Why?

How could | do things differently another time when presented with a
similar situation?

What were some of the things | did well in this situation?
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e What are some things | could improve?
e Are there things in this situation | cannot change? Why is that?
Evaluation:

Journal entries facilitate dialogue between the student and the
instructor. All entries remain confidential. Entries are evaluated
based on evidence of critical thinking, personal learning and the
ability to reflect upon the experience. The journal's grades will be
reflected on the Bondy under Communication, Leadership and
Professional Developme(yllabus NR 3445 Nursing of the
Childbearing Family, Spring 2012)

According to Gillis (2001), journal writing and reflecting over the students'
personal experience has a purpose: to "develop higher-level conceptual skills by
enhancing understanding” (p. 50). There is an intuitive component to nursing and the
care given to clients. Journaling is a method that helps students tap into thtneint
side and is an act of "integrating theory, research, and praxis" (&mtad Fagerberg,
2004, p. 272).Journaling in the nursing curriculum involves students in not just
expressing some of their angst concerning caring for clients, Burntexercise in
reflection and an opportunity, if used properly, for personal and professional growth. The
use of journaling in nursing school is well established, and this type of writing isrdone
every clinical course but is only helpful when faculty is able to establishana give
appropriate and timely feedback to students. If the journal is not a dialogudy if bot
parties are not engaged, then it not only loses its effectiveness but thasieseof both

student and instructor. If the journal is fictitious or frivolous, the student loses the
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opportunity for journaling to be a tool; instead, it just becomes another task to mark off
the to-do list.
Charting

Charting the care of patients is an integral part of the nursing professian a
introduced to nursing students early in their nursing education.The purpose ofgchartin
from a legal aspect "is always to accurately and completelyd¢oercare given to
patients, as well as their response to that care" (Monarch, 2007, p.58).Charting has
several different formats, such asnarrative, PIE, DAR, SOAPIEand flatsshe

Narrative isa type of charting in which nurses/nursing students daterendach
entry. In each entry the nurse describes the assessment data, docunterastt@nd
medications given to the client. The narrative notes also record any changatin cl
status, lists any teaching doneand identifies the client's responsattodnt.

PIE and DAR are other forms of charting that are similar. PIE (prgble
intervention, evaluation)associates every entry with a problem, what thedmlitee
alleviate the problem and evaluates the intervention to determine if isstidbesolved
the problem or if there needs to be a change in the intervention. DAR (data, action,
response)is similar to PIE charting. The difference is that with DAR nssesament is
incorporated into the charting, not just the listing of a problem.

Many facilities use the charting by exception method and the exception is
recorded as subjective data, objective data, assessment data, plan, interadntion a
evaluation (SOAPIE) note€harting made incredibly eas2002). SOAPIE notes fall
more into the format of the nursing care plan that nursing students learn in thefroeduca

but is more time consuming when charting than some of the other methods listed. Many
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facilities are employing computerized charting that uses flowslaet minimal narrative
charting. The temptation with flow sheets is that some caregivers fiashitt@ just

check off the same data that others have done rather than doing a completecatsess
The checking of boxes is less discriminating than having to write in one's own words
what he/she saw, felt, heard, smelled or experienced with the client. No wiatie

method is used, the basic tenet is that if it is not charted then it is not done. Nurses and
nursing students are aware of the importance of charting and the legal aspects
ramifications of the documentation.

Several rules go with charting accordingoarting Made Incredibly Easy
(2000). This publication has broken down the rules as to the how, what, when, and who
of charting:

e Stick to facts when you chart.

e Only chart what you see, hear, smell, feel, measure, and count.

e Avoid labeling; just describe behavior that you can observe.

e Be specific and clear with what you record in the chart.

e Use neutral language not recording anything that could sound
judgmental or argumentative.

e Keep the record intact. Don't discard any part of the chart.

e There are three things that should always be in the charting:
significant situations, complete assessment data and discharge
instructions.

e Students are taught to chart nursing care when it is done or as soon

after as possible.("Incredibly easy charting defensively"”, 2000)
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In addition to the above rules,nursing students are taught never to chart before the
care is given to maintain reliability and credibility to their chaytinf they are poor
cursive writers they are to print their notes but use a cursive signature. Tiuslgar
type of writing is importantin the students’ future profession and helps studam to
write correctly. This crucial task prepares them to document theheardéave given,
defend their performance of care and reason critically in the legal arbeause of
computerized charting will alter some of what is taught in the nursing cummgut
there are still basic principles that the students must adhere to when clerttaget
they have given.

Academic Writing

Traditionally, academic writing is an assignment that the studentmaedation.
Students are asked to gather data to support a premise and to organize the data in a
systematic approach that demonstrates their ability to convey understanding and
significance of their topic. These assignments may be high stake,@lepgading upon
the weight the graded paper has in the curriculum. Students often procrastinate,
disregarding their need for rewrites or feedback from instructors. They diehpiyn a
first draft to carry the grade.

Many students find academic writing challenging because theaskeel to write
when they do not feel as if they have a voice and are asked to write about topics
unfamiliar to them. Caron (2008) states that students and writers in generadoerly
when "we don't know what we are writing about” (p. 138). Many of the academiogwrit
assignments given to students are on topics unfamiliar to them, and readiigeworar

two does not familiarize the student with the topic. Students must be able to comelunica
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logically in a written format that often is different from the format theayhed in English
composition courses. The challenge in academic writing is not that students have a
problem with writing but that they need to "think and learn in a new realm" (Caron, 2008,
p. 139).

In the first semester in the nursing program at this Midwestern gusshool, the
students are asked to write a concept paper, a broad paper that requires thera & def
topic and to research the professional literature.This task is accomphgbeds as
students are taught how to do an annotated bibliography, an introduction, literature
review, a body and then a conclusion. They are allowed to do this paper individually or
as a group. The students are then required to write a reference list ic@meri
Psychological Association (APA) style. The challenge with group &ctsrihat
oftentimes one or two students may go through the process while others in the group are
not learning the process of writing a scholarly academic paper. In the geaidhey
are asked to write a formal paper over health care disparities for n@sorfthey are
asked to research a specific minority and to look at the statistics and the heaitlsoes
that face that ethnic group. They are given an opportunity to turn in a rough dift whi
can be critiqued prior to turning in the final paper for grading. In the lastster of
their senior year the students are introduced to the research process arehaaa g
opportunity to write a research proposal. They are expected to writeagctepeoposal
including everything needed to present the project to the Institutional RBoaxd for
approval.

This process takes the students through a wide range of academic wriking ski

Many students struggle with the academic type of writing because iitgndly imposed
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guidelines and formats (Whitehead, 2002). Each of those writing skills takes them
through the process so that the students will be prepared for graduatecedaicdtior
their chosen profession. Nursing programs have adopted the APA formatdemaca
writing because many of the nursing journals require this format for ptibhca
Unfortunately, because many students have learned the Modern Languagatissoci
(MLA) format, it takes time and instruction for them to make this transitian¢e &
Lance, 2006). Academic writing assignments in the nursing curriculum ane tgihelp
students achieve competence in writing formal papers, executing reliesanttire
searches, reading and understanding research articles and wféatiyely on a
professional level (Luthy, Peterson, Lassetter, & Callister, 2009).

Writing Acrossthe Curriculum

Writing across the curriculum is not a new concept in education. This concept
has been around for almost thirty years. Its academic philosophy has bekya tthet
writing is not the sole responsibility of the English department. Insteadhbie w
academic community should be involved in promoting student writing throughout the
undergraduate education.The very act of writing improves communication, eshance
learning and prepares nursing students for their nursing career (LuthypReters
Lassetter, & Callister, 2009).

Some feel that writing across the curriculum does not apply to certain academ
pursuits such as engineering, math, lab sciences like chemistry, nursingicaphy
education. Yet, a study by Helman and Rowland (2008) states that they warttrey “wri
curriculum framework that simultaneously includes serious engagemenhwiith t

discipline and serious engagement with writing, grounded in a traditionally academ
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approach to critical thinking” (2008, para. 4). This study found that students in a college
physical education course were able to improve their writing and write kitagortant
to the curriculum.

The formal writing required in academia can be daunting to students. Students
say frequently that they would rather take a test any day than wrifeern daart of the
students'concern may be that in academia theirwriting is a high stalkessrends formal
and isgraded.It is not that students do not write, because they do write extemsively
Facebook, Twitter, and on their phone texting, but this writing is informal, ungraded a
usually seen primarily by peers. These types of communication use abbnsyia
informal language and often have no regard or concern for punctuation, captalizat
spelling or organization (Defazio, Jones, Tennant, & Hook, 2010). Students in this study
were required to take three composition courses prior to being admitted to themprogra
Those composition courses—English Composition 1, English Composition 2, and
Advanced Composition—prepare students to write using a more formal manner, but the
English department teaches the students to usethe Modern Languagetibss@diad)
format. The students spend three semesters learning a format that is notiméheful
type of nursing writing required. Writing across the curriculum should helputerds
in a variety of formats, but ultimately it falls back on the students to famg
themselves with the format required for each assignment.

Writing in content-driven courses like nursing gives the instructor an opportunity
to evaluate the student’s writing and to incorporate writing in the classfloance &

Lance, 2006). Writing across the curriculum is an opportunity for those in the nursing

profession to nurture and mentor students into being better communicators through the
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written word. Taking the foundation of the English department and the basic five-
paragraph paper and expanding it into scholarly endeavors will help studentsnégetiate
gap from undergraduate student to graduate student and from novice practitioner to
professional person.
Teacher Research

Teacher research is an endeavor to make teaching better, to makelaarnin
cooperative journey between teacher and learner. Can teachers be studantsnf,te
students of learning and students of students? Can teachers stop talking long enough to
listen? Teachers ask students to read a book, article or assignment, but alchiérs te
take time to read their students' papers,to hear their struggle over compéx contus
concrete experience? Nursing students must learn to take the resporufibiityg
involved in the lives of clients. Teachers assume the responsibility of being involved i
the lives of students. Both tasks involve risk and responsibility (Lytle, 2008). Solutions to
learning must come from those in the trenches struggling to learn, fromreadieepay
attention to the classroom, the setting and the students. The content is not theiwariable
teacher research; it often remains the same semester aftereseamesen year after
year. The variable that does change is the student, with each class htghngmgue
culture and dynamic personality. Do teachers view students as new schatangdiat
learners (Lytle, 2008)? If the teacher is a variable, it often is in theheatttude toward
the students. Teacher research must require that teachers pay attenhiantteey
accomplish.They must be transparent in their teaching and not isolate tresisind
closed doors. Teachers must document day-to-day work to make things beltesdor t

they serve.
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Effective teacher research does not blame bureaucracy, disparagesstudent
bemoan the limited resources; instead teacher research requiresdinggrtiattention to
detail and invention" (Lytle, 2008, p. 378). Teachers must start with the assumption that
they want to make a difference. The content of courses often remains conarets twar
the learner, but it is the teachers'responsibility to engage each studentage@aach
seeker of knowledge, and challenge themselves to adapt to their learresiserTe
researchers do not lower the bar of learning but look for opportunities to elevate students
to the true scholars they can be. A teacher must be able to reflect onriattiee,
write about encounters with students, both the successful and the unsuccessful, be willing
to listen to colleagues as well as students to discover what will work bestdo class.

There is no formula or cure that is universal in learning, but teacher reskanchane
to visualize each class and its unique needs and allow the students to be a part of the
solution rather than assuming they are the problem.

Early in my doctoral training this question was posed:Does teaching h&ppen i
learning does not occur? | have railed against this question for several lVieamg
times | felt | had taught my heart out and had been flexible and inventive witbntent
delivery, yet students would complain that they had not learned a thing. | havéestrugg
with understanding the symbiotic relationship that must exist between the stanignts
the teacher. | know that as a teacher it is my desire to act in the besttiofeny
students (Castle, 2006), but to do so as a teacher researcher requires thatrl enaint
dialogue, or should | say trialogue, about what is the rightthing to do. | sagteal
because the conversation must flow to and from teacher and student, but it must also be

disseminated outside the classroom to others. Others include administrateages|
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and the greater audience of the stakeholders interested in improving le&athg.
teachers and students need to continue to ask questions—questions of understanding,
guestions of the whys and why not’s, the inquiry for more, for better, and for the best
Teacher research should be adaptive to the student to make their learningWéhiar
this pedagogical stance there is the hope of empowerment for teachersdentsstlike
as well as a deeper understanding and instructional improvement (Christianakis, 2008).
Is it possible to compose a curriculum that is relevant to learners? Chartea
open up spaces in the classroom for constructing knowledge, a place to demonstrate the
depths and breadth of learning (Harste & Leland, 2007)? A balancing act goes on in the
classroom between the banking system described by Freire (2002) and tistamaldey
that students bring in experience and prior learning so that they have much te bffer.l
possible that both the teacher and the students can understand that the students are
empty vessels? Can students value the experience of learning over enaluedacher
research has the capacity of turning education back to a student-centered endeavor
Constructivism
Constructivism is aneducational stance that allows students to createaperson
meaning from new content because the teacher meets the students atréistage of
knowledge. Two kinds of constructivism are used in the classroom—cognitive and
social. Cognitive constructivism is done as an individual constructs ideas through a
personal process. Social constructivism is done by constructing ideas threugttion
with the teacher and other students. "The main concept [is] that ideas are t&hstruc
from experience to have a personal meaning for the student"(Powell, & Kalina, 2009 p.

241).
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Students do not come to the classroom as empty vessels, but teachers need to
construct their teaching around students' prior knowledge. To do so gives students an
opportunity to showcase their learning and to give themselves a scaffold to hook new
knowledge. "Teachers do not transfer knowledge to the students, but create opportunities
for them to reconceptualize their experiences, thereby constructingwreknowledge™
(Joldersma, 2011, p. 277). Kamii (1991) agrees that constructivism for children or
students in general is the act of not internalizing the environment but rahstutients
come up with the answer from inside themselves and through trial and error.
Constructivism no longer makes education teacher -centered but shifts thefbeus t
student-centered. The teacher's role becomes one that gives students oppddunitie
think, use their natural interests and process their mistakes not as wrasg but
predictable solutions that need to be reconceptualized. Students reflecbbetacepts
through having conversations with students and teachers (Joldersma, 2011).

Duckworth (1991) states that "it is . . . exhilarating to find that your own idemas c
lead you somewhere" (p. 2). Constructivism leaves the complexity in theositaat
invites the students into the messy world of discovery. Teachers need to betwilling
leave the complexity to the student and allow them to make their own connections within
the idiosyncrasies of their own system of thought (Duckworth, 1991). The problem with
this learning method is that it takes time, involves risks and has no easy aniswers
engenders critical thinking for both the student and the teacher. Students arelused to t
world of high stakes testing rather than struggling with ideas and undknstawhich

makes constructivist type of teaching and learning an uncomfortableitnansit
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Summary

The literature concerning writing in nursing school is concerned with the
professional needs of the student. Those writing styles are nurse care plank, journa
writing, charting, and academic writing. Universities have employethgdtcross the
curriculum to assist students in their ability to write in a scholarly manitas. chapter
has looked at writing as pedagogy and introduced the concept that quick writes when
introduced to the classroom with rich engaging prompts can add another dimension to
students writing. As a part of quick writes it gives the students and the teacineloa
into how and in what ways students are constructing their understanding of content. This
chapter has also taken a brief look at teacher research and the pedagagoeadf
constructivism in the classroom in the hopes of seeing the classroom not in isolation but

as a joint effort between teachers and students.
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CHAPTER Il

METHODOLOGY

"Writing creates a space that belongs to the unsayable. It is in this writerly space wher
there reigns the ultimate incomprehensibility of things, the unfathomable infiniteness of
their being..." (van Manen, 2006, p. 718).

Deciding on the methodology of the research is an important decision made early
in the process of designing a study. The decision to use teacher resehech as t
methodology in this study was a natural for one coming from educational preparati
presented at the doctoral level. Nursing practice is changing its gcofakstance by
espousing evidence-based practice. Educators have learned the value of teacger
to impact their own practice.

Teacher Research

Teacher research is the methodology used for this study. Teachertrésearc
classroom practitioners involved in systematic and informed inquiry with the puopos
enhancing teaching and learning (Lankshear & Knobel, 2006). The goal of teacher
research is to empower teachers, to give deeper understanding and to improstoims

and learning (Christianakis, 2008). In the classroom questions arise, andasach cl
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brings with it nuances that enhance or alter the outcomes of the learning. Teacher
research is a practical way to engage teachers as "consumers rehieseaesearchers
of their own practice who use research to shape practice, as designeirsavfithe
professional development, and as informants to scholars and policy makers regarding
critical issues in the field" (Rust, 2009, p. 1882). Teacher research can alge 'the
gap between academic research and knowledge derived from practice"(Rust, 2009, p.
1886).
Benefits of teacher research include but are not limited to the following:
e increase in content and pedagogical knowledge;
e help for teachers to better connect theory and practice;
e promotion of deep and critical thinking;
e deepening of teachers’ reflection and teacher knowledge of
teaching;
e improvement in teacher community as teachers work together to
solve classroom issues;
e giving students a voice, and benefit to pedagogy. (Arthar, Holly &
Kasten, 2001; Baumann & Duffy, 2001; Castle, 2006; Hahs-
Vaughn & Yanowitz, 2009; Harste & Leland, 2007; MacLean &
Mohr, 1999; Perl & Schwartz, 2006)
The U.S. Department of Education and national attention in general call for
experimental and quasi-experimental studies as the best way to determirahbols s
and classroom curriculum should be organized (DiPardo, et al., 2006). Teachehresear

looks at individual classrooms and specific students. Teacher research resutis a
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meant to be generalized. The process of teacher research means tha tlesched

from and with their students, and used inquiry to inform their teaching and learning"
(Baumann & Duffy, 2001, pp. 608-609). Castle goes a little further with teachercdesea
when she states that it “results in action taken by them [teachers] in lightbfav
educationally appropriate and good for students” (Castle, 2006, p. 1096).

Teacher research begins with an inquiry stance. According to Cocmigm-S
(2003), "When inquiry is regarded as stance rather than as project or stratigy, al
members of a community are regarded as learners and inquirers, and the model of an
experttransmitting information to others with lesser or lower status knowlegigesition
is conspicuously absent” (p. 11).

Study Design

This research study is an interpretivist teacher research proj@tt lwbks at the
use of quick writes done by nursing students in the college classroom. The use of
writing, specifically quick writes, is investigated to see how the writing dppiies
encourage nursing students to connect their current knowledge to their experiences in
nursing school and help them build upon that knowledge. The interpretivist stance is
concerned with understanding rather than explaining (Crotty, 1998). Three components
make up the interpretivist stance: symbolic interactionism, phenomenology, and
hermeneutics. Symbolic interactionism, which explores the place cultureiplayes,is
not a part of this study. In this study phenomenology challenges one to ezperie
writing objectively and to question what has been taken for granted. Hernesneuti
traditionally has been the interpretation of biblical text; however, it has bednrusther

contexts.This study will attempt to understand the text to uncover “meaning and
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intentions” (Crotty, 1998, p. 91). This research design is “grounded in people’s self-
understanding” (Leitch, Hill, & Harrison, 2010 p.69). The investigation of the social
world is not based on detached objective truth but “is based on a lifeworld ontology
which argues that all observation is theory-andvalue-laden” (Leitch, HHla&ison,
2010 p. 69).
Procedure

Every week for eight weeks there was a writing assignment. The writing
assignment was a quick write completed in class from a prompt over théahteered
in the class that day. Prompts were short phrases that the teachehersgase to
direct the participants' attention to content covered on that subject. The students we
given several minutes to write from the prompt; the instructor also did a quiekusiitg
the same prompt. After writing, the students were given an opportunity to share wha
they had written with the whole class. Then the teacher-researcher read aloutirite
to the students. According to Andrews, et. al. (2001), when teachers do the assignment
with the student, several things happen: the teacher is no longer the center of the
classroom; teacher and students learn together; it is a type of statyingenstudent that
can help build community. Graves (1994) states that sharing the writing asstgmitin
the students demonstrates the teacher’s value of learning, gives meamiitigngoand
affects learning; “When you write with your students, you show them wihiatgvs for”
(Graves, 1994, p. 113).
Quick Write Prompts

For purposes of this study, students were given writing prompts during the class

period in which they were to write for five to ten minutes. All of the students in the
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classroom did quick writes, but only the study participants' writing was abfgr
content, theme structure and connection with classroom content. Each prompt was
connected to the content or principles that the students were studying duriwgekaif
class The prompts were

e “What does it mean to be male or female?"

e "What | know about pregnancy"

e "Sex Ed Who/When/Where"

e "Pain that comes and goes"

e "What | expect from nursing school"

e "Did you meet my expectations?"

e "What | know about babies"

"What does it mean to be a parent?".

Students were given the opportunity to write before or after content weeniaes
The literature states that it is important that students write on a regukafdrabe
maximized potential to be gained from the tasks of writing (Gammill, 2006pttam
1994; Lieberman & Wood, 2003; Murray, 2004; Nagin, 2006).

I nterview Component

Near the end of the semester students who volunteered for the study were
interviewed. The interview was scheduled for forty-five minutes. The ieterwias
semi-structured, using two questions which were asked of all the participanteesTbe
the interview was conversational and student-driven concerning the issues brought up
during the interview. The two questions structured for the interviews were (&)ilies

your experience with writing this semester; (2) Tell me what you haweedabout
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reading the writings aloud in class. The interviews were recorded, tbetsand coded
for content, themes and evidence of learning. The participants were given an opportunit
to do member checks and review their interviews for accuracy and claoificatising
member checks, according to Lincoln and Guba (1985), is the process of informgl testi
of information by soliciting reactions from the participants to the investigator
reconstruction of the data from what she has been told or otherwise found out. Doing the
above member checks brought additional credibility to the research. Corrections and
clarification were included in the data.
Interview Questions
The study participants also contributed to the study by participating inia sem
structured interview near the end of the semester. The following questionaskedeof
all the interviewed participants:
1. Describe your experience with writing this semester.
What did you like?
What did you dislike?
What would you like to be added?
What would you like to be different?
2. Tell me what you have noticed about reading the writings aloud in class.
Can you give examples of what you have observed?
3. How have the quick writes affected your thinking about your future work as a
nurse?
4. What quick writes do you remember best? This could refer to

Your own writing
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Another student's writing
A particular prompt
A memory of a response that was read aloud in class.
Depending upon the participants' responses, other spontaneous questions were asked.
Setting

This study was conducted at an HBCU established in 1890 and located in the
Midwest. The university is located on 100,000 acres in a rural area. In 1978 the
university was given an urban mission and now has a total of three campuses, laé origi
campus located on a rural site, one campus located in the state capital, and the third i
another large urban city in the state. According to the Vision Staterhtérd university,

The University a land grant historically Black institution of higher
learning, will continue its rich tradition of developing leaders from a
diverse,multicultural student body through excellent teaching, research,
community service and public and private sector partnerships. As

the University moves from Excellence to Greatness, it will be
recognized for providing solutions to problems facing underserved
populations in the state, the nation and the world.(University Catalog,
2010, p.16)

The objectives of this university are academic excellence, "studexibgenent,
teamwork and trust, faculty enhancement, financial strength, state-of-tieetarology,
physical infrastructure and effective public relations" (Universitialog, 2008 p. 16).

The study included eleven students in the Nursing of the Childbearing Family

course. All eleven consented to have their quick writes incorporated into the data. Ten
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of the students consented to an interview at the end of the semester. Eight dagk wri
were completed during the accelerated semester. The semedterNarsing of the
Childbearing Family lasted eight weeks, and participants wrote weeklyintEneiews
were conducted after the class was concluded while the studentsterding the
psycho-social nursing course. The interviews took place approximately éels\after
the end of the childbearing course. Six participants were purposively chosen for the
interviews as a representative sample of the group.

Prompts were presented and quick writes completed in the classroom or
laboratory by all students. The classroom where tests were takenhasédlterows
with a middle aisle separating the right side of the classroom from the &fh r&w
consists of four students on each side of the aisle. Some classrooms have four rows on
one side of the aisle and five rows on the opposite side of the aisle,seating a total of
thirty-six students. Other classrooms have four students on each side ofethethis
one side having six rows and the opposite side having five rows,seatingforty-four
students. Each classroom is set up with technology that includes computer access,
internet, document camera, projector, Digital Video Disc (DVD), Video @asse

Recorder (VCR), dry erase board, tables rather than desks and large cushiosed cha
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Figure 2.Nursing Classroom

Figure 2Nursing classroom at Midwestern HBCU

All writing was done in the nursing laboratory that containsfive round tables
surrounded by large cushioned chairs. Five beds are in the laboratory with privacy
curtains surrounding them; there are two private patient rooms. A nursing statien i
nursing laboratory is situated to the left as one enters the room, and dtegplae
student traffic from the medication room and the dirty utility room. The dirijyuti
room houses the laundry hampers and used equipment that needs to be cleaned prior to
reuse. On the walls in the nursing laboratory are mounted glove racks witlgvsinga
of glove boxes in them. Also mounted near each bed are a tympanic thermometer and a
sharps box that the students use to dispose of used syringes. A bedside tabls separate
each two beds,while over-bed tables sit at the foot of each bed along with stulfgyat
each bedside. Four sinks are located in the nursing laboratory: one in the diyty utili

room, one in the medication room, one next to the nurses’ station and one free-standing
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sink on the wall between the two private rooms located in the lab. A computer room in

the nursing laboratory houses seven computers situated on desks. Each computer has a

rolling chair by the desk.

Figure 3. Nursing Laboratory

Figure 3Nursing Laboratory. Nursing laboratory where quick writes were
written. This view looks from the bed area into the nurses’ station. Behind one do®r is t
traditional dirty utility room that allows for storage, laundry hampers, andiolgaf
equipment. Behind the other door is a traditional medication room where needles,
syringes and some medications can be locked up. The nurses’ station has a computer

printer and a desk, simulating a clinic or hospital setting.
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Figure 4. Nursing Laboratory Bed View

Figure 4Nursing Laboratory Bed View.The room holds five functioning
beds.Each bed is separated from the next by a privacy curtain. Within the cust@ae
is a sharps box, night table near the bed, a gloves rack holding three differeof size
gloves. Directly above the head of the bed is a tympanic thermometer, gngdosittop
of the bed are the electrical remotes to manipulate the bed in height and toe&isad
and legs of the bed.

All students did the quick writes as part of the class and teaching stratelgy,
every student received participation points for doing the quick writes. All stugkeves
written consent to use their quick writes as data and only one student refused to do an
interview.

The interviews took place in a conference room on the first floor of the nursing
building. The purpose for using the conference room was to establish a neutral

environment. The room contains a large table with several large chairs arowatalehe t

56



a white board, and two computers. The interview was audio-recorded for transcripti
and accuracy. The patrticipant was informed of the audio taping of the interview.
Participants were given copies of their quick writes and interview tratstoi review.
The participant was given an opportunity to review the transcripts of the intdoriew
accuracy and content.

Figure 5: Interview Room

1

Figure 5First floor conference room that was used for study interviews. This room
consisted of a white board that is not seen and two computer stations that are also not in
view. All of the interviews were conducted in this room because it was neutral ground.
Course Content
In the course Nursing of the Childbearing Family the content builds upon what

the students learned in the first semester. The course objectives ftinibéd course
are that students will

1. Discuss the dynamic structure and development of the family in contemporary

society as it relates to the childbearing family.
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Discuss the roles of the nurse in promoting, maintaining, and restoring the health
of families during the childbearing cycle.

. Apply the nursing process to promote, maintain, and restore the health of
childbearing families.

Describe the impact of culture on the nursing process as it relates to the
childbearing family.

Explore multidisciplinary community resources available to the childbearing
family.

Describe the professional nurse role in relation to legal and ethical issues that
impact the childbearing family.

Develop intervention strategies based on research findings that meet the unique
developmental needs of the childbearing family.

Develop plans of care to affect change in the health status of childbearing
families.

During this semester of the nursing program faculty build upon the knowledge the

students gained the first semester. Students are required to empksnaasst skills and

techniques they learned in the prior semester and to add specialized assqs=tifent s

to the childbearing family. Part of this specialized assessment déalabor,

postpartum (after birth) and newborn.There is an additional assessmentifaremadn

caring for the laboring mother, the students' additional assessmesgssiag the

contractions. Three assessments are needed. First is the frequency oirtbe uter

contractions. How often are the contractions coming? Second is the duration of the

uterine contractions.How long are the contractions lasting? Third is intendity of
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contractions. How hard are the contractions? Students are taught how toealculat
Montevideo units to determine if contractions are of adequate strength to caadmthe |
to progress. An added assessment is made of the client students cannot ssteis-the
The electronic fetal monitor lets the health care provider monitor the fetuseuvieart
rate. Students are required to assess for fetal heart rate aamedetize increase in the
fetal heart rate (FHR) above the base line. The students must assieseefoypes of
decelerations from the fetal monitor strip. The first is an early detielerarhe
waveform mirrors the contractions, it is usually within the normal range ell@@Meats
per minute (bpm), indicate head compression” (Davidson, London, & Ladewig, 2008 p.
632). The second type is late decelerations.“The waveform is uniform and emdkeaft
end of the contraction, it is usually within normal range of 120-130 beats per minute
(bpm), indicates uteroplacental insufficiency” (Davidson, London, & Ladewig, 2008 p.
632) and requires nursing interventions to resolve or delivery of the infant as soon as
possible. The third is variable decelerations. “The waveform shows sharp drops and
returns in heart rate usually in the shape of a V or W not usually in the normal rang
indicates umbilical cord compression” (Davidson, London, & Ladewig, 2008 p. 632) and
requires nursing interventions to resolve the decelerations, or, if unresolvedjvibe de
of the infant as soon as possible.

For the postpartum mother,assessment is best described using the acronym
BUBBLEHE.

B- Breast assessment is the state of the breast, breast milk, afitlisgfor
engorged breast. Students also assess the nipples of the breast to detdrayiragef t

everted or inverted, intact or cracked, blistered or bleeding.

59



U-Uterus assessment is to be palpated to determine location in proxithigy to
umbilicus and consistency, whether the uterus is firm or boggy. Also studests ifsse
the uterus is displaced to the right due to bladder distention and must know the
intervention needed to remedy the situation. They reassess the uteruseafter t
intervention for the location of the uterus.

B-Bowel assessment assesses the bowels; they are auscultatedetsdumals
and the client assessed for the last time of bowel movement. Many postpartugnsmot
do not return to usual bowel habits forfivetoseven days post-delivery. Studentsimete
from bowel assessment what interventions need to happen to help return the client to
personal normal bowel function.

B-Bladder assessment assesses if the client is able to empty her bladder
regular basis post-delivery. Many clients no longer feel the urgencyneteionce the
fetus is no longer on top of the bladder, which often causes new mothers to delay
urination long past the physiologic need. If the uterus is displaced to the right, this
assessment requires an intervention to return the uterus to proper positioniridgrs® tha
new mother can demonstrate after the trauma of birth to the urethra that she has the
ability to empty her bladder through the resulting swelling.

L-Lochia assessment determines the type and amount of bleeding post-delivery
There are three types of lochia the students need to assess. The first isdubra a
“named for the Latin word for red” (Davidson, London, Ladewig, 2008, p. 1042). It lasts
for the first twotothree days after delivery, should be moderate amount in flow gnd ma
contain a few small clots (Davidson, London, &Ladewig, 2008). The second stage is

serosa. It is “pinkish in color and last from three to ten days” (Davidson, London,
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&Ladewig, 2008 p. 1042). The last stage is alba, “the Latin word for white” (Davids
London, & Ladewig, 2008, p. 1042). The importance of this assessment determines if the
client is hemorrhaging or is having subinvolution.

E- Episiotomy or Incision assessment is located either on the abdomen if the
mother had a caesarean section or at the vaginal introitus if she had a vagies).deli
These surgical incisions need to be assessed for redness, edema, echyimagje, aire
approximation.

H-Homan'’s sign is an assessment that has been modified due to research and
determines if the new mother has a deep vein thrombus in her lower extremities.

E-Emotions assessment determines if the new mother is having infant &dchm
issues or issues with postpartum blues or depression that can lead to postpartum
psychosis.

Several additional assessments are added to the newborn above the usual
assessments. The first additional assessment is the Apgar score degipnéditginia
Apgar, an anesthesiologist, in 1952 (Davidson, London, & Ladewig, 2008). This
assessment determines the need for the infant to have cardiopulmonaryatsiscit
(CPR). It is done when the infant is one minute of age, again at five minutes afége, a
if need be, a third time at ten minutes of age.

The second additional assessment done on the newborn is the Ballard gestational
age to determine by physical examination of the infant what the gestatioradlthge
infant is rather than looking at the estimated date of delivery as thendeigon for the
infant's gestational age. Six neuromuscular assessments of matusgvancareas are

assessed for physical maturity.
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The childbearingourse has many ethical and personal issues tidsrds ofter
struggle oveduring their time in thclass. 8idents look at sexual practices, sexu
transmitted infections and pregnancy and the teahiaind social contex
involved.Sudents often have affective issues with this ceuBhe use of quick write
providesan opportunity for the students to grle with some of the affective conte
from the childbearing cour

Each of the students wrchis/herquick write on notebook paper and tur it in
for a participation grade. All of the students g@onsent for their writing to be data
the purposef this research projecStudents whaolunteered as participants in t
research study had their writing copied and kegtaasof the data collectior

Population

The population was drawn from the nursing schaadets enrolled at

Midwestern rual historically black college and university (HBCL

Table 1: Students by Ethnicity

Table 1Students by Ethnici: The demographic makeup of the students in tlognam

according to the demographic survey the studenmtgptzie«. They selfidentified asl
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(9.1%) African, 1 (9.1%MHsian, 1 (9.1%) biracial, 5 (45.5%) black, 1 (9.1Ff$panic, 1
(9.1%) other and 1 (9.1%) whi

Table 2: Students by Age
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Table 2Students by Ac: The average age of the students enrolled thigsten
was 25, withie youngest being 21 and the oldest being 31 yda@urs

Table 3: Students by Gender

M Seriesl

Male Female

Table 3Students b\Gender: For the junior class of spring 2011 the agnayphic

makeup was a total of 11 students, 4(36.4 %) naids/ females (63.6%



Table 4: College Attendance
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Table 4 Collegé&ttendance: The students were asked their educhstatas
according to whether thewerefirst generation college students, second gener
college studentsr if everyone in the familwasexpected to attend college. Accord
to the survey4 (36.4%) were first generation college studen{8644%) were secor
generation college students, and 3(27.3%) wereatgg@édo attend collec

The junior studentwere recruited from the Nursing the Childbearing Famil
course. Brposive samplir was used for this study. Tparticipantswer given an
explanation of the studyy a third party, not the teacher for the co,in orde to address
the potential for the perception of coercion of students. After a thorough explanat

of the studystudents wel given an opportunity to volunteekt that time alleleven
participants gave consent for their writing to laetf the data to be collected eten of
the participants volunteered to interviewed. Since the whole class volunteeredte

study, participants for the interviews were selédteough purposive sampling to refle

the demographic makeup of the particular ¢
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Ethical Considerations

There are, according to van Manen (1990), some shared assumptions in action
research:

1. The democracy assumption

2. The external knowledge assumption.

3. The reflection/action assumption

4. The change assumption

5. The teacher-as-researcher assumption.

To van Manen (1990) the democratic assumption for teacher research is the
thought that a democratic stance would be different from the authoritarian, sppes
controlling relationship usually associated with the teacher. This srplen that the
opposite of authority would not be democracy but instead would be pedagogy. To avoid
the above assumption ethically in teacher research,one must move from theadgmocr
stance to one of “agogical — learning from and with someone who can really deepen . . .
action-sensitive understanding” (van Manen, 1990, p. 153). In this stance the teacher-
researcher must have respect for the adult learner and a desire for atitaldearning
between student and teacher.

The external knowledge assumption for teacher research is the edief t
someone outside the classroom would develop a theory and that the teacher would then
superimpose that theory into the classroom. In teacher research, however, the
practitioner is looking at best praxis in the individual class setting. althstiethe theory
driving practice, it is the thoughtful reflection of the teacher reseatichecan add to or

develop theory rather than the other way around (van Manen, 1990).
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The Reflection/Action Assumption is van Manen’s (1990) answer to the
separation of theory and practice and that they can come from two differenbére
education, i.e., theory could come from the university educator and that practe® com
from teachers who are primary and secondary educators;however, van ants to
bring in what he calls “pedagogical thoughtfulness and pedagogicalgad4). This
means that the practitioner in the classroom is a better choice for findingrs® kot
pedagogical needs than someone not in the classroom.

The Change Assumption hinges on the idea of change, the always planning ahead
to take action. But for van Manen (1990) teacher research is looking back or reflecting
on teaching and what worked or what did not work. It is the act of teacheichessar
learning as much from their students as their students learned from them.

The Teacher-as-Researcher Assumption is that each classroom hasra prable
the researcher is going to solve that problem;however, van Manen (1990) wetmes tea
researchers not merely to solve problems but to constantly reflect over figeani
guestions." Meaning questions are those questions that help provide a deeper
understanding of the pedagogical stance. It is when teachers understarehtiing of
learning, reading or math from the students’ point of view that the purpose ofrteache
research can be acted upon in a pedagogical way.

Ethically, then, teacher research must be agogical, reflectiviell @matl engaged.
The research done in the classroom cannot be authoritarian and oppressive but instead
malleable, based on learning with, from and about the class of studentswith whom the

teacher researcher is engaging.
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The above matters are concerned with the ethical concerns of the tesnger d
the research in a classroom of students that some assume are a captioe aundie
because of the differential in power can make the research coercive. elichertdeals
with these assumptions before engaging in the research, it will minifme,gliminate,
the coercive component. Another safeguard for the students is the ethical otenistedi
the research component places on the study. The following safeguards were dame to al
minimize the coercive component.

The junior participantssubmitted their writing on a weekly basis to thercheea
and the writing of those participating in this study was included in data cotiestd
analysis. Confidentiality was ensured and pseudonyms were used when réderring
student work. Participants were given an explanation of their rights to wittidraathe
study at any time for any reason. Their participation in the research haxbact on
their grade for the childbearingcourse. All students in the class vepree® to do the
writing assignments and were given participation points for the classybowiee
students who volunteered to be a part of the study were also intervieweead thiethe
semester. Prior to the completion of this study and in order to add rigor tadle st
those participants who had volunteered were given an opportunity to comment on the
emerging findings and interpretations of the data they had submitted.

Each student’s participation was voluntary. A colleague, not the reseaeater,
a provided script explaining the study to ensure that students did not feel thite@atene
pressured in any way to participate in the study. As the teachercteselopenly
addressed any biases brought to this study as well as any type of irgltlecesearcher

had on the research participants (DiPardo, et al., 2006). Institutional Review Board
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approval was obtained from both Oklahoma State University and a Midwestern
University prior to any data collection.

Participants signed an informed consent document and were given contact
information for the researcher and the committee chair for this dissertathey were
informed verbally and in writing that at any time they could withdraw froenstudy
with no penalty.

Trustworthiness

Trustworthiness in quantitative research deals with internal and extelidélyva
Internal validity enumerates how the instrument measureswith accunatytuwntends to
measure and external validity indicates how the study can be generalized to other
populations. (Herr and Anderson, 2005; Nieswiadomy, 2008)Several criteria affirm
credibility in qualitative research. Some of them are use of well establiskearch
methods, familiarity with the culture of the organization, random sampliaggtilation,
tactics to ensure informants honesty, peer scrutiny of research and mbaeder ¢
(Shenton, 2004). Lincoln and Guba (1985), however, list credibility, transferability,
dependability, and confirmability as their criteria for trustworthinesastl€ (2012)
states,

e Credibility- How believable is the study and is the data authentic?
e Transferability - Are the study results applicable to other situatigqs&litative
results are not considered generalizable, but some results might be atalesfe

and that determination is made by the reader of the study.

e Dependability is an adequate description of the research procedure so that others

can determine the trustworthiness of the procedure.
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e Confirmability - Adequate documentation and rich description of data are given
so others can confirm the results by evidence given.

Table 5 Trustworthiness

Component Research
Credibility Quotations from quick writes and interviews
Transferability Quick writes can be used in a variety of courses, for a

variety of results. Some results being building
community, sharing information, and determination of
information base.

Dependability Thorough description of research procedure given in
report.

Confirmability Quick writes and interview responses quoted

Peer Scrutiny Had two educators look at interview transcripts to confirm
apparent themes

Member Checks Research participants were given copies of quick writes

and transcripts of interview to determine if data was
accurate. Every participant said information was correct
but was appalled at his/her spelling.

Table 5: A summary of how trustworthiness was accomplished in this qualitaitye st
Data Analysis

The participants’ written work was read and reread aloud by the resgavbbe
listened for language and the story. Van Manen (1990) talks about three apptoaches
isolating thematic text: "(1) the wholistic(sic) or sententious apprdagihe selective
or highlighting approach; (3) the detailed or line-by-line" (p. 92-93). The quit&swnr
were analyzed using the holistic approach to look for lifeworld knowledgetdioaiat
evidence that the participants share. The data was read three timespogmg to the
second thematic analysis. After the third reading the researcher thehediilve
highlighting with the fourth reading. A fifth reading was done after the linitia

highlighting was done to determine if the selective highlighting was complédte next
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reading was done line by line, carefully looking through the text and the highdjgat
determine content and themes. The writing assignments used all three apgrotwhes
analysis of the writing the participants submitted and were used to detemengeat
themes. From those themes the teacher-researcher continued to analytze tbekitzg
at common and individual themes. Those themes are presented in a paradigmatic
structure.

The data was then placed in tables to determine frequency of themes, to record the
frequency of reading aloud and to be thorough concerning the data in a visual format.
The interviews were transcribed word for word, and then read over seversligiiar to
analysis. The transcribed interviews were also shared with two colteagsiengthen
trustworthiness by comparing the themes recorded by the colleaguesitertiews
were then highlighted for themes and understanding of content. The results of this
analysis will be reported in the next chapter.

Summary

This chapter gave a glimpse into the content that nursing students in the Nursing
of the Childbearing Family are studying. It described the settingllyisisawell as
verbally, and it gave a demographic description of the population that took part in this
study. Teacher research, ethical considerations and trustworthinessdderesed in

this chapter. The broad view of the methodology of this study was also described
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CHAPTER IV

FINDINGS

"This is what it means to dwell in the space of the text, where the desire for
meaningfulness lead¢van Manen, 2006, p. 719).

In this chapter data and the theoretical framework will be linked together and the
two research questions will be explored as the data is reconstructed for untlilegsta
Van Manen looks at lifeworld through four lifeworld existentials, while Ekeberghsvie
the lifeworld through three attitudes.

Lifeworld Existentials

Four elements are connected to lifeworld. They are lived space, liveditietk, |
body and lived human relations. Each of these elements will be considered for a better
understanding of the theoretical framework.
Lived Space

Lived space is the place where each of us dwells. Some of us dwell in the lived
space with knowledge of the space and others live oblivious to the lived space. Lived

space is a hard concept to verbalize because we often do not reflect on it, “yet we know
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that the space in which we find ourselves affects the way we feel” (vamVIES&0,p.
102). The space in which we live can drain us of all of our energy or it can energize us.
It can be a place of joy and healing or it can be a place of depression. The liveed spac
depends upon one's actions; however, most people only react to the lived space rather
than reflect and then act in the lived space. Van Manen (1990) states that “livedspace i
a category for inquiring into the ways we experience the affairs of ouioedgy
existence; in addition it helps us uncover more fundamental meaning dimensiwesl of i
life” (p. 103). For example, when one finds herself in a church, the place oftateslict
expectations or actions. If onefindherself in a hospital, classroom, courtroom or dance
studio, the space itself dictates action, behavior or life.

Because where the student learns is important for the purpose of this study, the
learning environment was altered. The classroom space was used only fordsieng t
and the nursing laboratory was used for instruction, simulation and for writing and
reading aloud the quick writes. This lived space allowed the students to gather around a
table in a face-to-face encounter rather than looking at the backs of héadsas
traditional classroom setting. The table in this lived space was a plabe &tudents to
have a writing surface but was minimized as a means of separation of students and
instructor. This lived space also was conducive to interaction among stucierifst
student/instructor and student/content and simulation or hands on learning in a laboratory
setting. Although the nursing laboratory is larger than a classroom, itslitasetting
added to the students' learning space and the anticipation of a more interacting lea

environment.
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Lived Body

The lived body, according to van Manen (1990), is “. . . our physical or bodily
presence we both reveal something about ourselves and we always conceahgahethi
the same time—not necessarily consciously or deliberately, but rathéeifsp
ourselves” (p. 103). How the students present themselves in the learning environment
reveals something about their personhood. Where they choose to sit, by whom they chose
to sit and their body language in the classroom often reveals or conceals things about
their lifeworld. We alter our lived body experience by our appearance. niuene
dressed in casual clothing for the class and writing experience but wanedeto wear
professional dress for all clinical settings and business casual drebpfesantations.
Even dress or dress code played a part of the lived body experience.

The lived body is the actual physical presence of each person in the diass. T
physical presence of the students settled into a part of the lived spasgesssstook
ownership of specific physical placement in the learning environment, eaghiagsi
himself/herself to a specific place around the table. The students would ofted e
physical presence to include their notes and/or textbook as part of their physssaice
in the class. Students in the class were ethnically diverse, but it was rart thstclass
that in this room the ethnic majority was now the minority and the ethnic mimagy
now the majority. During simulation in the laboratory the “ modality of beiagh (

Manen, 1990, p. 104) was often under scrutiny as they participated in situations where
they would put into action things they had read the night before andhad been only theory
or words on paper. In a simulation experience, however, the theory became important

pieces of the care of either a laboring woman or a newborn child. What had begn simpl
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a definition of a term was now embodied in role play with actual physicality mkma
or client. The students' lived body now began to take on the meaning of acting out in the
classroom, as well as the clinical setting, what it meant to be the & classroom
the lived body was their taking part in the care of the simulator, who responded agcordin
to the care students gave. In the clinical setting students dressed likssjmadl nurses
and they responded to the clients by giving hands on care as well as thinkindgy tamdug
acting on their pre-planned care plans.
Lived Time

Time is a social construct as we mark off seconds, minutes, hours, days, weeks,
months and years. Although this marking off of time seems inevitable, shei@e to
lived time than just its passing, but as individualswe interpret time and itagpass
differently.“Lived time is subjective time as opposed to clock time” (van Manen, 1990, p.
104). It also encompasses the concept of “past, present, and future... of a person’s
temporal landscape” (van Manen, 1990, p. 104). It includes who studentsarenow
asrelated to all past experience that left their traces on their personhoggiastban be
altered under the influence of the present or the influence of the future. Thestodent
this study bring who they are now with an understanding that a professional education
will have a profound effect on who they will become. From the first semester the
students were aware that lived time in the present was going to be consurnety/land
preparation for class,that their experiences from being in college and haire¢jrae
would be changed as they became part of the nursing profession. Would their past be an

asset to this altered existence or would it be a hindrance? Would their dedige for t
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future help the students in the challenges of learning that now were a part of their
present?

For the purpose of this study, the lived time for the students was total immersion
in one clinical course at a time. Monday through Friday for six to eight hours of the day
time was dedicated to experiencing only the childbearing class. Thatsthae to
configure their thinking and their use of time in and out of the classroom into an
immersion in the material rather than just an acceleration of the sem&stémation to
this alteration to their lived time was an adjustment that the students strugijled w
first;however, as the semester progressed the students apparentpledcemake the
necessary transition.

Lived Human Relation

Lived human relation impacts the social sense of the interpersonal spameethat
shares with those around him/her. It is in those interpersonal relationshipwsetzae
able to develop a conversational relation which allows us to transcend ourselves” (van
Manen, 1990, p. 105). Students develop a semblance of a community that has a duality
in education. There is the relationship that they have as peers, which demonstrates it
own rules and boundaries, but there is also the relationship that students develop with the
instructor that embodies a different set of rules and boundaries. Balancidgatiig is a
challenge for both student and instructor.

In the educational setting a duality exists in the lifeworld: the cglship
between student and student and student and teacher. In the lifeworld space the
researcher attempted to alter the perception of the teacher's standingramthia

students, separated from them by lectern and student desks, and to alter the
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students'ability to place added distance between student and student and student and
teacher by purposely scattering students around the room. Lived human rel&mons se
be affected by perceived approachability. Sitting around a table mdaiptha space to
use it as a method of inclusion, and it also helped with human relations. The previous
existentials of lived space, lived body and lived time were an integral dartdhuman
relations. The alteration of lived space took away many of the built-in Isaofiéne
classroom to lived human relations. The alteration of time, having the class tagethe
learning environment for the extended time of six to eight hours, built into the lived
human relations, and the fact that the students were physically presentlinitHée
setting, relying on one another in simulation situations, was a human relation.btilee
relational act of sharing their thoughts and feelings through the written wdneegbal
reading of their quick writes also demonstrated an expression of lived humameelati
The four existential parts of lifeworld supplemented the experience of the quick
writes. Altering the classroom space made the experience more ineerdbe extended
time allowed the students more exposure to one another which built more into the
relationships among the students and between the teacher and students. The presence of
students with their combined lifeworlds and cultures also impacted the space.
ThreeLifeworld Attitudes
The following three attitudes also contribute to the lifeworld for the stadéihe

natural attitude is life as it happens every day, the conscious recognition afrttie w
around them. Reflective attitude is the rare but needed attitude to leariféraanld
experience and make it less common and more visible. Finally, it is the open-minded

attitude that allows the student’s dissonance with what is and what could be to allow
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construction of new knowledge. For this new knowledge to build there must be a
“secure and safe atmosphere, where ...students dare to express the thoughlisigsd fee
that emanate for their reflections” (Ekebergh, 2007 p. 336-7).

Reflective Attitude

According to Ekebergh (2007),

Human consciousness is, according to this theory, always directed towards
something else than itself, which means that it is directed towards objects, both
concrete and abstract. The objects are always experienced as somethimg, whic
means that we always experience something with a particular meaning. (p.333)
Reflection does not happen during the lived experience itself. Reflection occurs

when one can slow down long enough to look back at the experience outside of the
experience itself. In that reflective opportunity come meaning and untirsga Quick
writes enabled students to reflect on many areas that in the past had just beethgiart of
everyday natural life, and because of this immersion the experience hacedlkeur
meaning from the individual.

For the purpose of this study every quick write took experiences diremthytire
students’ natural world and gave them time to reflect on those experiences. dfaph pr
was pertinent to the course but also touched the lives of the students and because of the
reflection brought the students to a new awareness of themselves, their thinking and
sometimes their biases.

Natural Attitude
The security of the routine in life, life as usual,however, in the daily routine

learning is possible. Ekebergh (2007) defines the natural attitude as “ityaotwhich
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humans are completely directed towards, immersed in, and absorbed by the activity
the being of the moment” (p. 333).Schutz and Luckmann (1989) state, "In the natural
attitude, everyone takes it for granted that other people live in the world, experjence it
and act in it 'exactly as | do™ (4). If lifeworld is left in the natural et of life in
action, it will remain elusiveand not scrutinized. The natural attitude iadifehappens,
and if it remains only life as it happens, many of the learning moments could or would be
lost.
When humans experience various phenomena in the world, they already have a
meaning for them. Through reflection we work with existing meanings, value
sets and approaches. We discover and reconsider new versions of our experiences
and our attitudes. The reflective experiences will be structured in consciqusness
but what and how they are structured depends on earlier experiences. From this
perspective it is obvious that the individual learning starts in earlierierpes,
which is the base for the individual understanding. Accordingly the lifeworld is
the platform for learning and through reflection the learning process atattis
continuously ongoing. Consequently, learning must always be understood in
relation to the individual and his/her experiences added to the learning.
(Ekebergh, 2007, p. 333)
The natural attitude must meet the reflective attitude for an eveeygayience to
become a learning encounter; otherwise,they remain only happenings in life.
The prompts in this study were designed to tap into natural attitude expgrience
for many of the students. The males and those female students who had not experienced

pregnancy or childbirth, however, had to rely on vicarious experiences or cohtextua
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encounters for the basis of quick writes. The prompts related to gender, pattatxpe

of nursing school and sex education were in the natural attitude for all the students.
Other prompts dealt specifically with pregnancy, babies, parenting aedtaiions of

the baby. Female students who had never experienced pregnancy and males, who also
did not have any lifeworld experience to draw upon, had to rely on borrowed learning or
textual learning.

Open Mind Attitude

In the lifeworld context the open-mind attitude is

...to be able to acquire new knowledge. The students must be ready for leaving

‘truths,’ taken for granted, which are not replaced with absolute truths, but

through a conscious reflective act the knowledge becomes a new taken fadl grante

knowledge. (Ekebergh, 2007, p. 336)

Open-minded attitude requires being open to new ideas and to be able to see
beyond the present situation in order to see the big picture. It also means being able
distance oneself from the natural attitude of the lifeworld and, with opennessalitebe
to observe outside of what is obvious and look beyond what is taken for granted in the
world Open-mindedness includes receptiveness to new experiences, the possibilit
being incorrect, knowing one's assumptions and bias and being able to maintain an air of
curiosity in regards to learning (Ekebergh, 2007). Students find the open-minded attitude
to sometimes cause chaos as they reflect on previous assumptions to thebe mmghe
than one truth. It is this cognitive dissonance that happens when theory meets practic

a student's experience that can lead to a deeper understanding (Ekebergh, 2007).
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Quick writes allowed the students to reflect on their natural attitudes or upon
textual facts they had acquired, but it was the voluntary reading aloud of tholse qui
writes that gave the space for open-minded attitudes for students to riskdesvaut
themselves, sharing themselves and learning from others who were waillisg t
sharing themselves.

Promptsand Themes

As stated by van Manen (1990),

...themes are not objects or generalizations; metaphorically speaking¢hey ar

more like knots in the webs of our experiences, around which certain lived

experiences are spun and thus lived through as meaningful wholes. Themes are
the stars that make up the universes of meaning we live through. By the light of

these themes we can navigate and explore such universes (p. 90).

After immersion into the quick writes there appeared several themes,stinecttoémes
were seen in multiple prompts, while some were explicit to single prompts.

The prompts were directly related to the specific subject matter addiragbat
particular class. The prompts were broad enough that the students could cdmsitruct
quick writes as broadly or creatively as they wished. The students were given
opportunities to read their quick writes to the class on a voluntary basis; however, the
researcher read every quick write she wrote, but only after all the students w
volunteered had read. The prompts were

1. What | know about pregnancy
2. Sex Ed Who/When/Where?

3. What does it mean to be Male/Female?
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4. Pain that comes and goes
5. What | know about babies
6. What | expect from nursing school
7. Did you meet my expectations?
8. What does it mean to be a parent?
For the above prompts the following themes were identified:

Table 6: Common Themes Used in Quick Writes

Percent of Themes in all Prompts

Baby

Spiritual/God
Consequence/Challenge
Time

Pain

M Percent
Course content

Emotions

Parent

Expression of self/others

0% 20% 40% 60% 80% 100% 120%

Table 6: Common Themes Used in Quick Writes. After deconstruction of the
quick writes, several themes emerged. These themes were course crptessi@n of
self or others, emotions, pain, parenting, time, consequences/challengeshilthbgd
spiritual/God.

To uncover the thematic statements took several readings. The most prevalent
theme was the expression of self or others. In the quick writes the provesinded

consistently. The more personal the writing, the more prominent this expression

81



thestudents' involvement was apparent in the reflection. Occasionally studefdsuse

such pronouns asmiee my, you, you, their, they, we them someoe, himher, myself

and/or actually mention another person like huntatoy or children The pronoun usage

determined the closeness of the expression of self. When the participantsnesadd
my pronouns, it was an expression often of their natural attitude, and just the act of
writing helped them with the reflective attitude.

The theme of emotions was expressed these terms: joyous, horrible, blgssed, cr
or crying, loved, wonderful feeling, worry, tears, emotional issues, greatgelbpes,
fears, great pride, disappointment. These expressions were seen in fiendiffer

prompts: "What | know about pregnancy,"'Pain that comes and goes,"'What | know
about babies,"™What | expect from nursing school," and "What does it mean to be a
parent?" Emotions are often a part of the existential of lived human relatioriseaad t
expressions were used when the participants were talking about infants ansl parent
Emotions were also attached to the relationship between self and a concefitalipeci

pain and nursing school. In different responses various emotions were displayed.

Emotions were expressed in the prompts "What | know about pregnancy,"'Pain that

comes and goes,""What | know about babies,"'What | expect from nursing
school,""What does it mean to be a parent?" For students to have a safe environment
where reflection can evoke and allow the expression of emotion is just as mutbfa pa
education as impersonal facts.

Parenting was not only a theme, but it actually encompassed a whole quick write

The concept of parenting was noted in the following prompts: "What | know about

pregnancy,"'Sex ed who, when and where,"'What | know about babies,"'Did you
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meetmy expectations?" and "What does it mean to be a parent?"The studettis used
actual word parerur alluded to the concept and role of parenting. It was not a surprise
that parenting was a theme considering the nature of the course. For four of the
participants the idea of parenting was a very prominent part of theiofigand their
natural attitude, but others wrote from observation of their own parents or friends who
were parents.

A host of other subthemes weaved their way through several quick writes. The
theme of time referred to both actual and lapsed time and often was egpnesse
relationship to pregnancy. Pain was the concept of discomfort often associated with
pregnancy and specifically with the labor process and the birth of the baby uOeet st
actually connected this concept simply with being female in the prompt "Whait does
mean to be male or female?" Course content was a theme often seen because the
participant did not have personal experience with the subject of a prompt. When the
theme of gender was mentioned, the teacher-researcher had an opportetyapssor
misconceptions the students might have about the content. Consequences/challenges
showed up in half of the prompts. The participants would use the term chailelisiea
consequence of some action. Spirituality was expressed as a theme witlasiee‘ahr
gift from God” or "OMG" (Oh my God) and was seen in fifty percent of the prompts.
The teacher-researcher did not mention her own spirituality in any of the pyduiptise
students felt the freedom to do so. Baby/Child is the last common theme. The
terms"baby" or "children"were used. Themes were chosen on the baswesfston or

implication. Every theme which appeared was not included in the summationdecaus
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some themes were expressed in three or fewer prompts. Some themesavere al
exclusive to particular prompts.

The results here relate back to theory and to the literature review. The students
expressed many themes in the quick writes that related to lifeworld trethgya
expressed in their writing either their natural attitude or their refleatitede. During
the interviews they often expressed the open-minded attitude. The intersppmses
demonstrated several connections to the literature. For example, van Manengi®90) s
that “writing teaches us what we know” (p. 127). Time after time the studenézighay
did not know they felt a certain way until they had an opportunity to write it down.
Ekebergh (2007) stated that lifeworld theory is based in learning and reflectifg on |
experiences, and the quick writes gave the students the opportunity to reflect mmlife f
an educational perspective within their lifeworld. The quick write related tadheory
than expected. The interview participants expressed enjoyment of the axdtiviijing
and reading because it gave them a voice and thathearing from others suddtdatiat
feelings. They expressed a value in doing the quick writes and said that shey Wiey
had done more. These participants validated the teacher-researcheg'®thaick
writes as an educational tool and even enjoyed doing them.

Interpreted Themes
Gender

In nursing we meet people at their most defenseless places, usually thressh i
or tragedy;however, in OB there is the promise and hope of another generatian.Due t
television, we have become "peeping Toms,"removing the sense of awe fronswgnes

a birth. Every year the students mention in class something they observed from a

84



televised account of a birth @irth Story however, their observations are not a true
understanding of the nurse's responsibility at a birth and this is what is needgmhEver
is aware of his/her gender at some level, but never is gender more showcased tha
OB when the family announces with enthusiasm "It's a boy" or "It'd.& gir

Because of the nature of the class, gender and gender differencegscaially
evident in this particular environment and clinical setting. Nursing today is a
predominantly female profession. Although males are becoming a part of thespmofe
they are definitely the minority (Bell-Scriber, 2008; McMurry, 2011). Stheespecialty
of Maternal Newborn Nursing is composed predominately of femaleshargemothers,
male students struggle with being able to comfortably perform many of imaiat
assessments that must be done in this nursing specialty. One of the early daick wri
prompts was “What does it mean to be a male or female?” The students weremot give
more direction in the prompt and their responses were more about course contém than t
male/female issues of being the nurse. Participant A (male) responded:

A male has roles to perceive such as the head of the house, and sometimes the
provider.

The male is a unique figure that has to have a female to feel supported

(Participant A, quick write to author, January 24, 2011).
This participant alluded to some of the traditional roles of a male in sociegabeia
less traditional response when he stated that only sometimes is the matevitdher pr
which is now more of a reality in his lived time. The teacher-researclseswiarised by

his response when he wrote “has to have a female to feel supported.” The pédicipa
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use of the phradas to haveather than the wordvant" and the use ofo feel supported
rather thantb be supportedseems to imply a different dynamic between the sexes.
One of the shortest responses in the quick writes occurred with this prompt when
Participant B responded, “God’s creation & a way that another life could be brought t
the earth” (Participant B (female), quick write to author, January 24, 2011)isTas
an excerpt but the entire response. This participant’'s short answer seemad&d be
gave transcending value to her understanding of being female. This response differe
from Participant A in that no mention of the opposite gender was a part of henafinit
and even though it takes two to procreate, she did not mention the part the male plays.
Participant J wrote,
| am not exactly sure what it means to be male besides the fact they lenentif
sexual organs than females. As a female you have to go through the experience of
a menstrual cycle and if you choose the experience of child birth. (quick write to
author, January 24, 2011)
This participant recognized the physical difference by genitalia but didexion other
differences because of her limitation as a female; she could not really™kmaeness.
She was explicit about women's universal experience of menstruation but notéuldhat c
birth at some level was a choice for a female. Perhaps this, too, was asexpoé this
participant's lived time. Many in this generation have the idea that batbhsice and
no longer a consequence of sexual activity.
Personal Experience
Participants revealed what they knew in every response to a prompt. These

responses were sometimes related to personal experience and somsttiteds
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tovicarious experience. At times it was strictly what they had redwekibdok. In

response to “What does it mean to be a parent?” participant F revealed a personal
experience with parenting, “It definitely means balancing out priorgietsing out

schedules and maintaining a positive attitude or you can possibly go craok \{giie

to author, February 22, 2011). Participant F is a student who has personally experienced
single parenting and is caring for three small children ranging in agesfromonths to

five years old. Her experience added a perspective for other studentamoipinion or

fiction but from her lived experience. This student read her quick write to the class
knowing that not everyone knew what it meant to be a parent even though they had
parents.

Some of the participants did not have much natural attitude to draw upon when
they were doing their quick writes, so they revealed their knowledge not from gersona
experience but from what they had read in the textbook. According to the quick write
“What | know about pregnancy,” this response was given: “unison of sperm and ovum,
weight gain, post-partum, cessation of menstruation cycle, woman carryaiyy dor
forty weeks” (Participant C, quick write to author, January 18, 2011).

Participant C is a male student and he will never experience pregnancy, but he
was aware from the textof several things that scientifically waeific to pregnancy.He
chose to write a list. His list had eleven items, but not all of the itenesaoerect
because also on his list was “baby growing in the placenta” (Participaic® write to
author, January 18, 2011). The baby grows and there is a placenta, but the baby does not
grow in the placenta. The placenta is a unique organ specific to pregnanattathed

on one side to the mother’s uterus separating the mother’s blood from the baby’s blood,
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andon the other side the baby is attached to the placenta by the umbilical cdidwisat a
nutrients and oxygen to be transported to the baby. Then the baby’s waste products are
transported back to the placenta and ultimately to the mother’s blood stream where the
can then be excreted.

Theoretical Learning

Even for students who were drawing on book knowledge, the quick writes
revealed a place where the need for more information and critical thinkirdyamtdiko
their educational experience. Participant C did not choose to read his quick write
aloud,but he was still able to have a voice through his writing that could and would
enhance the learning experience for the other students.

One participant shared her vicarious learning in the prompt “What | know about
pregnancy."She wrote,

| personally have never experienced it before but | will someday. But what |

know is what | hear. It's painful...There are many scary moments as wkal. Li

having it early... The baby can die or survive with damages. (Participant D,

quick write to author, January 18, 2011)

This participant shared what she has heard from others' experience in her
lifeworld, but even with the “scary” parts she still voiced her plan to becomeagireg
someday. She knew that although most of the time obstetrics is anemotionstinsat
place, it doesn’t always have a joyful ending.

Knowledge Owner ship
The quick writes were intended to give students the opportunity to re-own their

knowledge in a more intimate manner (Nagin, 2006). Before re-owning something
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onehas to discover what he/she knowsby removing filters. So many times stadent
with the assumption there is a right or wrong answer, and students filter thrioggh
that assumption. Through that filter students donot realize that it is through thespwbce
learning that they come to an answer and that there may be more than one cawvesct ans
rather than "the correct answer."The filter of right and wrong answgrstione example
of filters students and teachers may have that they are unaware of havingpnEver
filters through his/her own personal historical grid. Quick writes elitaingany barriers
that hinder students because no one can tell someone else that what he/she thinks is
incorrect. The filters that students use when doing traditional writing appea they
have the opportunity to rewrite, revise and edit their writing, therefawialy the writer
to remove the missteps, the incorrect way to say something, or the opportunity to
"thesaurus their way" to scholarly writing. When the participantsedesiy the correct
answer it cheats the class out of good opportunities to conceptualize about unique
answers or perspectives.
Participant H’s response to the interview statement “Describeeyqarience
with doing quick writes” is an illustration of re-owning knowledge. She stated,
The quick writes were definitely a joy to do and they also when writing them |
had a few emotions come out that | didn't know about a specific subject that | had,
so it kind of opened up my eyes to how | feel about certain things. | can't
remember anything specific but | just know that after writing my quictesti
was like | didn't know | felt that way really about that but | guess | do. I8odt
of helped with my bias against something because you know as a nurse that has to

go out the door. (Female 3, interview by Lynnie I. Skeen, April 27, 2011)
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For participant H, the quick writes helped reveal what she thought or felt because
she was not hindered by her normal filters. When one has only five or ten minutes to
express thoughts,there is no time for revising or rewriting. What is insidiyusaraes
out. Itis when one re-owns the unfiltered information that he/she can selé¢tbwlba
with that information. Participant H re-owned her knowledge as an opportunity for
preparation for the future and a place to measure growth. It is when one can adkyeow!
his or her own thinking and biases that it can be determined to keep them, taame
or discard them. Until one knows they are there, the person continues in his/her biases,
oblivious to them and often unaware they are there.

Participant G’s response to “Do you think it will be helpful in the future to
continue being able to do quick writes?” reveals something similar.

And you know your biases as well and know how you think cause that's important

to know how you think then you know how you are going to do things and you

can better prepare yourself for future circumstances whatevemidngye and |

think definitely the quick writes show you kind of like your thought process and

how you think about certain things and then as you continue to grow...And so |

definitely think the quick writes are a good thing just so you can know how you
think and how you feel about certain topics. (Participant G, interview by Lynnie

|. Skeen, April 26, 2011)

This participant also agreed with van Manen (1990) about writing being the way we
know what we know. These quick writes were affixed more in the affective dobugin

they have been used strictly to encounter course content (Cliadas, 2010; Green),Smith |
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& Brown, 2007; Mason, Benedek-Wood, & Valasa, 2009; and Mason, Kubina Jr., &
Taft, 2009).
Critical Thinking

A handful of things in nursing entail rote memory; for example, students need to
know normal ranges for vital signs and normal ranges for basic laboratoggybaut
beyond that they need to know what it means when someone is outside those norms and
what course of action totake when someone is outside those norms. That piecalis critic
thinking! Critical thinking is essential to nursing students and nurses in ordéeforto
be able to give efficient, competent care to their clients (Marchigianogedé&ljHarvey,
2011; Mun, 2010). Nursing students need to improve their critical thinking to pass the
national standardized test after graduation and receive their regjistese license. To
do this, nursing students must get beyond rote memory to be able to apply and synthesize
their learning and to be able to successfully navigate the testing fusuree

Perhaps Participants | and E had not yet made the transition from rote memory
critical thinking,based on the following responses:

Student I's response to the quick write “What | expect from nursing schoo|” was
“l also expect my nursing school to be my advocate understanding and concerned about
my well-being. | expect my nursing school to respect me and | respect.them

This participant’s basic understanding of the institution of school may be over-
reaching when he wants the school to respect him or be concerned for his wellHbeing.
is unclear whether or not he was referring to the faculty. Perhaps ratheisthag
criticizing faculty, it was easier to refer to the institution of the nursatgol. Or did he

mean those persons, students, staff and faculty that make up the school of nurseng?Ther
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needs to be mutual respect between students and faculty to help foster learning, but
learning needs to be accomplished by the student.

Participant E’s response to the same prompt was, “I want my teacherditthieac
things | need to know to become an exceptional nurse...” (Participant E, Quick Write to
author, February 16, 2011).This participant seemed to be expressing a desire for the
teacher to be the only one responsible for giving information so the participbloé wil
able to regurgitate that knowledge back on a test. Have these participantsygome be
rote learning?

Participant A had a different response:

What | expect from nursing school is to obtain knowledge about health and

techniques that only use when needed. | expect it to be challenging and also good

and bad times. | expect nursing school to be an opportunity to become a stronger
person mind wise. | expect nursing school to make me a better critical thinking.

(Participant A, Quick Write to author, February 16, 2011)

This participant seems to believe that skills and critical thinking arg afgae
learning and that teacher and the student are in the task together.

Participant G’s response to the same prompt was,

| expect nursing school to prepare me for my career as a nurse, and to equip me

with all of the skills to be a successful, competent nurse. | know experience in the

field will help develop my skills, but | want nursing school to teach me the theory

& reason for doing what they do. | want nursing school to challenge my way of

thinking and teach me problem solving skills. (Participant G, Quick Write to

author, February 16, 2011)
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This participant also expressed the understanding that nursing was more than rote
memory but required hands-on skills and problem solving that go beyond traditional
learning from previous classes.

Participant C expressed his ideas about critical thinking and the quick wrikes in t
interview as follows:

It affected me pretty much because it gave me a reflection of vahnaekpecting

to meet when | go out there as a nurse. For example if | can remember we had t

write a quick write about our experience with pain and that gave me a good

experience that whenever a patient is in pain he or she needs attention so | think it
gave me a good experience that | will apply when | be a nurse. (PartiCipant

interview with Lynnie I. Skeen, April 27, 2011)

Participant C did not only re-own his knowledge in a more intimate manner; he
was applying his quick write to his future, using critical thinking to make caoionsc

Results

The use of quick writes was a creative method for students to connect new
learning with their established scaffolding of previous knowledge. The objectilris of
research is to observe the use of quick writes in the nursing classroom. Coupling the
writing with reading aloud, the researcher was provided through the quick anmites
opportunity to observe and reflect on connections in the classroom of students with
students, students with teacher, and students with content. The themes from both the
quick writes and the interviews reveal the connections between the writing and the
reading from the student's perspective as well as looking through the lens of the

researcher.The spring semester was accelerated into an eight-weskesevith the
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students attending the classroom two days a week, testing one day a week aniddhe cl
component one day in the community setting and one day in the inpatient hospitalsetting.
The students had one-week preparation in the laboratory prior to the clinical.

Obstetrics (OB) is a specialized experience for everyone involved, whethe
instructor, student, patient, parent or baby, because of its intimacy and theerikde
everyone has when witnessing new life. The OB department is a fast-patethate
embodies pain, uncertainty, struggle, bodily fluids, vulnerability and nakedness. The end
result has the potential of bringing great joy or immeasurable grief.

Because of the nature of the course several categories were afoensalf the
data. The common themes that were prominent early in the analysis came from the
words the students used repeatedly in their writing. After continued immersion in the
data, there were themes through interpretatitire fheaning...emerged through data
analysis through interpretation” (Patton, 2002, p. 478).

Student Recommendations

The act of writing preserves a snippet of time, thought and feeling. # tyiee
writer an opportunity, if he chooses, to look back to see if there was growthni®r if
opinion changed, or if he was able to do something with the bias he discovered.

From the interviews the participants expressed the idea that to revisiicke g
writes could show if there was growth or change:

Participant G, in response to “How | could do quick writes better,” said,

Okay, I think we should do more of them. And | think we should keep track of

like keep track of ones that you did this time and then after the class like maybe

later on in the class or after the certain topic is discussed like write alagaint
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and see what else they could add to it or how they have changed their perspective

| think that would be good idea cause like after going through the course and like

| could see | am now developing how | feel about these things but at the time
when | was writing them | didn't know much. You know like | didn't have much

to write about so | think more of them and revisiting previous topics would be a

good idea too (Participant G, interview by Lynnie I. Skeen, April 27, 2011).
Participant C’s response to the same interview question was,

To me it is helpful and what | can recommend to have more quick writes because

these quick writes they reflect a lot to what we are doing or did in clasgafo |

recommend you give two quick writes at a time maybe in the beginning of class

and at the end of class. (Participant C, interview by Lynnie I. Skeen, April 27,

2011)

One participant wanted considerable time between the quick writes, and one
wanted it done before and after the information was given. Nagin (2006) thizit¢ust
revisiting what one has originally written shows growth, but the participarivesli
revisiting the prompts or writing before and after the class is necdesagasure any
growth. All three suggestions have value with the incorporation of quick writes.

Reading Aloud

The act of writing cannot be devoid of the act of reading aloud. When a person
readshis voice and inflection help reveal the meaning of what he writes aOfteter
self-corrects as he reads, realizing that the pen did not keep up with the tlovdgftts
out small words needed to make the sentence or thought flow. Reading implies there is

something to say, something that needs to be heard and is not just words on paper.
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Reading, however,involves risks—risk of disclosure, risk of exposure, risk ofsmitici

Yet there are benefits to reading aloud. One such benefit is that afiegheaat others

have said one might discover a connection or kinship that, if the reading was left unsaid
would have been missed. The reading shares information, ideas and feelingsithat oft
strike a chord with others. With the marriage of these two activities Wweestisome
participants not willing to risk reading because, for them, the risks outwetighed

benefits; yet others felt it worth the risk and read multiple times.

Table 7: Reading Aloud of Prompts perParticipant

Pregnancy | Sex Male/Female | Pain Know Expect Meet Parent
Ed Babies | Nursing | expectations
school
A
B Yes Yes Yes Yes Yes Yes
C Yes
D Yes Yes Yes Yes
E Yes Yes Yes
F Yes Yes Yes
G Yes
H Yes Yes Yes Yes Yes
| Yes Yes Yes Yes Yes
J Yes Yes
K
R Yes Yes Yes Yes Yes Yes Yes Yes

Table 7: Reading Aloud of Prompts per Participant.Records each prompt and which
participants read the prompts in the class room.

This table shows that some participants began by reading (like participlnt tbr
whatever reason they never read out loud again. Yet other participants like B, H, and |
initiated reading and continued letting their voices be heard; they wanted tadbe hea
Some participants were selective when they read and did not read often buingtitl wa

their voices heard on specific topics. One participant waited to do his only readiing
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next to the last quick write. The participants read only on a volunteer basis, but the
researcher wrote and read every quick write, hoping to show that she valued tige writi
and the reading equally. The guestion that arises then is, did the participants value the
reading?
Participant D’s response to “What did you notice about reading the writings aloud
in class?”was as follows:
That you see all types of attitudes, emotions, um feelings. Cause everyone
isdifferent, everyone has been through different things so you got to sae just
variety of things. (Participant D, interview by Lynnie I. Skeen, April 27, 2011)
Participant D was a student who risked reading. When asked if she read and hotv she fel
about reading, she said, “Yes | did read. | liked it, | liked expressing mlygsdt liked
saying my point of view” (Participant D, interview by Lynnie |. Skeen, Ap8i| 2011).
Participant E’s response to the same question was,
Like | guess it's a good practice specially for people like me becauslly | am
not the one who asks a lot of questions in the class as you have noticed | guess or
like | read things out loud that often as compared to other students. So like
constantly doing this and pushing students like me like to speak about how they
feel and | guess it puts you in a different comfort level in the class anditioen a
like helps them change their personality a little bit like from being moreli&eer
being an introvert to being an extrovert in a good way like you know a person can
speak out what he feels. (Participant E, interview by Lynnie I. Skeen, April 26,

2011)
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This participant considered himself an introvert, and reading his quick writesl tefpe
to become more of an extrovert.
Participant G’s response to the reading question was:
| noticed that the people that did have shared what they had written down um had
put a lot of thought and introspection into what they wrote. They based it on their
personal experiences as well as whether they had seen other things and so I think
that is probably what | noticed the most that the same people shared and they
always had you know a lot to say about that specific topic. (Participant G,
interview by Lynnie I. Skeen, April 27, 2011)
Participant G read only once, but when asked in the interview if she read, her
response was revealing,
| am willing to share but | didn't, | wasn't willing to share if | didn't gdyeon
and hear you know if | shared before | heard other peoples and | was more
comfortable but after hearing some of the other ones that had a lot more thought
and a lot more experience behind it | was a little bit more timid to share.
(Participant 2, interview by Lynnie I. Skeen, April 27, 2011)
This participant appeared to have prejudged her writing, and once someone etsatshare
shut her voice down. She wanted to read only if she had not heard other voices first
because she did not want to appear less thoughtful in her response. She stated that
because her experience and life world were different or more limiteaddé her less
likely to read aloud.

Participant H's response to that question was,
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...It's just interesting to hear how other people felt about whatever situatioh was i
could have been different from how you felt but at the same time everybody has
their own opinion so nothing that you could get upset about even though deep
down inside you're thinking like Oh my God | can't believe that's
true,...(Participant H, interview by Lynnie |. Skeen, April 27, 2011)
Participant H, wanted to hear other students’ voices and realized it was théuativi
opinions or thoughts, and that is what gave it value.
It is unclear if they enjoyed reading, but they all enjoyed hearing the wuitels.
When the participants were asked if they remembered any particular quekhatiwas
read, most of the participants mentioned the quick write on “Did you meet my
expectations?” and a couple of participants specifically mentioned the quiekowrit
Participant F.
| am very happy that God blessed me with you. | always wanted a boy
and those nights | stayed up wondering if | should have you. God spoke to me
and allowed me to realize that it's not up to me, if | want you or not. He sent you
to me no matter if it was my surprise or planned, you are truly a gift. |1 don’t
regret anything about having you. | have no complaints, because without you,
there would be no me. Who | am today; Patient, kind, caring, faithful,
understanding, humble, happy. In true love. | am a mother to you and | thank
God every moment, with every breath | take, for sending me an angel. My First

love. (Participant F, quick write to author, February 21, 2011)
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Summary
The findings from the data were presented in this chapter in such a way to look at
the data from two different perspectives. The students writing from the promaiotisear
subsequent interviews were woven together and connected back to the theoretical
framework. The quick writes revealed the students lifeworlds in various viiayise
interviewsthe students expressed that reading aloud was just as importatihgs Whe
students expressed that reading aloud gave them a voice, and even those who did not rea

much voiced that the reading was an important part of the quick writes.

100



CHAPTER V

CONCLUSIONS
"It is in the act of reading and writing that insights emerge” (van Manen, 2006, p. 715)

What do nursing students reflect through quick writes? They write what they
know. Some discovered their biases. Students saw writing in a new light, not las a hig
stakes grade but instead as an opportunity to share and explore what they had inside.
They wrote about their experiences, their feelings, their understandithgjsean
readings, but they wrote.

What happens when nursing students read their writing aloud? Students have a
voice, the students discovered that they were not empty vessels waiting tedyefitl
instead, they had experiences, thoughts, feelings and knowledge of their own. Even if
they did not read or only read occasionally they wanted to hear what their ¢tsbach
written. They discovered that their words had value and they realized tlssmel®s’
words had value. | was hoping to hear them say that it helped build community, the
students never actually stated it, but in their own way | believe they did.

Discussion

The early quick writes in this research were often short and content laden, but the
more the students wrote, the more they reflected their lifeworld. The studerts w
natural attitude had already experienced the rich world of obstetrigsadieiat brought
these experiences into their writing and into their learning and sharindgne As t
participants read aloud they often found they had a voice and that their voice wigs as va

as the teacher-researcher’s voice. They discovered things about thenadeluesheir
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classmates and about the teacher-researcher that would have been lost getba tha
stage” schema. The quick writes also gave participants a differentplsizet learning
as they connected with what they already knew.
After deconstructing the written data into the various themes | could sebehat
participants brought their natural attitude totheir writing as they sgpdethemselves
using the pronoun “I” and expressed some type of emotion over and over in the quick
writes. Course content was evident in varying degrees in the participantsjswiitie to
the fact that some students were limited in their natural attitude or exqeevigh
obstetrics. The more limited the experience, the more obvious the course content.
| found myself not writing the full length of time and starting off really slow
haven’t experienced a lot of the things you asked us to write about. So some of
the things that you had us write about | wrote specifically the scierdiieca
because | know that opposed to like really feelings... (Participant G, interview
with Lynnie |. Skeen, April 27, 2011).
Even though this student was a female, she had not experienced pregnancy or infants
personally or even vicariously.
Some of the questions were geared of course toward pregnancy as a male | have
really no experience with that so that was kind of hard to write about so you have
to stick with the scientific...statements (Participant I, interview Wwjthnie |.
Skeen, April 26, 2011).
When the natural attitude is missing, the participants had to rely on course content t
express something besides a blank page. When the participants relied solelysen cour

content, of self expression was obviously missing.
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The prompts were also imaginative in nature because they could be emotionally
charged. During pregnancy many parents choose to find out the gender of the lpaby afte
sixteen weeks so they can pick names and prepare the nursery and wardrobe for their
child. Sometimes the fetus cooperates and proudly spreadsits legs to ledésime
known. Sometimes, however, the baby does not cooperate or parents decide they want to
be surprised at birth. All parents have a preference, and if the baby is the oppbsite of t
preference there is some disappointment. If one has only boys,perhaps hearhkart c
set on having a girl. What happens if the baby is another boy? The prompt “Did you
meet my expectations?” tried to get at the concept of disappointment. WHeabéhy
was not the gender hoped for, or what if the infant had a birthmark that could not be
covered? What if there was some external anomaly that would cause a financial
physical strain on the parents? Even after explaining the prompt the partisifgants
struggled, so teacher/researcher explained the prompt as if parents avgitteand got a
boy. This prompt was the prompt that the participants mentioned in the interview as
memorable and that they found emotional. Even though the teacher/researctdexpecte
them to understand disappointment, they wanted to express acceptance. They chose to
express an open-minded attitude rather than disappointment.

Connection with Resear ch Purpose

The purpose of this study was to use writing to help students connect their
previous knowledge with the new content presented in a nursing course. The writing
modality that the students were exposed to was quick writes. The prompts thasedre
in the course were specifically chosen to have students address and focus ontaf aspe

obstetric nursing. From the prompts fifty percent of the time the students atrout
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class content. From the analysis of the data, students who had life experiengéaende
write more about the life experience making connection to the content and thosesstudent
who did not have life experience tended to only write down the content from their
textbooks.
Limitations

The accelerated classroom setting was both a benefit and a limitatioracThe f
that the class was completed in eight weeks made it difficult to plan for a quiekrnw
every class period. A snow storm in January also caused some of the class time to be
done online rather than in a face-to-face setting, which limited the time to do quic
writes. Absences also skewed some of the data because all the pastiwgr@nbot in
class. There is no generalizability to the study.This study originallyplaased for the
first and second semester in the nursing program. Due to late IRB approvedtthe fi
semester was not used. The lack of the first semester limited the davaudtchhave
been over thoughts and feelings concerning students’ first experiences inita cl
world. The emergent themes that were identified may have been andifyeezhtly if a
different researcher were used.

Implications

Quick writes have an important position in academia because if students give only
content in a quick write it is rote knowledge; it is only in personal experience with
content through reflection that a connection is made to lifeworld. Memory is not
reflection. Reflection combines lifeworld and content to make correlationsvto ne
knowledge. If knowledge only remains content and does not connect to lifeworld, then

content remains only theoretical.
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If the quick write is only pen to paper and is never verbalized, it is isolating and
insolates the writer. By being read aloud, the quick writes allows otheraned,
agree, disagree or be challenged to change their understanding of “truth,”ltfesvor
culture. Students repeatedly stated they enjoyed and valued hearing what their
classmates read. The oralquick writes disputed their natural attitudedatedtheir
natural attitude, but either way it took them out of isolation and into new knowledge.

This experience has made quick writes a viable methodology for the
teacher/researcher, who wants to remain agogical, learning alotigsisteidents. Quick
writes is valuing writing, reading, culture, lifeworld, voice and is a placeahiision and
reflection. Prompts need to be broad and culturally sensitive if students are to be
challenged to approach the open-minded attitude.

The teacher/researcher will continue to write with the students aboutreaapt p
and will continue to read my writing to the class. Taking time in class to dk guies
validates the importance of writing and reflecting; doing it with the studeakes it not
just another assignment but a joint venture in expression.—“impression without
expression leads to depression” (anonymous). The quick writes giveall whgp#atic
an opportunity to express themselves. Reading should remain voluntary because
everyone has a personal preference of what he/she is willing to shareeadlimg iis just
as important as the writing; growth comes from both. The teacher’s doingitimg
and reading makes it pedagogical as well as a personal connection witlddrésst

Each course is unique with its content, its level of learning and method of
presentation. Even with differences, quick writes can be adapted to thencldke a

students. If the prompts are well thought out beforehand and varied (visual, auditory, or
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just a basic question) an outlet is given or the affective domain as wellesding gaps
in content understanding.

In a broader sense, the quick writes technique is a methodology which helps
teachers explore the lifeworld of their students, realizing that everyone lodksaad
learning through a personal grid and that no student comes in a blank slate or an empty
cup. Pedagogically it is sound for teachers to discover where their studentshate so t
they can keep from going where the students do not need to go. This methodology also
shows gaps in the students’ knowledge or misunderstandings of the content thapwill hel
the teacher direct the students into a clearer understanding.

Quick writes can change the classroom from the sponge mentality to a vibrant
interactive space, a place where students’ voices are encouraged and valued. This
methodology can also make writing a natural part of every class ratheushandreaded
assignment at the end of the semester. It provides an avenue for studeplisréo ex
normal and controversial subjects and to hear a wide variety of responses which
potentially could open up opportunities for dialogue that would otherwise be left
unexplored.

Implications from Students

In the nursing classroom if it is important to hear students’ voices teaweztto
be aware that students do not want to risk having their voice negated by the professor.
From this research it became apparent from the interviews that the studeteid sava
voice, but for some students the risk far outweighed the gain. Participants shared that
even if they did not read they wanted to hear what other participants had wriggene It

them insight into their classmates as well as insight into themselves.
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The participants had opinions and some recommendations for future classes:
1. Participants felt that quick writes had value to them and would likely have
value for future students.
2. Participants requested that there be more quick writes rather than fewer.
3. Participants stated that it would be beneficial to have a quick write to start the
class and one to finish the class.
4. Participants requested that there be a mix of content and reflectioniyajfect
type quick writes so that both sets of voices could be heard.
5. One patrticipant recommended that some of the quick write prompts be
revisited later in the course so students could measure or see their growth.
Much of what the students shared in the interviews confirmed the literature on the value
of writing and the benefits it brings to the classroom as well as to individgkdrgs.
One student even stated, “I think it's a good thing (quick writes) I like it.nktitishould
happen in all the classes, well not all the classes but a lot of the classgisig@nt D,
interview with Lynnie I. Skeen, April 26, 2011).
Implicationsfor Nursing
Nurses have understood that nursing has an affective component that needs to be
addressed, and in the past we have addressed this area through the use of jourmaling. Th
drawback to using journaling is that it is used only in the clinical area and it often dea
with issues after they have happened. When situations happen in clinical, stuglents ar
often embarrassed or disturbed by theseunexpected events. The use of quickilvrites
give students an opportunity to reflect and think about issues or situations ahead of time

rather than after the fact. Quick writes and the reading aloud of quick
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writesallowsstudents to look at ethical issues or professional confledsl ath time and
it provides them an occasion to consider them from several different parepedt is an
occasion for students to become more self aware.

If nursing faculty in every clinical course would incorporate and support tléuse
quick writes,faculty and students will be able to contemporaneously see thespgbces
learning.Students should keep their writing in one quick write journal throughout the
nursing curriculum; doing so would allow students to see their growth and instructors
could see more of their students’ lifeworld’s. Lifeworld experiences havaarct on
the ways nurses care and treat their clients. The use of quick writegibadrfor the
nursing profession to give students and faculty a technique to deal witbrldeand the
affective domain in a safe environment.

Implicationsfor the resear cher

This research has made me aware that nurses and nursing students need an
approach they can use to deal with being self aware. Who we are and our personal
lifeworld's impacts how we care for clients, understanding our biases andnousbts
could help us better care for those in our charge. | would like to continue doing research
on quick writes which would include other faculty to perhaps observe if the
contemporaneous use of quick writes by faculty and students would open up areas of self
awareness to better enhance the care nursing students and ultimatelyinarsethgir
clients.

Recommendations
The teacher/researcher recommends for future studies that doing quickavrites

more than one semester may be helpful for growth. If there had been more time and

108



more quick writes, because of the diversity of the students it would have beeningerest
to see what part culture would play in the responses. It would be of interestitamevis
gender quick write from a different perspective—not just what it medot toale or
female as an individual—but for nursing students to begin to think about what it means to
be a male or female nurse. Quick writes are a healthy avenue for rsitglegts to deal
with both affective domains as well as intellectual or theoretical domaihgalit and
personally nursing puts the student in touchy situations with the clients as wiétl as
other professionals. Students’ can be eased into understanding and dealing with those
situations if they had the opportunity to write about it ahead of time. The ethigad iss
that face nurses and nursing students on an ongoing basis are areas that quickudrite
be a catalyst for exposing biases, cultural differences, and even gendenciifere

Quick writes lend themselves well to the affective domain that is part of
nursing;however, even the students wanted to see them developed more toward content
and critical thinking. A mixture of quick write prompts would be an answer to this
need,or even developing a new type of writing where students would do seria writ
over topics or write over the same topic from different perspectives. All abibee
writing could be done in a quick write format where, time is limited. Gramsasues
would be eliminated because in quick writes it is the content that is of interesistot |
writing "correctly.”Having different students be responsible for lookindgp@tcontent of
the class and coming up with quick write prompts for their classmates would add a ne
wrinkle to quick writing. Reif (2002) felt that for quick writes to be effectivey tineist
be well thought out and that teachers needed to participate in writing with the student

Several significant questions were not dealt with in this study.
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1. Does the students’ previous writing experience make doing quick writes easier
or more challenging?

2. How does age impact the content in quick writes?

3. What other types of writing would enhance or assist students in connecting
with text and critical thinking?

4. What difference would it make for students if they were allowed to revisit
quick write prompts later in the semester?

5. What benefit is there to having students do quick writes at the beginning and
the end of the same class? Should the prompt be the same for both writes?

6. What would happen if students passed their quick writes to the left and then
had them read by students who did not write them?

7. What would happen if students were given more or less time to write?

8. What difference would it be if in a quick write students had specific
limitations to the writing, i.e., they had to rhyme, or use metaphors, or
describe pain without using any adjectives?

9. What difference would it make in a nursing classroom that was agogical and
the voice of the teacher and the student were equal?

10.Would the setting change the quick write?

11.What differences do demographics make to quick writes?

Summary

In conclusion, quick writes have a place in education for both content and the

affective domain. The nursing classroom is ideal for both, for situations can be

emotionally and intellectually charged. Nursing students, who, as part ofutivee
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career, have to physically touch places that are personal and potentiallyassibhg

may find that quick writes allow an opportunity to reflect on this difficult isswe. F
nursing students who have never personally experienced trauma, tragedy, seassis ill
extreme pain or the death of a loved one, quick writes are a place to explore theose fear
or emotions. For difficult content and the critical thinking that nursing students need to
learn on a regular basis, writing is an avenue to develop and demonstrat®nedied
growth. Whether emphasizing content or the affective domain, quick writes not only

give a voice but a lesson and can be a mirror in which students see themselvesas nurse

Reflections

| feel blessed to have experienced two careers that have captured mydheart a
soul. About the time that | was the age of many of my students now, | embarked on the
journey to become a nurse. My first exposure to nursing was on a post partum floor in a
moderate size hospital in a Midwestern state. There | fell in love witheheoér
maternity and knew that was what | wanted to focus on in nursing school. | have spent
years learning and honing the skills it takes to be experienced and competeghin a hi
technology and high adrenaline field. It also just happened to be the most litigioais are
in medicine. My lifeworld consisted of assisting women who were in pain to natgate
journey from womanhood to motherhood. | have never personally experienced
pregnancy and childbirth but have had a career as a nurse. | learned how toassist
through childbirth with only minimal pain relief. | was often asked to care foremom

who chose to go natural of free of medical intervention in childbirth.
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| knew that as a nurse | could touch the lives of only the patients | was privitegadet
in my care. | also know that as | aged the physical tasks of aiding in the delivery
babies would become more difficult. It was at this juncture in my lifeworld that
discovered the second career that has captured my imagination and my passions,and that
is being a nursing educator.

| walked into the classroom originally teaching the way | was taugtharied
with the students many of the stories of the patients for whom | had cared, and | gave
them information they would need to pass tests in the course. All that | expeated fr
my students was to learn and regurgitate back to me what | had told them as | stood
behind a lectern and they sat in a traditional classroom with space between theen and m
It did not take me long to discover that being a competent obstetric nurse didkeot ma
me a competent educator. It was then that | decided to enroll in a doctoral program to
hone my education skills so they would be at the level of my nursing expertise. |
discovered that there was much more to teaching than standing in the front of a
classroom, and there was much more to learning than giving back the professor®words t
the professor. As a result of my lifeworld journey into education, | have looked for
methods and opportunities to challenge and engage my students in an agogical
environment. The use of quick writes in the classroom has been a means to practice
agogically, to know that students have something to say, and to give them a voice that

would not be cancelled by this teacher.
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APPPENDICES

APPENDIX A

IN-CLASS RECRUITMENT SCRIPT

[Third party/instructor reads to student]
Each of you is invited to be a research participant in a study being conductednoy ILyn
Skeen a doctorate candidate of OSU’s School of Teaching & Curriculum Leadership.
She is seeking information about the use of Quick Writes with nursing students and its
use in the classroom to connect new knowledge with students existing knowledge.
Those who agree to be research participants will allow the researcheraoresearch
data your Quick Writes in the classroom in response to prompts. You will also he give
an opportunity to volunteer for an end of semester interview in the spring semdkter. A
students will be doing the Quick Writes in the classroom and will receiveipatiin
points for writing; however, only those students who volunteer their Quick Writesaas dat
and those who volunteer for interview participation will have their data includedtas pa
of the research study. All students will do the Quick Write assignments ahthesa
writing aloud in class as part of class participation, and all studentsewagiive
participation points for doing these in class assignments.
| will pass around the consent forms. If you agree to be part of this researehsueas

the consent form and place it in the manila envelope. If you would rather not be part of
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this research study, that is fine, too. There is no reward for participating and tg pena
for not participating in the study. Your participation or non-participation willeffect
your grade or your standing in this course.

After the consent forms have been collected and placed in the manilagmvelill seal the
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envelope and give it to the researcher, so | won't even know whether or naeymarticipating
in the research study.
For Third Party/Instructor:

1. Read script aloud to students

2. Pass around consent forms and manila envelope.

3. After students have put consent forms in envelope, seal it and send to:

Lynnie Skeen, 232 Allied Health Center
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APPENDIX B

DEMOGRAPHIC SURVEY

Age:

Race:

Black

White

Hispanic

African

Native American
Other

Marital Status:
Single
Married
Cohabitating
Divorced
Education Status:
First generation to attend college
Second generation to attend college
Everyone in family expected to attend college

Gender:

Female
Male
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APPENDIX C

Proposed I nterview Questions

Interview
The interview will be open ended and be directed by student responses . oigduesti

will be similar to the following:

1. Describe your experience with writing this semester.

What did you like?

What did you dislike?

What would you like to be added?

What would you like to be different?
2. Tell me what you noticed about reading the writings aloud in class.

Can you give examples of what you have observed?
3. How have the quick writes affected your thinking about your future work as a
nurse?
4. What quick writes do you remember bestis could refer to:

Your own writing
Another student's writing

A particular prompt
A memory of a response that was read aloud in class
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APPENDIX D
Informed Consent Form

Project Title:
Investigating Quick Writes in Nursing School

Investigators:

Lynnie I. Skeen Ph.Dc., Oklahoma State University School of Teaching & Glumic
Leadership

Pam Brown, Ed.D., Advisor, Oklahoma State University School of Teaching &Glumi
Leadership

Purpose;

This Teacher Research study seeks to look at Quick Writes in aghaairse and observe the
connection between writing and learning. This is a study that involves saofigieur writing
that will be used as a data set. You have been invited to participatesbgou are a junior
student in the nursing program. This study will be looking at the relatfipbstween your
writing and your learning about nursing.

Procedures:

Your participation will consist of allowing the researcher to include yreatassQuick Writes as
research data. You will be asked a few questions concerning age, gender, racethadywu
are a first generation college student. All students will be givenietyaf prompts for Quick
Writes and an opportunity to read aloud your writing in class during the nommsalr@bm
procedure Only those who agree to participate in this research stubgwei their Quick Writes
used as data by the researcher.Near the end of the spring semesteilitbe an individual
interview conducted by the researcher which will take approximédgiyfive minutes to
complete. Only research participants who agree to do so will paréicipthe interview process.
In the interview, participants will be given an opportunity to talk about eqpees with writing,
reading, and learning in the classroom. The interview will be audid tapktranscribed: you
will be given an opportunity to review the interview content for acquaad clarity.

Risks of Participation:
There are no known risks associated with this project which are gieatehbse ordinarily
encountered in daily life.

Benefits

The benefits to you as participant may include, but are not limited totes tlederstanding of
content in the class, improved writing skills, and possible new modalityfming . The
researcher may benefit publication arising from this study by learningaboré how students
can use Quick Writes in the classroom.

Confidentiality:

The records of this study will be kept on a designated flash drive and locdile cabinet at
the researchers home. Pseudonyms will be used in the reporting of datiaigrstudy to protect
the identity of research participants.

The records of this study will be kept private. Data collected frotmgrand interviews will be
stored in Word, or NVivo files on a flash drive in a locked file cabinteahome of the
principal investigator. Data will be destroyed within one year®ttmpletion of the study.
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Any written result will discuss group findings and will not include inforovathat will identify
you. Research records will be stored securely and only researchers aildiatsliresponsible
for research oversight will have access to the records. It is pofsablthe consent process and
data collection will be observed by research oversight staff rebpofar safe guarding the
rights and wellbeing of people who participate in research.

Compensation:

There is no compensation for participating in this research study. #iéaftudents in the clss
and research participants will be given participation points for doingritiegrassignments
regardless of participation or non-participation in the research.study

Contacts:

If you have questions or concerns you may contact the principal investigaistant Professor
Lynnie I. Skeen MS, RN at 232 Allied Health Center, Langston, OK 73050, 405-466-3426
liskeen@Ilunet.edor Associate Professor Dr. Pamela Brown at 237 Willard Hallyw&tiéir, OK
74078, 405-744-8004, pamela.u.brown@okstate.edu.

If you have questions about your rights as a research volunteer, you can Don&iwtila
Kennison, IRB Chair, 219 Cordell North, Stillwater, OK 74078, 405-744-3377 or
irb@okstate.edu

Participant Rights:

As a research participant, you have the right to discontinue participatiom study at any time
without penalty. Participation is voluntary and the decision will have no inopagour class
grade or class activities.

Participant Signatures:
| agree to the following:

Date:

You may use my Quick Write responses as research data.

(Signature)

I am willing to be an interview participant in this resemygh st

(Signature)
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Oklahoma State University Institutional Review Board

Date: Friday, December 03, 2010
IRB Application No ED10124

Proposal Title: Quick Writes in Nursing School as a Learning Tool

Reviewed and Expedited
Processed as:

Status Recommended by Reviewer(s): Approved Protocol Expires: 12/2/2011

Principal

Investigator(s):

Lynnie I Skeen Pamela Brown

232 Allied Health Center 237 Willard
Langston, OK 73050 Stillwater, OK 74078

The IRB application referenced above has been approved. It is the judgment of the reviewers that the
rights and welfare of individuals who may be asked to participate in this study will be respected, and
that the research will be conducted in a manner consistent with the IRB requirements as outlined in
section 45 CFR 46.

The final versions of any printed recruitment, consent and assent documents bearing the IRB approval
stamp are attached to this letter. These are the versions that must be used during the study.

As Principal Investigator, it is your responsibility to do the following:

1. Conduct this study exactly as it has been approved. Any modifications to the research protocol
must be submitted with the appropriate signatures for IRB approval.

2. Submit a request for continuation if the study extends beyond the approval period of one calendar
year. This continuation must receive IRB review and approval before the research can
continue.

3. Report any adverse events to the IRB Chair promptly. Adverse events are those which are
unanticipated and impact the subjects during the course of this research; and

4. Notify the IRB office in writing when your research project is complete.

Please note that approved protocols are subject to monitoring by the IRB and that the IRB office has the
authority to inspect research records associated with this protocol at any time. If you have questions
about the IRB procedures or need any assistance from the Board, please contact Beth McTernan in 219
Cordell North (phone: 405-744-5700, beth.mcternan@okstate.edu).

Sincerely,
V4

Shelia Kennison, Chair
Institutional Review Board
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