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Abstract

Background: Health professionals with the level of competency necessary to provide high-quality patient education
are central to meeting patients’ needs. However, research on how competencies in patient education should be
developed and health professionals trained in them, is lacking. The aim of this study was to investigate the characteristics
of an expert educator according to health professionals experienced in patient education for patients with coronary
heart disease, and their views on how to become an expert educator.

Methods: This descriptive qualitative study was conducted through individual interviews with health professionals
experienced in patient education in cardiac care. Participants were recruited from cardiac care units and by using a
snowball sampling technique. The interviews were audiotaped and transcribed verbatim. The data were analyzed with
thematic approaches, using systematic text condensation.

Results: Nineteen Icelandic and Norwegian registered nurses, physiotherapists, and cardiologists, who had worked in
cardiac care for 12 years on average, participated in the study. Being sensitive to the patient’s interests and learning
needs, and possessing the ability to tailor the education to each patient’s needs and context of the situation was
described as the hallmarks of an expert educator. To become an expert educator, motivation and active participation of
the novice educator and a supportive learning environment were considered prerequisites. Supportive educational
resources, observation and experiential training, and guidance from experienced educators were given as examples of
resources that enhance competence development. Experienced educators expressed the need for peer support,
inter-professional cooperation, and mentoring to further develop their competency.

Conclusions: Expert patient educators were described as those demonstrating sensitivity toward the patient’s learning
needs and an ability to individualize the patient’s education. A supportive learning environment, inner motivation, and
an awareness of the value of patient education were considered the main factors required to become an expert
educator. The experienced educators expressed a need for continuing education and peer support.
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Background
Providing patient education can be challenging; it has
become more complex in recent years due to aging
populations [1, 2], cultural diversity [2], and decreased
length of hospital stays [1]. Developments in society and
health science [2] and, more recently, the use of social
media in patient education [3] have placed a demand on
educators to keep up to date with evidence-based medi-
cine and the use of information technology. Patients re-
quest more information and participation in decisions
concerning their health [4], and the move from the med-
ical model to patient-centered care [5] requires increased
competence in communication skills. Finally, lifestyle
changes emphasized in secondary prevention indicate
that health professionals need specific training in com-
munication and lifestyle counseling [6].
As the leading cause of death and disability in Europe

[7], coronary heart disease (CHD) is associated with
an unhealthy lifestyle. The beneficial effect of lifestyle
changes and adherence to recommended treatment on
CHD mortality and morbidity has consistently been con-
firmed [6, 8, 9].
Patient education has been defined as, “Any set of

planned, educational activities designed to improve pa-
tients’ health behaviors, health status, or both” [10]. As a
facilitator of lifestyle change and risk factor reduction
[11, 12], patient education is a core component in sec-
ondary prevention of CHD. In addition, patient educa-
tion results in higher perceived control over the disease
[13] and possible beneficial effects on health-related
quality of life [14].
Health professionals skilled in educational science and

lifestyle counseling are essential for secondary preven-
tion [15]. Continuing education for health professionals
can improve professional practices and healthcare out-
comes for the patient [16]. However, there are concerns
about the limited opportunities for continuing education
focusing on patient education [17, 18]. The lack of
emphasis on educational and behavioral science in cardio-
vascular educational programs is apparent in the literature
[19, 20], and the need to develop continuing education for
health professionals has been recognized [15, 21, 22].
Characteristics of expert nurses have previously been

described in the literature [23]. However, to our know-
ledge, factors that enhance the development of an expert
educator have yet to be studied. Our previously pub-
lished study discussed the knowledge and skills needed
for patient education [24]. In this study, we highlight re-
sources and activities required for enhancing compe-
tence development in patient education.
The aim of this study was to investigate the characteris-

tics of an expert educator according to health professionals
experienced in patient education for patients with CHD,
and their views on how to become an expert educator.
Methods
This descriptive qualitative study used semi-structured
face-to-face individual interviews to collect data. This
design was chosen as an appropriate method of data col-
lection related to personal perspectives and beliefs [25].

Participants
The aim was to recruit health professionals in Norway
and Iceland who possess experience in providing pa-
tient education to individuals with CHD. To recruit the
participants, the first author introduced the study to
health professionals working in cardiac care units. The
first participants were asked to recommend other pos-
sible participants (snowball sampling), who were then
chosen purposefully to ensure variation in age, gender,
profession, work experience, and experience in patient
education.

Data collection
Data were collected between April and August 2013. The
interviews were conducted by the first author in the par-
ticipants’ native language (Icelandic or Norwegian) at a lo-
cation chosen by the participants. The interviews were
audiotaped and transcribed verbatim. The average inter-
view duration was 40 minutes (range 23–64 minutes).
The main question asked in the interviews was, “What

do you consider the optimal training in patient educa-
tion for inexperienced educators who provide education
for adults recently diagnosed with CHD?” The partici-
pants were additionally asked to describe their own
learning needs and describe their ideas of an expert edu-
cator for individuals with CHD. The participants were
informed that patient education was understood to cover
a very broad range of individual- and group-based for-
mal patient education, information giving, support, and
lifestyle counseling.

Ethical considerations
The study was conducted in accordance with the Declar-
ation of Helsinki. The study was not subject to approval
of a Research Ethics Committee as no sensitive or per-
sonal health information was collected [26, 27]. Partici-
pants were provided with written and oral information
about the study and informed that they could withdraw
at any time. Written informed consent was obtained
from the participants before the interviews were con-
ducted. Confidentiality was assured by keeping the audio
files locked down and de-identifying the transcripts; the
data were only accessible to the authors.

Analysis
The data were analyzed after each interview, using a the-
matic approach based on Malterud’s systematic text con-
densation [28]. The analyses started by reading the



Table 1 Demographic characteristics of the participants

Number

Gender

Female 17

Male 2

Age

25–39 7

40–49 9

50–62 3

Nationality

Norwegian 11

Icelandic 8

Profession

Registered nurse 14

Physiotherapist 3

Cardiologist 2

Highest academic degree

BSc 13

MSc 4

PhD 2

Source of competence in patient education

Self-study (e.g. books/literature) 17

Supervision by an experienced colleague 14

Undergraduate education 12

Postgraduate education 12

Patient education course 7

Experience in patient education

>3 years 14

1–3 years 3

<1 year 2

Self-evaluated experience in patient education

Little experience 0

Average experience 3

Experienced 13

Extensive experience 3
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transcribed interviews to obtain a general impression
and identify the preliminary themes. Next, the transcrip-
tions were systematically reviewed line by line to identify
meaning units, which were then classified and sorted
into themes. The third step involved sorting the meaning
units within each theme into subgroups and reducing
the content to a distillation of rephrased quotations,
maintaining as much of the original terminology used by
the participants as possible. Finally, the contents of each
code group were summarized in generalized descriptions
and concepts. Interviews were conducted until no new
themes emerged from the analyses.
The analyses were performed by the first author who

has experience in providing patient education to indi-
viduals with CHD. To avoid preconceptions affecting
the reflexivity of the results, the interview guide and the
interpretation of the interviews were critically discussed
between the co-authors and with a team of experienced
researchers. The analysis was validated by a thorough
review of the original transcript of each interview to
ensure all points of significance were reflected in the
results. The Icelandic and Norwegian citations were
translated into English by the first author, who is com-
petent in these languages, and validated by co-authors.
The citations that best illustrated the themes were
chosen to support the results and reflect the multi-
professional diverseness. Citations are marked with the
participant’s profession and self-evaluated experience in
patient education.

Results
Nineteen Icelandic and Norwegian health profes-
sionals were interviewed (Table 1). Their mean length
of clinical experience in cardiac care was 12 years
(range 0–32 years). All participants had experience of
in-hospital patient education, and 18 had experience
in patient education after discharge from hospital. Six
of the participants had experience of counseling in
nurse-led clinics. Five nurses were specialists in cardi-
ology, and one of the physiotherapists specialized in
cardiopulmonary rehabilitation. Both physicians were
cardiologists.
The participants described the development from nov-

ice to expert in different ways. However, the develop-
ment was commonly seen as a process that develops
over time, through education, long-term clinical experi-
ence in cardiac care, a supportive learning environment,
and personal motivation.
The findings were categorized into eight themes.

The first two themes present the characteristics of ex-
pert and novice educators. The next two themes indi-
cate the inner motivation and engagement in patient
education, which is fueled by a supportive learning
environment and peer support. The last four themes
present concrete actions that can enhance the devel-
opmental process of the expert educator including
the use of resources such as standard instructions
and educational material, observation and experiential
training, and mentoring and guidance from expert ed-
ucators. The participants’ suggestions for resources
and activities to enhance competence development all
had a clear focus on individualization and evidence-
based patient education. See subsection for resources
and activities for competence development in patient
education.



Resources and activities for competence development in patient
education

To be active in knowledge seeking and own training in patient
education.
To spend time reflecting and evaluating own performance.
To have the opportunity to ask and receive answers to questions.
To have dedicated time for theoretical learning and updates on new
developments.
To attend basic and advanced educational courses and conferences.
To receive training from a mentor or experienced educator.
To have access to peer support and role models.
To have access to forums for knowledge sharing, discussions and
consultations.
To get guidance on literature searches and selecting patient
educational material.
To have access to a central collection of literature and research articles.
To have access to clinical guidelines, instructions and checklists.
To have access to standardized patient educational material and
educational sessions.
To have access to technical assistance while preparing and
implementing patient education.
To participate in training through case studies, roleplaying, group work,
and discussions.
To observe patient education in various settings from experts in
patient education.
To rehearse educational sessions under guidance.
To get guidance in preparing, evaluating, and individualizing the
educational session.
To conduct patient education under supervision.
To receive constructive critical reflection on own performance in
patient education.
To participate in the development of patient educational programs
and educational material.
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Characteristics of expert educators
An expert patient educator was described as a health
professional with advanced, up-to-date theoretical
knowledge in cardiology and educational science, a
holistic view of the patients’ situation, and sensitivity
to and knowledge about their psychological well-
being. Confidence and excellent communication skills
were also seen as hallmarks of an expert educator,
which included disseminating information in an inter-
esting way that is clearly understood by the patient,
and creating effective dialogue to motivate patients to
perform necessary lifestyle changes. An experienced
physiotherapist stated:

“It’s a challenge for a professional with a wealth of
knowledge to present it in a way that makes them
[the patients] feel safe and confident to ask
questions.”

However, the most prominent signs of an expert edu-
cator were considered the ability to know when a patient
is ready to receive information, being sensitive to the
patients’ interests and learning needs, and being able to
adjust the education to each patient’s needs and the
context of the situation. An experienced cardiologist de-
scribed an expert as:

“That [the expert] is someone who knows when the
patient is ready to receive information. You should
know which information is beneficial for the patient.
You should know how to disseminate the information
and motivate the patient to receive the information.
That is an expert.”
Characteristics of novice educators
A novice educator was described as having little clin-
ical experience in cardiac care and patient education.
Mainly due to this, the novice was said likely to ex-
hibit underdeveloped communication skills and lack
sensitivity toward the patient’s interests and needs,
thus limiting the capability of the novice educator to
prioritize information according to the patient’s
needs. It was recognized that some novices have good
theoretical knowledge and disseminate a wealth of
good information, but they may not be capable of in-
dividualizing the educational session or selecting the
most relevant information for the patient. A nurse
with average experience described an example of nov-
ice educators’ capability:

“I believe the new beginner, the novice, is in the
present; he has enough to deal with. They see the
patient here and now. I believe it takes several
years before they can see the patient holistically, see
his whole life, the consequences, and what may
happen.”
Motivation and engagement
Several participants highlighted the necessity for a nov-
ice to have inner motivation and an ability to engage in
order to become an expert educator. Awareness of the
value of patient education and taking an active role in
knowledge seeking and own training, were also deemed
necessary. When describing why some health profes-
sionals become good educators while others do not, an
experienced nurse said:

“[…] because some lack interest. Even though they
have long experience, they may not be interested in
this [patient education] or not dedicated, while others
are engaged from the beginning.”

Some participants mentioned how interest in the pa-
tient helped motivate them to further their learning,
how listening to the patient had helped them to discover
which knowledge they lacked, and how they had learned
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from patients’ experiences and concerns. An experienced
nurse stated:

“When there are questions we don’t have the answer
to, one needs to be undaunted in admitting it, and
just say, ‘I will find out for you.’ You learn a lot
that way.”

A supportive learning environment
A supportive learning environment at the workplace was
considered motivational, inspiring knowledge seeking and
facilitating competency development. Examples of factors
considered to be motivational included having dedicated
time at work for knowledge development, peer support,
and informal and formal knowledge sharing. Some partici-
pants expressed an unfilled need for easy access to consul-
tations and discussions with others, especially in difficult
educational situations. They suggested multidisciplinary
team meetings, networks of professionals in patient edu-
cation, and conferences to enhance knowledge sharing.
An experienced cardiologist said:

“[…] this is the way I do it, how do you do it [patient
education]? I have never had that conversation with
another physician.”

Many participants commented that novice educators
need a significant amount of time to develop their
knowledge and highlighted time constraints as a barrier
to development. Some of the nurses claimed that owing
to a lack of time at work, health professionals need mo-
tivation to study during their leisure time. However, not
all participants were eager to participate in continuing
education, as an experienced cardiologist explained:

“I am terrified of everything that uses up my time. If you
can participate in a single seminar, that is fine, but the
days are so full of tasks. You should always aim at
quality but this is about getting through your day.”

Supportive educational recourses
To counteract limited time and enhance learning, guid-
ance in finding relevant literature and a central collec-
tion of literature and patient educational material was
recommended. Standardized educational sessions, standard
instructions, and clinical guidelines were reported as valu-
able sources of information, especially for novice educa-
tors, but they were also considered profitable for the expert
educator. A nurse with average experience explained the
advantages of such supportive educational resources:

“You will be more confident in what you are doing,
you get the courage to open up on issues with the
patient and, with that, you gain competence.”
Clinical guidelines were also considered a quality as-
surance that promote evidence-based patient education,
as they could facilitate coordination of patient education
and reduce the time needed to spend updating them-
selves. An experienced nurse explained:

“They [the clinical guidelines] facilitate my work, you
can organize your work better and be more focused in
what you are doing.”

Negative aspects of standard educational material were
considered the potential risk of outdated material, since
there may not be time to obtain the updates, and the dif-
ficulty adjusting the education to individual needs and
contexts, particularly for the novice educator, who may
be too fixed on the standard instructions.

Building experience through observation and experiential
training
The participants had mainly gained competence in
patient education through experience, which they recog-
nized as invaluable, and frequently stated the need for
training in providing patient education and communicat-
ing with patients.
Some participants had observed novice educators

trying to avoid providing patient education through
fear of receiving unpredictable questions from pa-
tients or insecurity in a new situation, which they be-
lieved might come from not having tried it before.
Their suggestion to overcome the situation was to en-
courage the novice educator to rehearse the educa-
tional session and gain secondary experience through
observation of more experienced educators and ex-
periential training.
The value of observing others was said to increase

awareness of effective communication skills such as
using appropriate language, learning how to explain and
respond to questions, and getting an impression of what
patient education entails. One of the experienced nurses
commented:

“It would be ideal if there were some instruction
programs and a chance to observe a nurse providing
patient education more than once, maybe two or three
times, and then they would provide the education
themselves with support [from the nurse].”

Experiential training in the form of roleplaying and
rehearsing the educational session were suggested
not only to get experience but also to gain a better
understanding of the motivation that the educator
needs to evoke in the patient and to increase the ed-
ucator’s consciousness of their communication skills
and confidence in meeting patients. Another experienced
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nurse talked about the value of a more theoretical
approach:

“In communication training, you need to read and do
exercises. Written exercises, I find them helpful. To
have clinical examples, in which the patient says this,
how do you respond? And you write down your answer
according to this specific method, where the patient is
a participant, who you are trying to motivate.”

Roleplaying and rehearsing the educational situation
could be implemented with colleagues serving as surro-
gate patients, using artificial patient case scenarios, or a
scenario from the educator’s life. Although videotaping
one’s own teaching was considered a good method, there
was a concern that this could be threatening or uncom-
fortable for some.

Moving from novice to expert educator
When asked about how to become an expert educator,
the participants mainly described the need for experi-
ence, support, and supervision. Supervised practice ei-
ther as informal guidance from different educators or,
more preferably, a formal mentorship from an experi-
enced educator. A structured mentoring program would
allow the mentor to become aware of the novice educa-
tor’s process of learning, limits, and capabilities, making
them better able to individualize the supervision. On the
other hand, guidance from various educators would raise
the possibility of learning a variety of educational strat-
egies and methods. An experienced nurse explained:

“To have access to someone who has more knowledge
than you, has a lot of experience, is very important.
Not only to receive knowledge but also to discuss
problems that arise in individual interviews and in
patient education, how you handle those situations.”

Participants with experience in training other health pro-
fessionals in patient education emphasized the importance
of using constructive critical reflection and encouraging the
novice educator to ask questions. This would enhance the
learning process and adoption of good practices, and raise
awareness of the pitfalls. An experienced nurse commented:

“[…] and then I believe it is time to perform, but maybe
under the supervision of the professional you learned from
and get feedback, I believe that is extremely important,
what did you do well and where can you improve.”

However, some participants were concerned that the
presence of an experienced educator in the educational
setting could result in a passive role for the novice edu-
cator and, instead, suggested that supervision should
focus on preparing novice educators for educational ses-
sions especially regarding how to prioritize and adjust
the patient education to individual patients’ needs.
Some participants described how the challenges an

educator undertakes should increase in complexity, be-
ginning with providing individual patient education, in
which the novice educator has time to practice with only
one patient, thus making it easier to observe and reflect
on one’s actions. An experienced nurse stated:

“The first step would be one-to-one, discussing the dis-
ease with the patient and initial education about the
disease, lifestyle, and the proceedings.”

Once confident, the educator should proceed to pro-
viding group patient education and facilitate discussions
between patients. An experienced nurse explained the dif-
ference in challenges between individual and group patient
education:

“Several patients in the discussion group or group
patient education are more demanding, because you
need to moderate discussions and involve more
patients. That is more challenging.”

For individual counseling and follow-ups, longer ex-
perience and more extensive education and training
were considered necessary, since this requires not only a
broad knowledge of many areas but also the ability to
motivate and help patients to adopt lifestyle changes
unique to their situation.

How to remain an expert educator
Those participants with lengthy experience in patient edu-
cation and even responsibility in training and instructing
health professionals in patient education expressed a need
for additional continuing education for themselves to fur-
ther improve their competency. When talking about his
own learning needs, an experienced physician stated:

“To have more training in communication, you know,
to grasp what people have learned [from the patient
education] and what they want to know. It is this
individualization and communication.”

In addition to the advice described in previous
themes, the participants saw the need to examine their
own performance, while focusing on their limitations
and strengths. An experienced nurse explained about
her learning needs:

“What would be beneficial for someone who has
already acquired a lot of knowledge and has long
experience is some kind of training where your



Svavarsdóttir et al. BMC Medical Education  (2015) 15:87 Page 7 of 9
performance will be observed and evaluated, […]
where you get feedback on what in your performance is
working well and what is not.”

One activity suggested by the participants was for expert
educators to visit hospitals and clinics that lead the way in
patient education, to receive introduction to educational
programs and educational material and observe another
expert educator providing patient education. Another sug-
gested activity would enable the expert educator to design
and implement an educational session and receive peer-
evaluation, feedback, and instructions from a mentor.
Although inexperienced with this form, several partici-
pants considered it the next step in their learning process.

Discussion
The ability to know when a patient is ready to receive
information, being sensitive to the patients’ interests and
learning needs, and possessing the ability to adjust the
education to each patient’s needs and the context of the
situation were described as hallmarks of an expert edu-
cator. For developing from novice into an expert, inner
motivation, active participation of the educator, and
a supportive learning environment were considered
prerequisites. Supportive educational resources, obser-
vations, and experiential training and guidance from
experienced educators were suggested actions to en-
hance the developmental process of the expert educa-
tor. Experienced educators expressed the need for peer
support and inter-professional cooperation to further
develop their competency.
An expert patient educator was described in this study

as a health professional with advanced, up-to-date theor-
etical knowledge in cardiology and educational science.
Knowledge is part of clinical competence and includes
using evidence-based current knowledge as well as an
awareness of the need for knowledge and where to find
it [29]. Possessing sufficient knowledge [30] and being
professionally up to date are therefore considered crucial
in developing competence [31]. The participants in this
study were concerned that a lack of knowledge and con-
fidence could add to health professionals’ reluctance to
conduct patient education, thus hindering their pro-
fessional development. Lack of knowledge has been
identified as a barrier to the implementation of patient
education [18] and a lack of resources, structured train-
ing, and skills development is considered a barrier to the
implementation of CHD secondary prevention [22]. It is
therefore concerning that in previous studies, nurses
have reported their inactivity in reading literature related
to patient education and failure to follow the develop-
ment of knowledge in those areas [32]. Reluctance to
conduct patient education and lack of knowledge in this
area are issues that must clearly be addressed if health
professionals are to improve their competencies in pa-
tient education.
A working environment of mutual respect, partner-

ship, support, trust, and valued staff has been recognized
in previous research as an inspiration to learn and de-
velop [30, 33]. Time constraints and heavy workloads
present obstacles to motivation for formal continuing
education, at least for some of our participants. Profes-
sional development and learning through work depends
on the employer’s support [31, 34]. Several nurses in this
study stated that, in order to stay up to date on new de-
velopments, they needed to be motivated to study during
their leisure time. This situation is supported by pre-
vious studies, which have shown that nurses use their
leisure time for continuing education [22] and that man-
agers expect them to do so [31]. This emphasizes the
importance of considering health professionals’ prefer-
ences and motivation as well as their clinical reality and
managerial support when designing continuing educa-
tional interventions.
Showing sensitivity to the patients’ interests and learn-

ing needs and individualizing patient education were
considered hallmarks of an expert educator. The ability
to meet patients’ individual needs has long been central
to the role of an expert educator, as emphasized by
Benner [35], who considered that capturing a patient’s
readiness to learn and knowing when to move ahead
were competencies of an expert and key aspects of ef-
fective patient education. In this study, novice educators
were said to have a tendency to focus on specific tasks,
rather than taking a holistic view of the patient, and
they rely on standard instructions. Research has dem-
onstrated that experts are superior to novices in rec-
ognizing patients’ cues and obtaining a total picture of
the patient [36]; they do not rely on rules and guide-
lines but operate from an understanding of each pa-
tient’s situation [35].
Experience is considered a requisite for expertise [35]

and is described as the most important factor in devel-
oping competence [33]. In this study, experience was
considered invaluable in developing the skills that in-
crease the ability to read the patients and meet them
where they are. An active role and reflection of the
health professional were considered necessary if experi-
ence was to result in expertise. Reflecting on experiences
[23] and training in reflective thinking and relevant
feedback [30] are important elements in developing com-
petence [37]. This corroborates our findings, as the partici-
pants saw mentoring and constructive critical reflection
on patient educational experiences and performance as
important factors that enhance expert development.
In accordance with prior research [38], further training

for experienced educators was deemed necessary to en-
sure high-quality patient education. When talking about
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the educational needs of experienced educators, many
complained about scarce opportunities and wished for
more peer support, inter-professional cooperation, and
mentoring, indicating that experts’ learning needs are
not being fulfilled. To facilitate more contact and discus-
sions with other expert educators, a network of profes-
sionals in patient education was suggested. A lack of
forums for joint reflection and discussions on difficult
patient educational situations has previously been re-
ported [37], and the need for regular forums for discus-
sions of patient education has been suggested [32]. In
this study peer support was the factor most frequently
mentioned as an important motivating factor for compe-
tency development in patient education.

Strengths and limitations
The main strength of this study lies in the long-term ex-
perience the majority of the participants had in patient
education in cardiac care and that most had experience
in various educational settings. In addition, some had ex-
perience in training health professionals in patient edu-
cation, who therefore possessed a good understanding of
the educational needs of both novice and experienced
educators.
However, participants with less experience were in the

minority, and there were no inexperienced participants.
Therefore, including more participants with limited ex-
perience may have provided additional information about
the educational needs of novice educators. The major limi-
tation of the study was that the results were based on the
views and professional opinions of health professionals
and not on what they actually do. This approach was con-
sciously chosen because of the absence of comprehensive
descriptions of novice and expert educators for individuals
with CHD and their educational needs. Even though the
participants in this study worked within CHD care, the
findings might be transferable to other settings, as they, in
part, resonate well with what others have found. In
addition, there were no apparent differences between the
Icelandic and Norwegian participants.

Conclusion
Having a holistic view of the patient, being sensitive to
the patients learning needs, and having the ability to
individualize patient education were considered essential
competencies of an expert educator. Engagement and mo-
tivation in patient education along with awareness of the
value of patient education and a supportive learning envir-
onment are prerequisites for becoming an expert educa-
tor. The experienced educators expressed a need for
continuing education and support to further improve their
competency. Structured training, peer support, and men-
toring from experienced educators could increase the
value of clinical experience, enhance the development of
experts in patient education, and help to further develop
the experts’ competencies

Competing interests
The authors declare that they have no competing interests.

Authors’ contributions
MHS conducted all interviews in the study, analyzed the data, and drafted
the manuscript. AKS and AS contributed to analyzing the data and writing
the manuscript by providing critical appraisals. All authors participated in the
design of the study, contributed to the content in the manuscript, and read
and approved the final manuscript.

Acknowledgments
This project was funded by the Central Norway Regional Health Authority.
The authors thank the health professionals who participated in the study.

Author details
1Department of Public Health and General Practice, Norwegian University of
Science and Technology, Trondheim, Norway. 2St. Olavs Hospital, Trondheim
University Hospital, Trondheim, Norway. 3School of Health Sciences,
University of Akureyri, Akureyri, Iceland.

Received: 8 October 2014 Accepted: 6 May 2015

References
1. Health at a Glance 2013: OECD Indicators /content/book/health_glance-

2013-en http://dx.doi.org/10.1787/health_glance-2013-en
2. Hoving C, Visser A, Mullen PD, van den Borne B. A history of patient

education by health professionals in Europe and North America: from
authority to shared decision making education. Patient Educ Couns.
2010;78(3):275–81.

3. Beranova E, Sykes C. A systematic review of computer-based softwares for
educating patients with coronary heart disease. Patient Educ Couns.
2007;66(1):21–8.

4. Deccache A, Aujoulat I. A European perspective: common developments,
differences and challenges in patient education. Patient Educ Couns.
2001;44(1):7–14.

5. Robinson JH, Callister LC, Berry JA, Dearing KA. Patient-centered care and
adherence: Definitions and applications to improve outcomes. JAANP.
2008;20(12):600–7.

6. Perk J, De Backer G, Gohlke H, Graham I, Reiner Z, Verschuren M, et al.
European Guidelines on cardiovascular disease prevention in clinical
practice (version 2012). The Fifth Joint Task Force of the European Society
of Cardiology and Other Societies on Cardiovascular Disease Prevention in
Clinical Practice (constituted by representatives of nine societies and by
invited experts). Eur Heart J. 2012;33(13):1635–701.

7. Nichols M, Townsend N, Luengo-Fernandez R, Leal J, Gray A, Scarborough P,
et al. European Cardiovascular Disease Statistics. Brussels: European Heart
Network, European Society of Cardiology, Sophia Antipolis; 2012.

8. Di Chiara A, Vanuzzo D. Does surveillance impact on cardiovascular
prevention? Eur Heart J. 2009;30(9):1027–9.

9. Kuulasmaa K, Tunstall-Pedoe H, Dobson A, Fortmann S, Sans S, Tolonen H,
et al. Estimation of contribution of changes in classic risk factors to trends
in coronary-event rates across the WHO MONICA Project populations.
Lancet. 2000;355(9205):675–87.

10. Lorig K. Patient education: a practical approach. 3rd ed. Thousand Oaks. CA:
Sage Publications, Inc; 2001. p. xiii.

11. Jorstad HT, von Birgelen C, Alings AM, Liem A, van Dantzig JM, Jaarsma W,
et al. Effect of a nurse-coordinated prevention programme on cardiovascular
risk after an acute coronary syndrome: main results of the RESPONSE
randomised trial. Heart. 2013;99(19):1421–30.

12. Ghisi GLM, Abdallah F, Grace SL, Thomas S, Oh P. A systematic review of
patient education in cardiac patients: Do they increase knowledge and
promote health behavior change? Patient Educ Couns. 2014;95(2):160–74.

13. McKinley S, Dracup K, Moser DK, Riegel B, Doering LV, Meischke H, et al. The
effect of a short one-on-one nursing intervention on knowledge, attitudes
and beliefs related to response to acute coronary syndrome in people with
coronary heart disease: a randomized controlled trial. Int J Nurs Stud.
2009;46(8):1037–46.

http://dx.doi.org/10.1787/health_glance-2013-en


Svavarsdóttir et al. BMC Medical Education  (2015) 15:87 Page 9 of 9
14. Brown JP, Clark AM, Dalal H, Welch K, Taylor RS. Patient education in the
management of coronary heart disease. Cochrane Database Syst Rev.
2011;12, CD008895.

15. Astin F, Carroll DL, De Geest S, Martensson J, Jones I, Hunterbuchner L, et al.
Education for nurses working in cardiovascular care: A European survey.
Eur J Cardiovasc Nurs. 2014;13(6):532–40.

16. Forsetlund L, Bjorndal A, Rashidian A, Jamtvedt G, O'Brien MA, Wolf F, et al.
Continuing education meetings and workshops: effects on professional
practice and health care outcomes. Cochrane Database Syst Rev.
2009;2, CD003030.

17. Balcou-Debussche M, Debussche X. Type 2 diabetes patient education in
Reunion Island: perceptions and needs of professionals in advance of the
initiation of a primary care management network. Diabetes Metab.
2008;34(4 Pt 1):375–81.

18. Friberg F, Granum V, Bergh AL. Nurses' patient-education work: conditional
factors - an integrative review. J Nurs Manag. 2012;20(2):170–86.

19. Gillebert TC, Brooks N, Fontes-Carvalho R, Fras Z, Gueret P, Lopez-Sendon J,
et al. ESC Core Curriculum for the General Cardiologist (2013). Eur Heart J.
2013;34(30):2381–411.

20. Marzlin K. Structuring continuing education to change practice: a nurse-
driven initiative. Dimens Crit Care Nurs. 2011;30(1):41–52.

21. Conway J, McMillan MA, Solman A. Enhancing cardiac rehabilitation nursing
through aligning practice to theory: implications for nursing education.
J Contin Educ Nurs. 2006;37(5):233–8.

22. Murchie P, Campbell NC, Ritchie LD, Thain J. Running nurse-led secondary
prevention clinics for coronary heart disease in primary care: qualitative
study of health professionals' perspectives. Br J Gen Pract. 2005;55(516):522–8.

23. Morrison SM, Symes L. An integrative review of expert nursing practice.
J Nurs Scholarsh. 2011;43(2):163–70.

24. Svavarsdóttir MH, Sigurðardóttir AK, Steinsbekk A. Knowledge and skills
needed for patient education for individuals with coronary heart disease:
The perspective of health professionals. Eur J Cardiovasc Nurs. [Epub ahead
of print] 10. September 2014. doi:10.1177/1474515114551123.

25. Pope C, Mays N. Reaching the parts other methods cannot reach: an
introduction to qualitative methods in health and health services research.
BMJ. 1995;311(6996):42–5.

26. The National Bioethics Committee http://www.vsn.is/en/content/do-i-need-
research-permit Accessed 06 Feb 2015.

27. Regional Committees for medical and health research ethics https://
helseforskning.etikkom.no/ikbViewer/page/reglerogrutiner/soknadsplikt/
sokerek?p_dim=34998&_ikbLanguageCode=us Accessed 06 Feb 2015.

28. Malterud K. Systematic text condensation: a strategy for qualitative analysis.
Scand J Public Health. 2012;40(8):795–805.

29. Lejonqvist GB, Eriksson K, Meretoja R. Evidence of clinical competence.
Scand J Caring Sci. 2012;26(2):340–8.

30. Tabari-Khomeiran R, Kiger A, Parsa-Yekta Z, Ahmadi F. Competence
development among nurses: the process of constant interaction. J Contin
Educ Nurs. 2007;38(5):211–8.

31. Gould D, Drey N, Berridge EJ. Nurses' experiences of continuing professional
development. Nurse Educ Today. 2007;27(6):602–9.

32. Bergh AL, Karlsson J, Persson E, Friberg F. Registered nurses' perceptions of
conditions for patient education - focusing on organisational, environmental
and professional cooperation aspects. J Nurs Manag. 2012;20(6):758–70.

33. Khomeiran RT, Yekta ZP, Kiger AM, Ahmadi F. Professional competence:
factors described by nurses as influencing their development. Int Nurs Rev.
2006;53(1):66–72.

34. Munro KM. Continuing professional development and the charity paradigm:
interrelated individual, collective and organisational issues about continuing
professional development. Nurse Educ Today. 2008;28(8):953–61.

35. Benner P. From novice to expert: Excellence and power in clinical nursing
practice, commemorative edition. New Jersey: Prentice Hall; 2001.

36. Hoffman KA, Aitken LM, Duffield C. A comparison of novice and expert
nurses’ cue collection during clinical decision-making: Verbal protocol
analysis. Int J Nurs Stud. 2009;46(10):1335–44.

37. Ivarsson B, Nilsson G. The subject of pedagogy from theory to practice - the
view of newly registered nurses. Nurse Educ Today. 2009;29(5):510–5.

38. Kääriäinen M, Kyngäs H. The quality of patient education evaluated by the
health personnel. Scand J Caring Sci. 2010;24(3):548–56.
Submit your next manuscript to BioMed Central
and take full advantage of: 

• Convenient online submission

• Thorough peer review

• No space constraints or color figure charges

• Immediate publication on acceptance

• Inclusion in PubMed, CAS, Scopus and Google Scholar

• Research which is freely available for redistribution

Submit your manuscript at 
www.biomedcentral.com/submit

http://www.vsn.is/en/content/do-i-need-research-permit
http://www.vsn.is/en/content/do-i-need-research-permit
https://helseforskning.etikkom.no/ikbViewer/page/reglerogrutiner/soknadsplikt/sokerek?p_dim=34998&_ikbLanguageCode=us
https://helseforskning.etikkom.no/ikbViewer/page/reglerogrutiner/soknadsplikt/sokerek?p_dim=34998&_ikbLanguageCode=us
https://helseforskning.etikkom.no/ikbViewer/page/reglerogrutiner/soknadsplikt/sokerek?p_dim=34998&_ikbLanguageCode=us

	Abstract
	Background
	Methods
	Results
	Conclusions

	Background
	Methods
	Participants
	Data collection
	Ethical considerations
	Analysis

	Results
	Characteristics of expert educators
	Characteristics of novice educators
	Motivation and engagement
	A supportive learning environment
	Supportive educational recourses
	Building experience through observation and experiential training
	Moving from novice to expert educator
	How to remain an expert educator

	Discussion
	Strengths and limitations

	Conclusion
	Competing interests
	Authors’ contributions
	Acknowledgments
	Author details
	References



