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ABSTRACT 

This dissertation examines literacy practices in settings that have been transformed by 

changes in capitalism of the last forty years. These settings are characterized by 

increased technologization, accrediting processes, team-building, and a requirement for 

independent critical thinking on the part of workers. The two school-to-work programs 

included in the dissertation are biotechnology and nursing. Both were sited in a two-year 

urban community college and both had the characteristics mentioned above. However 

they also provided a contrast it two ways. First, nursing is a traditional practice that has 

recently been transformed by changes in capitalism while biotechnology is a completely 

new field that didn't exist forty years ago. Second, students in these school-to-work 

programs were pointed towards different class positions within their work settings; 

biotechnology students toward elite positions, and nurses toward a more traditional and 

less elite position. The dissertation examines how apprentice workers in these settings 

learn new practices of a changed capitalism through literacy and other discursive 

processes as they move back and forth between school and work settings. It also 

examines students as they learn other aspects of capitalism through the grammars of their 

respective fields. These include gendered work identities, highly prescriptive critical 

thinking processes that bear the footprints of a sociohistorical past, and new processes of 

thinking and acting that are characteristic of a new moment in capitalism. 



CHAPTER I 

NARRATING PARTIAL WORLDS 

Introduction 

This dissertation began as an anthropological study of students as they negotiated the 

transition from school to workplace literacy at a community college. However, like 

many dissertations, this one came to be about something other than what I had originally 

anticipated. It turned into an analysis of the language and literacy contexts at my college 

that very closely articulate with work settings. Rather than focusing on the transition I 

instead became interested in describing contexts of discourse communities that crossed 

school, apprenticeship, and work settings. So I found myself examining the social 

literacies of apprentice nurses and biotechnology students across interconnected contexts. 

One central focus of the dissertation became describing the multiple literacies within and 

across the two settings documented here. But the dissertation is not purely descriptive; 

while I found great variety, I also found connection and coherence. This is where I began 

to think about how to situate these practices. I found that these multiple forms of literacy 

appeared to be interconnected through a much more diffuse and less locatable discourse, 
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a discourse with a capital "D" as Foucault (1970, 1972, 1978; Gee 1995; Bove 1992) 

means it. While none of the contexts I studied practiced the same forms of oral and 

written discourse, they were all in some way interpenetrated with metaphor, language, 

and practices of this particular juncture of capitalism in the United States and around the 

world. I decided to focus on the forms of literate and social practice themselves, how 

students and teachers practice them, their variability and what ties them together. 

Because of this focus the study does not purport to be a complete ethnography of this 

collegc. Thus the title of this chapter, "Narrating a Partial World." Instead, the focus of 

the study is microethnographic, in the tradition of studies on face-to-face interaction 

(Gumperz; 1982; Goffman 1979; Philips 1993; 1998), the analysis of narrative (Labov 

1971), and the analysis of situated metaphors embedded in those structures (Holland et al 

1999; Gee 1998; 2000). While the analytical and empirical focus of the dissertation will 

be on these small settings I also try connect the data to larger issues. In particular, 1 

make the case that language and literacy practices of people in these settings represent 

dynamic institutional identities. This identity, constantly in flux, in process, occurs as the 

institution negotiates, responds to, and ultimately creates a niche for itself in what has 

come to be called the New Economy (Rifkin 2000) or the New Work Order (Gee and 

Lankshear 1995; Lankshear 1997). While I discuss what this term miglit mean in greater 

detail in the next section of this chapter, briefly, what is indexed by this term is a unique 

set of practices and associated meanings and values that belong to a new moment of 

capitalism. The people who learn, read, write, practice (walk, talk, eat, sleep, think) 

within the school/work contexts are immersing themselves in the discourse of their area 



10 

of study. 1 will show in this dissertation that they are also immersing themselves, 

enacting at least partially, a Discourse (Foucault 1970) and that this constitutes a larger 

historical set of meanings and values re-embedded in and re-articulated through the 

context of the "New Capitalism." 

From 1991 to 2001 with the exception of a two-year break (1997-1999) for graduate 

school, I taught and studied processes of literacy at a community college. Much of my 

interest focused on literacy outside my own area, outside the explicit teaching of reading 

and writing where we used models from developmental literacy, composition, and the 

teaching of literature. Instead I became interested in the literacies of areas within my 

college that were closely connected to work settings; the literacy of nurses, of automotive 

technicians, of computer design students, of biotechnology. What all of these programs 

shared was an explicit school-to-vvork focus. I also became fascinated with institutional 

forms of literacy; of the oral and written forms in the Testing and Advising Center, of a 

committee called "Caring About Students Every Day" (CASE), of the newly formed 

Academic Achievement Center that had formerly been called the Learning Lab. This 

study gave me a sense of the multiple literacies across the college. In this dissertation, 

because of my micro-analytical focus, I give closest attention to two sharply contrasting 

contexts, Biotechnology and Nursing. 

Many of my colleagues who worked in these areas were sometimes a bit perplexed at 

my interest. They would say, "We don't teach writing. That's what you do. Why do you 

want to work with us?" So a reader might ask the same question. Why was I interested 

in all of these contexts? In short, I became interested in these areas for two reasons. 
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First, when people act in social settings and use symbolic forms of representation to make 

meaning and to communicate those meanings to other people in the setting they are 

practicing a form of literacy. In the English Composition and Developmental Reading 

courses literacy as a central social practice in the process of learning was made very 

explicit. In other areas of the college literacy practices were often "hidden" so that 

members of the community (nurses, scientists) did not even perceive of reading and 

writing as comprising a central part of what they did. Literacies in these areas were 

substantially different from the reading and writing practices that we were teaching in the 

writing program and the liberal arts curriculum. I was curious to explore the quality of 

that difference because literacy seemed at first glance to be very different. And yet, for 

the people who use them day in and day out, for the nursing and biotechnology professors 

for example, they have a taken for granted feehng, as in the comment of one colleague 

who said, "Well, of course every field has their own language, their own way of doing 

things. Everyone knows that!" It was this taken-for-grantedness that interested me, the 

sense that these forms and the fact of their difference are almost a natural part of the 

world. Here, 1 thought, is a place where I could take on the task that Clifford Geertz 

proposed for Anthropology of "making the familiar strange" (1973). 

I also, in time, came to discover other compelling reasons to be interested in these 

multiple literacies. As I spent time in classrooms, in the "lab" environments, 

apprenticeship settings, and in connected work contexts, there was no doubt in my mind 

at least, that forms of literacy were in fact being taught and learned, albeit implicitly. 

These discursive forms were necessarily very much embedded in the social activities and 
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identities of the work context, varying quite a great deal from the essay-based or narrative 

literacy that I saw taught in the humanities and liberal arts. The social practice of literacy 

often seemed to be a representation of what it meant to be a nurse, a mechanic, a 

designer, a biotech scientist. I wondered if this could be documented and what it would 

tell me about the social creation of meaning and identity through discursive practice. I 

further wondered as time went on, what these literacies might have to tell me about this 

particular juncture in capitalism, about meanings being created in and through the "New 

Economy" or "New Capitalism." 

While I talk in greater detail about these terms below, some of the major components 

of this "shift" in capitalism include work increasingly mediated through computerized 

technologies, flattening of hierarchies, more independent and project-based teams, and a 

shift from producing material products to producing services. One way to think about 

New Capitalism is that it comprises fundamental changes in social and work relationships 

which global capitalism is bringing to technologically developed countries like the U.S. 

Canada, Western Europe, and the Pacific Rim. If there are fundamental structural 

changes in capitalist economies that are new, then what is new about them? How are 

social and work relationships becoming different from earlier times? How do schools 

articulate these changes? These questions seem worthwhile to explore in a higher 

education setting that may increasingly include a close articulation with the practices, 

values, and meanings coming out of those social and work relationships. That is how this 

dissertation got started. Throughout the introduction and the following chapters I will 
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address in much greater detail what I mean by this "juncture of capitalism," the "New 

Capitalism." 

My first encounter with the college occurred in 1991. At that time I was hired to teach 

part-time at East Coast Community College (a pseudonym, forthwith, ECCC), a 

community college in the greater metropolitan area of a large city in the Commonwealth 

of Massachusetts. During the two years that I worked as part-time faculty I taught 

Developmental Writing and English Composition courses. At the time I was also 

working full time as a research associate for a small non-profit research and curriculum 

developer specializing in math and science development. The college was at the point of 

redefining its mission as the state chancellor and board of higher education had decided 

that each community college in the state ought to have a specialty, an area of expertise it 

could be identified with. This was called in Massachusetts a "targeted mission." The 

specialty that ECCC was assigned was in high technology and health sciences. At the 

time, I thought this was a brand new and radical shift in the mission of the college. Little 

did I realize that it was in fact that latest of a seri es of changes, all of which were oriented 

toward shifting the college's teaching focus sharply to a high technology and health 

sciences curriculum. The point I want to make here is that in 1991-3 when I worked as 

an adjunct instructor of writing, Massachusetts had already been moving into the 

economy of New Capitalism with an emphasis on technology and service-based 

economic sectors. The educational system was moving to support it, and a "New 

Capitalism" collcge mission had already been in place for since 1983. 
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Under its first president from 1966 to 1983, ECCC had made its name primarily as a 

transfer school where students went on to elite institutions in the area. The transfer areas 

had been for the most part in business and liberal arts. While an open enrollment 

community college in name, ECCC in its early years had in fact created many indirect 

means for selecting mostly white, male, and middle-class students. In the summer of 

1983 a new president came on board and slowly began to dismantle these filtering 

mechanisms. Through long-range planning he oversaw the development and 

implementation of large programs in high tech and health sciences. By the time I came to 

the college this transformation had in fact taken place, with the liberal arts and literacy 

instruction now comprising the "core" for students who would go on to school-to-work 

programs. In one of my first conversations with a senior faculty member, he said with 

some degree of nostalgia, "We used to be known as the Harvard of the community 

colleges." 

In the summer of 1993 the director of the writing program offered me a full-time 

position as an instructor of composition. Her idea was that I would be a person who 

could act as a bridge between the essay-based writing program and the more recently 

developed high tech and health programs. The new dean of Allied Health sat on my 

hiring committee, as did the head of a new Biotechnology program. 1 was hired and in 

September of 1993 I began to teach at ECCC in the department of Writing and Literature. 

ECCC in 1993 had moved sharply away from being a community college that 

selectively transferred a relatively small population of white, middle-class males to elite 

institutions. In ten years under a new president, only the second in its history, the school 
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had implemented a true open enrollment policy and its full-time equivalent numbers had 

gone from under 2000 to 3500. The school had developed a comprehensive English-as-a-

Second-Language program and non-native speakers by 1993 compri sed a third of the 

school population. Of the total population more than half were women and over 60 

percent were over 25. Increasingly, students were taking the commuter train out from the 

city center, located about 10 miles to east. During the first years that I was an instructor 

in the writing program teaching essay-based literacy, 1 also had the opportunity to work 

with faculty and students in programs that had a much closer relationship to actual work 

settings. Even at the outset as a new faculty member struggling to learn my own job, it 

was clear that what "reading and writing" meant in other areas of the college and their 

related work settings had incredible variability. 

While the college put a lot of thought, time, and resources into developing school-to-

work relationships, the rate of successful completion for many of these high tech and 

health programs remained low, below 50 percent as reported in school records. Over time 

I was to learn that what was officially reported was not accurately reflected in the number 

of students I observed leaving over the life of a two-year program. The actual numbers 

who left over the course of the program was higher than reported. I was hired in 1993 as 

a literacy instructor precisely because I could "talk" science and math to faculty at my 

school. I specifically worked with students and faculty in nursing and automotive school-

to-work programs during the years 1993-97 to create "bridge" developmental programs 

so that we could raise retention rates, particularly among minority students. In 1999 after 

I returned from two years of taking doctoral courses, I again made connections in these 
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areas with faculty and students, but I also began working with the Biotechnology 

department and the Computer Assisted Design (CAD) program. The longer I worked 

with faculty and students in these areas the more I became convinced that literacy in 

these disciplines was embedded in a set of social practices distinctive from those in the 

liberal arts and social sciences. Students had to go through two socialization processes. 

First they had to learn the world of the liberal arts and essay-based literacy. They had to 

consciously and unconsciously master all the dispositions and habits, take on the 

practices or habitus (Bourdieu 1979; Bourdieu and Passeron 1981) of that particular 

world. Then in a very short period of time they would be immersed in a different habitus, 

the one of their program, and have to successfully master that. This seemed to me at the 

time to be an incredibly difficult task to put a non-traditional student population through, 

a kind of a double sieve that made it difficult for huge groups of students to gain access to 

education and work. I have since learned that this characteristic of community college 

education and school-to-work programs is not only an issue at ECCC, it is in fact a nation 

wide problem. However, it is not widely acknowledged nor examined as partly a 

problem of the taking on of habitus through oral and written discursive forms. 

As I indicate above, when I returned to the college in 1999 I began "seeing" literacy in 

these disciplines with different eyes. I wanted to focus on literacy as social practice so I 

looked at enactment, the creation of oral and literate forms in a number of different 

academic areas. As I have mentioned before, what these academic contexts all shared 

was that they created social spaces where students did a tremendous amount of 

apprenticing. Thus, all forms of literacy were organized around the social practices of the 
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work setting. The basic questions that came to centrally inform the dissertation were as 

follows. 

1. What is the structure, both grammatical and social, of the primary 

discourses/social speech genres of the various school-to-work settings that I 

am examining? This is a descriptive question about discourse with a small 

"d," the discourse of hybrid academic/work speech communities. 

2. What are the typical forms, the syntactic structures, face-to-face interactions, 

narratives, and metaphors whereby Discourse with a capital "D" gets 

represented in these academic social speech genres? This is a question about 

the Discourse of capitalism and its connection to little "d," its enactment in 

social speech settings. 

3. To what extent do word orders of New Capitalist settings reproduce already 

existing orders of work? Where are these reproducing practices challenged, 

accommodated, and/or resisted? This last question is a question about literacy 

where it does or does not play a role in reproduction of existing relationships 

of inequality. This is where the "so what" of this dissertation is most salient. 

For if claims are being made for particular social literacy practices as having 

emancipatory and transformative effects on the lives of people who take them 

up then those effects ought to be discemable at the level of questions 1 and 2. 

If these claims are not met or if they are met for some people and not for 

others then they should be publicly challenged and critiqued on those grounds. 



18 

The New Work Order and New Literacy Studies 

The teaching I did in the 1990s occurred within a national discussion of school reform 

informed strongly by the revolution in cognitive psychology of education. The reform 

debate was signaled by such publications as A Nation at Risk (1983), Workplace 2000 

(1993) the Secretary of the Interior Commission for Achieving Necessary Skills or 

SCANS reports (1990; 1991; 1992), and as mentioned above, a revolution in cognitive 

psychology of education (Resnick and Resnick, 1981; 1992; Resnick, L. B. 1990). As in 

other institutions of higher education, these kinds of texts infonned discussion of school-

to-work reform at my institution both in terms of broad state mandates in about the 

colleges mission, as well as curricular reform that would organize classroom structures 

and learning processes at the classroom level. 

At the state level, the major mandate change was that the state required ECCC to 

develop a high technology and health sciences focus. The initial decision, made at the 

state Board of Higher Education, took place in the summer of 1983, right around the time 

of the publication of the two very influential publications mentioned above. At the 

institutional level, during these years the college worked hard to establish standards or 

benchmarks where the institutional assessment and the accreditation of outside agencies 

were more closely articulated. Secondly, learning tasks in the classroom were strongly 

influenced in theory (stated programmatic goals, outcomes, etc.) by a focus on cognitive, 

apprentice-based, and cooperative strategies for learning that promoted meta-cognitive 

kinds of questioning and reasoning processes (Resnick & Witt, 1996). Thirdly, there was 

a closer articulation between the tasks of school and tasks of work. In practice this would 
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mean that much of the course work of Hteracy, math, and science would be more closely 

connected with the needs of the workplace. But as I mentioned above this kind of 

articulation did not in fact take place throughout the college. Instead, students first 

learned the literacy of college, the essay-based literacy of a fairly traditional liberal arts 

curriculum. The texts produced in these programs would be at least recognizable to a 

literate person from the last century. However, then students would go on to the program 

courses where they would be immersed in the social practices of their field of work and 

the primary forms of literacy that they would be using on a daily basis. Whether or they 

were leaming the nursing note, keeping a laboratory log in biotechnology, or some other 

form of literacy, these forms would be about as recognizable to someone from the late 

nineteenth century as Einstein's higher physics equations would be. They are very 

different from essay-based literacy. Lexicon is different, syntax is different, structure is 

different, symbols are different; in short they constitute an alternative symbolic system 

for making meaning. And the meanings that are made are often distinctive to the field. 

They constitute distinctive discourse forms, literacies, and communities. 

The benefits of school-to-work programs were then and continue to be placed within 

the context of creating an U.S. that is both more democratic and more competitive 

(Drucker 1993). This includes the notion that people must become smarter to use smarter 

machines, that retention rates will rise with a closer articulation of work and school tasks, 

that standards will encourage students to work to a higher set of goals, increasing both 

productivity and motivation. Literacy in these models is a "thing" that will make students 

smarter, autonomous from social contexts and human action (Ong 1983). 
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While I believe that the cognitive psychology of the 1980s produced much relevant 

and helpful research on meta-cognition, the work on schema theory and so-called "naive" 

or everyday theories, contain a number of assumptions both about learning and work that 

might be questioned. An alternative perspective that critically views both this literature 

and its metaphors for education begins with a concept that Gee and Lankshear call the 

"imagined workplace" (1995). It is into this imagined workplace that the students in 

school-to-work programs will graduate. It is this environment that they are preparing for 

through apprenticeship and practice of socially embedded forms of literacy. 

In an article titled, "The New Work Order; Critical Language Awareness and "fast 

Capitalism" texts," Colin Lankshear and James Gee (1995) examined key metaphors in 

recent business texts on education for work. These texts are enactive in the sense that the 

education and work situation they describe does not actually exist in the present, but is 

imagined and projected into an idealized future similar to Benedict Anderson's (1983) 

imagined communities. The authors point to reform efforts in the United States and 

Australia where "smart workers" in a "clever country" need schools to prepare children 

and adults to participate effectively as "knowledge workers" in the "enchanted 

workplace." But what do these enchanted workplaces look like? 

Like the cognitive literature cited above, the fast capitalist literature stresses the idea 

that enchanted work places will include the need for collaboration, higher order thinking 

for problem-solving, learning in context, alternative forms of assessment, and the heavy 

integration of workplace technology and practice into everyday learning environments. 

Yet the literature also projects a leaner, meaner, and less hierarchical workplace, one 
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dependant on a large, cheap, and flexible labor force. At any given time a large 

percentage of the labor force must be under- or unemployed for this system to work. 

Furthermore, the system depends on a product distribution and service work force (who 

takes the phone orders and ships out the product?) who, "as a rule lack necessary 

education to be knowledge workers. And, in every country, even the most highly 

advanced ones, they will constitute the majority" (Drucker, 1993, p. 8). In other words, 

as Gee and Lankshear (1995) point out, the new capitalist work order will not only have 

to produce the worker for the "enchanted" work place, but will also have to produce large 

numbers of low-level poorly educated "disenchanted" workers. These will be shut out 

from the presumed benefits of the democratic workplace such as health care and some 

measure of job stability. One question that I might have about the school-to-work 

programs with which J am involved is whether we are producing both kinds of workers. 

Is this a social process of constructing the enchanted (which can mean deceived!) and the 

disenchanted, both at the same time? While this is an interesting question, it will not be 

the central focus of the dissertation. The perspective that I would like to take on this 

question is not one of enchanted/disenchanted or success/failure dialectic. Instead, 

through my three questions I would like to map out the primary literacy genres of these 

various discourse communities, use socially situated linguistic analysis to probe for 

Discourse meanings, and articulate just how "New Capitalism" is practiced in these 

settings. 

As I mention above, the literacy practices that I present in this dissertation often 

articulate very closely with the work setting, and thus part of my title includes the 



22 

concept of multiple literacies. But I also found that something much like "New 

Capitalism" was ubiquitous to this context as well. When I began this project I was 

interested in doing some cross-comparative research about how students moved from the 

"traditional" literacy to the literacy of their program (like nursing or automotive 

technology) and finally to the literacy of the actual work environment. I spent time with 

automotive students and student nurses first in vmting classes, then in their program class 

work, and finally in the apprenticeship of the work setting. I did the same with a small 

cohort of students in what can only be described as "elite" programs in biotechnology and 

CAD, programs that would graduate small numbers of students into jobs where they 

would start working at roughly double my own salary. I began to see the marketplace 

everywhere in my study; in the speech, in the literate forms, in the stories people told, in 

the metaphors people used to describe what they did and why they did it. The forms of 

literacy used by nurses, for example, seemed directly related to the growth of for-profit 

managed care that began in the 1970s. When using the formal lecture register, nursing 

professors would refer to "clients." But when using informal registers to create solidarity 

and alliances with students they would refer to "patients," a term from before the 

managed care revolution. In the CAD program final presentations, a graphic and textual 

literacy event, students would often model themselves as "President and CEO" of a small 

design company selling a product. The new president of our college, a man with a 

background in business, sent out a memo full of metaphors from business like "visioning 

a new market niche," and "leveraging the market." When the college subcontracted a lot 

of non-credit coursework to a virtual distance learning company called ED2go I realized 
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that a central part of this dissertation had to be about new capitalism or what Gee and 

Lankshear call (1995) the "New Work Order." I would have to explore how the forms 

and social practice of these multiple literacies at my college were interpenetrated and 

interwoven with practices of capitalism as this particular historical moment. 

The "New Work Order," as defined by Gee and Lankshear (1995), is a new moment in 

capitalism, one that is emerging even as I write these lines. In my initial data collection 

as I observed students going through their schooling and as I observed the day-to-day 

processes of the institution the interpenetration of metaphor, language, and practices of 

the marketplace was everywhere. At first I thought that what I would be exploring was 

the imposition of an ideology as it is carried through language, the ideology of capitalism. 

However, I also wanted to avoid falling into the trap of implying a monolithic imposition 

of ideology, a sort of Althusserian or Bourdieuian imposition where ideology becomes a 

form of unconsciousness that hearkens back to the Marxism of The German Ideology. 

Instead, it seems like this phenomenon belongs to an overarching Discourse as Foucault 

conceptualized it. 

In this sense, a Discourse is ubiquitous and everywhere. It cannot be assigned or sited 

in any one place or time. But it can be tracked through its instantiations at particular 

moments in particular places, through particular moments where it is negotiated, 

contested, transformed, rejected, and recreated in the discourses (small "d") of human 

agents who are both creative and bounded. In this sense too, this dissertation is "partial" 

for I do not claim to document all instantiations of this Discourse nor will I claim to 

exhaustively "document" all the characteristics of the New Work Order. This dissertation 



is an ethnographic study of particular moments in the life and literate practices of an 

institution of higher education and/or the people who inhabit some of those spaces. 

While institutions and people are not everywhere the same, most "spaces" of higher 

education are going through similar processes as the ones I present here. While these are 

often remarked upon, in the literature and in conversation no one has given close 

attention to the discursive interpenetration of daily educational literacy practices by this 

Discourse. This dissertation presents institutional instantiations of literacy in different 

ways than has been done before. While I use empirical methods from linguistic 

anthropology and the analysis of discourse, I also draw on theory, outlined below and 

presented in greater detail in the following chapters, to help me track a particular 

Discourse. The questions I have are fairly simple and can be re-stated here. First, what 

are the forms of literacy being used in different areas. What are the characteristics of the 

grammar, syntax, and lexicon of these areas in comparison to essay-based literacy? 

Second, how do these literacies reflect/'refract the social activities and meanings of the 

work setting? Finally, what do the forms and practices of these literacies each tell us 

about the Discourse of the New Capitalism, its promises and contradictions? What 

meanings are being created and what identities are being practiced here? 

The work of Gee and Lankshear cited above sits within a larger theoretical endeavor 

called the "New Literacy Studies" (Gee 1990; 1995; Street 1993; 1995). Rather than 

comprising a discipline, the New Literacy Studies is a multidisciplinary enterprise of 

scholars from a broad range of areas. What brings them together to create an "area of 

study" is an agenda rather than a historical set of theoretical and methodological 



perspectives. Scholarship is done by sociolinguists (Gee, 1989, 1990; 1995; Labov 

1973), anthropologists (Heath 1983; Hymes, 1974; Street 1993), educators interested in 

discourse (Cazden 1988; Michaels & Collins 1983), sociologists (Mehan 1979; 1996), 

and cultural psychologists (Cole 1996; Moll 1990; Scribner & Cole 1979), and scholars 

in critical discourse studies (Freebody, 1990; Lankshear, 1997). Central in this work has 

been a critique of the idea that literacy is in some way an object or a thing that works on 

people. This argument is most closely associated with the work of Walter Ong (1981) 

who argued strongly for literacy as a tool that in and of itself works to transform 

consciousness and help create the modem critical mind. The New Literacy Studies has 

questioned this theory. Instead, a more anthropologically and discourse-focused 

approach has argued that literacy is an ever-changing social construction that is taken up 

by people, communities, schools, and cultures in a variety of ways and put to various 

purposes. In other words, while it may be true that literacy does in some way work on 

people, it is equally true that people work on literacy. And since people vary, so do the 

forms that literacy takes. Literacy, in fact, is enacted in multiple ways. 

In the literature cited above there continues to be a gap between micro-interactional 

studies with a focus on discourse, and macro studies where ethnography and theories of 

culture stand out. This split is neither hard and fast, nor does it go unaddressed by those 

working in the field (Holland et. al 1999; Lipka, Mohatt, & the Cieulistet Group 1998; 

Varenne & McDemiott 1999; Wertsch 1998). But even in the very excellent scholarship 

in this area we are faced with certain phenomena that could benefit from further 

complication and explanation. For example, in the more micro-interactional literature 
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there often seems to be an implicit assignment of a "different" unitary consciousness 

based on social factors like class, race, gender, or ethnicity (Gee & Crawford 1996; 

Labov 1974; Philips 1983; Tannen 1986). My questions about connecting discourse 

communities with a Discourse seek to find evidence for the possibility that identity and 

consciousness may be present in multiple ways as is currently being theorized and 

explored in much of gender discourse studies (Eckert 1992; Hall & Bucholtz 1995; 

Wodak 1995). On the other end of the spectrum, large macro-oriented ethnographies 

often portray social characteristics such as gender, class, and race as having a monolithic 

kind of character that is imposed from above (Bourdieu & Passeron 1991; Ogbu 1998; 

Street 1993, 1995). What is idiosyncratic, quirky, and variable across social groupings 

gets lost. The microethnographic focus on a variety of discourse communities attempts to 

address these kinds of issues without losing the insights brought by a critical and 

structural perspective. It is the unique constellation of theoretical perspectives that drives 

my method and helps me to take "facts" that have been gathered before and see them 

from alternative perspectives. That theory I explore in much greater detail in the chapters 

of this dissertation. 

The Organization of the Chapters 

This introductory chapter and chapter 11 form the first part of the dissertation where 

the reader is introduced to the overall questions and context. Chapter II is both a 

sociohistorical perspective and an ethnographic description of the history and 

organization of learning spaces in the college. I present this chapter with an introduction 

that situates this ethnography within two perspectives. The first is the literature of 
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corporatism in higher education, which is complementary to but not identical with, the 

"New Literacy Studies." I then try to situate this moment in a broader social-historical 

perspective, in particular in a consistent strand of social efficiency in education that goes 

back at least to the great immigration that began in the late 19th and early 20th century. 

The purpose of this chapter is to offer some initial possibilities for considering how this 

moment in capitalism is both different from and similar to earlier ones. Also, the history 

of ECCC connects the construction of social spaces to particular literacies I am studying. 

These social spaces, looking more like work than like a traditional college classroom, did 

not emerge out of a vacuum. Instead the presence of state institutional decision-making 

was extremely important and these decisions took place within the context of such reports 

as Workplace 2000 (1993) and A Nation at Risk (1983). I argue in this chapter that these 

documents in fact tie both backwards in history to earlier social efficiency movements, 

and also forward towards what we are now calling "New Capitalism." 

The second part of the dissertation, chapters III, IV, and V concern the relationship of 

theory to method. I am not be so much concerned with the collection of "new" facts but 

with a theory and method that allow me to view a set of facts from new perspectives. In 

Chapter III I examine my theoretical roots in the work of L. S. Vygotsky and M. M. 

Bakhtin. These two signal my sociocultural perspective on processes of language, 

literacy, and the development of thinking. Part of what this perspective makes possible is 

to discuss language and literate processes as meaningful representations of thinking, 

while not claiming that they are in any way a pure reflection of thought or consciousness. 

The ultimate purpose for reviewing this early 20th century work as well as making 
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linkages to current activity theory will be to develop socially embedded and multiple 

units of analysis. I link Vygotsky's theoretical and empirical concepts of holistic units of 

analysis to Bakhtin's theoretical notion of social speech genres. From this linkage 1 

develop unit(s) that preserve Vygotsky's holistic structure while bringing in the 

flexibility that Bakhtin theorized would be necessary for studying actual social settings. 

Chapter IV brings the theory of the prior chapter into focus with an exploration of the 

concepts of practice, discourse, and language ideology. The purpose of this chapter is to 

bring in theoretical perspectives that articulate concepts of power, and how power is 

practiced through state institutions and the creation of nation-state hegemonies. This 

important theoretical link will provide a lens from which to view the background and 

history of ECCC, one that has been very directly influenced by other state institutions and 

processes of hegemony building. This chapter orients the study towards those processes 

of state and civil hegemony, connects them directly to the creation of social spaces in the 

college and with social practices of the people who inhabit them. 

Chapter V makes explicit the linkage of the theory in III and IV with actual empirical 

research. Here I present studies that have taken on similar approaches to mine, and 

discuss the methods of data collection and analysis that are central to the dissertation. 

The literature on language and ideology as well as related literature in the New Literacy 

Studies are central to my approach, but the methods of collection and analysis are also 

discursive. That is, they are changing as the study progresses and new "facts" emerge 

from the data. I also document the major turns in the road I have taken. One has already 

taken place as I presented at the outset of the chapter. 
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The four chapters, VI-IX, will present linguistic anthropological case studies of the 

two areas of concentration, those being biotechnology and nursing. There will be two 

chapters for each program as I follow students through their apprenticeship to the major 

literate "texts" that they have to take up if they are to be members of their particular work 

communities. The history of each program will be told through narrative analysis of 

major players such as department heads and key faculty members or key administrators. 

I will also reference institutional documentation. Typified forms of literacy and face-to-

face interaction are analyzed as students practice/apprentice in these school/work 

settings. For example nurses are presented as they learn the "nursing note," and 

biotechnology students as they construct and present mock "research papers." Analysis 

concentrates on the form of these literacies that is created through practice, how it is both 

distinctive from and similar to more recognizable essay-based forms. These chapters are 

the heart of the dissertation and I want to hi-light here the data I focus on and what it will 

show. Data forms are multiple as they must be in a dissertation of this kind. They 

include institutional texts, texts from the fields of Nursing and Biotechnology, interviews 

about the history of the program, discourse analysis of inter-linked literacy practices that 

occur over time, and discourse analysis of emblematic displays of in-groupness 

(Silverstein 2001). These data will clearly show a number of things. First, they will 

show that as a cohort, these groups of students are pointed towards very different futures, 

one that is elite for Biotechnology students and one that is not for Nursing students. 

Second, the data will show that this pointing operates at the smallest bits of grammar, in 

the bits and pieces of vocabulary, syntax, and the structuring of language interactions. 
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Third, the data will clearly show that something new is present but that the old orders are 

also present. There are clear strands that tie schooling, programs, students, and teachers 

to the sociohistorical past. Finally, the data will clearly show that while the pointing is 

strong, it does not determine. There is clear evidence of individual agency and human 

creative activity at both individual and collective levels. 

The points I make above will be reiterated in chapter X. This final chapter will 

concentrate on making the connection between the discourse of these different 

communities and the big "D" of the New Work Order. The purpose of this chapter will 

be to try and characterize the kinds of meanings are being created in this "order" through 

the discursive practices of people preparing to enter it. I discuss the findings and 

limitations of the claims that I am making, coming back to the idea of narrating a partial 

world that I have begun with. 

Importance of the Study 

The overall purpose of this dissertation is to embed multiple literacies of work and the 

Discourse of the New Work Order in lived practice. Thus far, criticisms of the "New 

Work Order" have either focused on enactive texts of those who would promote it, 

speeches by major players like Louis Gerstner of IBM, or statements by politicians (Gee 

and Lankshear 1995; Giroux 1998; Hull 1995; Rifkin 1995, 2000). This dissertation 

looks at the lived practice of apprenticeship into that new work order. This work is 

important for practical educational reasons but will also interest scholars of educational 

and social processes for its theoretical and methodological underpinnings. 
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First, on a practical level this study gives us a picture of alternative forms of literacy 

as they are practiced now. The processes for making meaning, the norms for 

communication, and the purposes of literate behavior that are different than those we 

routinely assign to essay and narrative forms takes us back to the New Literacy Studies 

concept that literacy is not a thing. It is a lived process. Or as I said before, the study 

brings to the fore that literacy does not just work on us, we also work on literacy. 

Educators who teach teachers for example, ought to be aware of the kinds of literacy that 

are being created, what their characteristics are, and how they are being learned. Only 

then can they consider how they want to respond to them. This is a very practical 

concern. 

Another practical level at which this dissertation might operate is to unpackage some 

of the micro ways that capitalism, education, and the practice of literacy are intertwined. 

Seeing capitalism at work on the level of syntax, for example, can help us consider 

carefully the models of literacy that we want to promote in higher education and why we 

believe they have meaning and value. This is an important task for educators of all kinds 

to consider as they come under increasing pressure from other institutional players and 

political alignments to "be practical" and "prepare students for the world of work." Most 

educational bureaucrats in this state, and indeed across the country, are telling teachers 

that change is coming. As teachers, educators, and scholars of literacy we need to 

consider carefully what the central practices of that change movement are and in what 

ways we want to interact with them. This is a very practical question; how will we 

respond when pressure is brought to bear on us? 
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School-to-work educators will be interested in the micro-interactional, social practice, 

and discourse centered approach to a school-to-work literacies as opposed to the more 

programmatic and cognitive approaches that are characteristic of the field. Studies of 

school-to-work literacy tend to focus on literacy rates based on quantitative proxy 

measures, sometimes utilizing schemata theories about students prior knowledge as a way 

to explain success and failure. While these kinds of studies are often useful in identifying 

a "problem" they do not give us great insight into the processes of negotiating literacy 

and entrance into the discourse communities of work that gives a fair picture of the 

complexity and rich diversity of this process. 

Finally, scholars of linguistic anthropology who explore the intersection of language 

ideology with discourse may find this work to be of interest for several reasons. Much of 

the discussion about "the New Order" has been somewhat ahistorical and in this 

dissertation I try to begin to address that issue. I often hear in the discourse of my 

colleagues that we are in the midst of a new "social efficiency" movement. Social 

efficiency is clearly part of the "New Work Order" then as now. But as far as I know no 

one has gone back to that movement of the late 19th- early 20th century to examine what 

is similar and what is different between then and now. In other words, what is new about 

the "New Work Order?" I do this as a way to frame the institutional history, the history 

of the college in Chapter II. I compare the metaphors for learning and students then and 

now, then look at how "new" metaphors come into the discourse of state mandates, 

leading to the creation of distinctive social spaces where work literacy can be practiced. 

Thus the dissertation has a sociohistorical component to it that further connects 



33 

discourses with Discourse. There are as yet few scholars trying to marry the fields of 

discourse theory, psychology, and the study of literacy practices. My own take on this 

intersection is somewhat unique without existing completely outside the discourse of 

education. 

Such a study will also have implications for how we think about and construct 

schooling in its relationship to work. For example, we are seeing new populations like 

first-generation immigrants and working class white males in college and this study will 

bring insight into how those who are farthest from the norm of school construct and 

negotiate language and learning processes. This study shows us ways that greater 

numbers of students could succeed than appear to be doing now in the context that I work 

in, and apparently, in the national context. Making sense of, and questioning the efficacy 

of, student experience with school to work programs is an important undertaking if we 

are to genuinely make a place for these groups in the complex economic and social 

reality of the current American landscape. 

Narrating Partial Worlds 

At earlier points in this chapter I discussed why this dissertation is not an ethnography 

in the conventional or "classic" sense of the word. While my methods are ethnographic, 

particularly in the following chapter, I make no claims for creating an ethnography of the 

complete culture that comprises East Coast Community College. There are too many 

forms of literacy at this institution for me to document in a detailed way. I cannot 

explore them all in the depth necessary to give rich description of both the forms and 

enactments of these multiple forms of literacy. But part of the story to be told here is that 



in the particular we can see general processes at work. I am interested in the two 

characteristics of this micro-culture, ones that I believe are shared at many other 

institutions of higher learning at this particular historical juncture. First is the 

phenomenon of variable literacies at the level of discourse communities. Second is the 

presence of a New Work Order Discourse embedded in the language and literacy 

activities across contexts. If we look at recent articles about corporatism in higher 

education, as 1 do in the next chapter, clearly something is going on in education. My 

approach is to look for the general in particularities, hopefully revealing both richness 

and coherence as Discourse is enacted at the level of discourse. Again, as mentioned 

earlier this is another way in which this dissertation narrates a "partial" world. For I do 

not claim to be able to describe a single or unitary Discourse of "New Capitalism." In 

fact it was exactly Foucault's point that Discourses are amorphous, not fixable, and to 

borrow a term from a colleague, my purpose rather than to describe them is to "track" 

them. 

If we think of the metaphor of tracking, it invokes following the material instantiations 

that point toward an objects presence in the world, rather than searching for the object 

itself. Tracking the Discourse of the New Work Order is to find its presence in 

discourses, in social speech communities. In this sense the dissertation is also partial. 

The site of this Discourse is everywhere and nowhere. By this I mean that the moment 

we grasp it or fix it to a particular site then it shifts, and presents itself in a different way 

or in a different place. 
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1 also feel that there is a positive case to be made for partiality in research. From its 

origins in the enlightenment social science research has ceaselessly tried to produce 

totalizing narratives about the object of research. At the transition to the second 

millennium scholars have started to notice that it might make sense to be "wary" of 

generalizations (Abu-Lughod 1993), or that we should look at deeply contextualized local 

situations (Eckert &McConnel-Ginet 1992). This can allow for tremendous variability 

that is potential in social practices to emerge from the larger social fabric. In my case I 

am looking for the great variability in language and literacy practices to emerge from my 

research setting of East Coast Community College. 

Li la Abu-Lughod wrote about this in her own research on Bedouin Women in Egypt. 

In the introduction to this work she says: 

Anthropologists do, however, have two reasons to be especially wary of 
generalizations. The first is that as part of a professional discourse of objectivity 
and expertise, it is inevitably a language of power.... The second and more 
serious problem is that by producing effects of homogeneousness, coherence, and 
timelessness, it contributes to the creation of "cultures." The Anthropologist... 
may flatten out differences and homogenize them. (1993, p. 8) 

She points out that the concept of positionality offers a productive way to think about this 

issue. Inherent in this idea is the notion that "a story is always situated, it has a teller and 

an audience" (p. 11). In the twentieth century the assumed position of neutrality and 

omniscience on the part of many social science narratives has also served the purpose of 

erasing enormous complexity within cultures. Cultures became fixed, or in the case of 

education and literacy, an ideal of literacy and its effects became fixed. Variability is lost. 

But the idea of positionality would seem to carry some rich possibilities for us a 

social science researchers. Instead of being captured by either an omniscient and distant 
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objective stance, or taking a connected subjective stance, positionality offers up multiple 

stances. What do I mean by this? The best example I have seen recently is Lipka, 

Mohatt, and the Ciulistet Group's book on Yu'pik Eskimo education (1998). In this 

book, the authors make an important move to allow for multiple positions and stances. 

They do this to a great extent by giving authority to multiple groups; the elders of the 

community, the teachers, and educational researchers all engage in the analysis of what 

things moan. While this could lead to an incoherent narrative, in this book it leads to 

richness. The multiple authors speak in different voices and use different forms of 

analysis. They allow the reader a window onto a reality of Yu'pik education where doing 

math, science, or reading and writing is really fundamentally different because the 

symbolic forms for making meaning are so different. This is an example of multiple 

positions and for me it is the flip side of the coin of what I have been arguing about 

partiality. Partiality is not simply about accepting the notion that a total narrative is 

impossible, or as some would have it, a deception that in fact can do a great deal of 

damage. As the reader will no doubt know by now, my own attempt to bring in the idea 

of Discourse implies that I have not totally thrown out larger totalizing ideas from this 

dissertation. Instead partiality for me implies the responsibility to try to include multiple 

perspectives and stances, both on the part of the researcher and on the part of those others 

who speak in the dissertation. The purpose is to allow the reader into a reality of multiple 

literacies, the richness and different-ness of those forms. At the same time, the purpose is 

to take note that this is a very singular moment in the history of capitalism, and 

everywhere in literate discourse, the traces of that moment can bo found. 



37 

CH APTER II 

"COME HERE, GO ANYWHERE" 

Introduction 

What is the purpose of doing a chapter on the history and context of the college? The 

first reason is that in the history of ECCC one can see the transitions that made it possible 

for certain spaces and literacies to come into being. In looking at the history, both 

through institutional documents and doing interviews, I did not initially "see" what the 

connection was to variable forms of literacy in school-to-work contexts. But as 1 read the 

institutional histories of the two former presidents and interviewed faculty and 

administration who had lived experiences of the institution over the last 30 years, I began 

to feel the present re-presented through the past. One way to make sense of the variety of 

literacy forms presently being practiced at this college is through the past histories of 

those forms as they came to this institution. 

In this sense the "story" being told here, from a variety of perspectives, is of the 

struggle to move from a small liberal arts transfer school that served middle-class white 
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males to a much larger ethnically and socially diverse population that trained and found 

jobs for students in hi-tech and health related fields. It is also a story about changing 

institutional identities. Many faculty then and now did not want to change and even when 

provided with the numbers to show that we were no longer fulfilling our traditional 

mission continued to work against taking on the new one. This immense change 

involved struggle and conflict. These historically situated events are evident in the 

institutional practice of literacy as well as in the individual programmatic areas of the 

college. The creation of new social spaces for literacy was a contested process, the 

literacy and learning that has evolved here is neither a benign nor a neutral kind of 

practice. The sociohistorical past is intricately linked to the present. One way to view 

this story is through the transformation of social space over time. Through viewing the 

change in spaces we can also connect to the radical changes in faculty, administration, 

enrollments, the kind of work that was done, and eventually gain a picture of changing 

institutional identity. 

The second reason to have an ethnographic and sociohistorical chapter is to look 

at contexts. My purpose here to look at the "map" of the school and how it changed over 

time. The creation of social space in the school where various literacies are practiced is 

of some import. If variable forms of literacy are going to grow and survive they need a 

home, a place where they can be practiced. Those places need borders and they need 

people who are "masters" of the speech genres. Finally, of course, they need students, a 

steady stream over a long period of time. It is quite startling how certain programs have 

created physical spaces that are for the most part "separate" from other areas of the 
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college. The nursing and biotechnology programs stand out in this way as do some 

others, notably CAD/CAM and automotive though they are not covered in this particular 

study. Not only have they their own spaces but those spaces have been physically created 

to adhere to the work setting more than what we would consider to be a "traditional" 

classroom setting. Thus the aspect of separation and the qualities of the physical 

environment play a crucial role in the forms of reading and writing that are practiced. 

Not surprisingly, those forms vary widely and are powerfully influenced by the values 

and technologies of the field. 

There are three areas that will be covered in this chapter. The first takes a look at 

current discussions about the rise in "corporatism" in education. My purpose here is to 

point out that while these discussions either promote or critique the "rise" of corporatism 

in higher education, there is in fact very little ethnographic or socially situated research 

that examines this phenomenon as a lived practice. The reason I want to address this 

issue of corporatism is similar to the reason I am discussing what Gee and Lankshear 

(1995) call the New Work Order, and more recently New Capitalism (Gee, 2000; 2001). 

As discussed in greater detail in chapter one, the language, metaphors, and practices of 

the "New" economy saturate my research contexts and therefore must be central to my 

analysis. The second part of the chapter describes the sociohistorical context of ECCC as 

closer linkages between education and industry were created in the years 1983-2000. I 

show the gradual transformation of the college over a period of 17 years as the institution 

became inextricably linked to "New Capitalism. The final part of the chapter describes 

the programmatic organization of the school and describes the spaces of high technology 
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"New Capitalism" programs. My point is that these learning spaces have developed out 

of a high-tech mission emphasis that dates from 1983, long before there was much 

discussion of a New Capitalism. The discussion of corporatism at the outset serves to 

frame the ethnographic description of history and institutional space that follow. The 

chapter gives an ethnographic perspective on how a radical change in the college's 

mission in 1983 was necessary and preceded a gradual transformation of institutional 

spaces and institutional identities. These spaces in turn, became inhabited by the social 

practices and multiple literacies of the educational settings of the nursing program and 

the biotechnology program, amongst others. These are the settings where I will be 

developing sociolinguistic case studies in order answer my questions about how the 

minute bits of language practice connect with discourse of particular professions and the 

Discourse of New Capitalism. 

The Rise of Corporatism and the New Economy 

Discussions about the movement of corporate practices into the culture of education 

are currently a central concern in the mainstream academy and heavy hitters like Henry 

Giroux (1999), Stanley Aronowitz (1998), and Jeremy Rifkin (1995, 2000) have weighed 

in on the issue. A 1998 article in the Chronicle of Higher Education by Katherine 

Mangan reports that in a growing number of presidential searches universities are looking 

for "leaders who can bridge business and academe" (p. 43). Much of the discussions 

about rising corporatism in education are also in response to high profile statements by 

people like Louis Gerstner Jr., the chairman of the board for IBM, who argues that 

schools should be treated like businesses. Giroux (1999) says that statements by Gerstner 
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States over the last decade is a direct result of corporate leadership. Schools are "oddly 

insulated from marketplace forces" and need to be subjected to the same forces that instill 

discipline, constant adaptation, self-renewal, and the drive for excellence that is the 

hallmark of the market system at the millennium (Gerstner 1998, p. 13). 

The arguments that Gerstner and other CEOs are about making schools more efficient, 

bringing in accountability processes from the business world, and about re-structuring. 

However, it is not just CEOs who are calling for changes of this sort in education. 

Legislators, government representatives, and school officials also increasingly draw on 

corporate practices as a way to frame discussions about education. The increasing 

national reliance on high stakes testing as a way to hold teachers and schools accountable 

for success is one sign. Another one is that President Clinton calls for the imposition of 

national standards for assessment of learning. George W. Bush touts rising test scores 

among Hispanics in his home state of Texas as proof that educational reform is working 

despite questions about both the efficacy and the meaning of those scores. In the early 

months of 2002 the senate passed an education reform act requiring standardized testing 

in every state. 

In the state of Massachusetts where ECCC is located, George Carlin, a 

multimillionaire insurance executive, was until recently the Chairman of our State Board 

of Education. That made him the single most powerful education executive in the state. 

As recently as 1998 he said "at least 50 percent of all non-hard sciences research on 

American campuses is a lot of foolishness" and he continued to argue for down-sizing, 
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the aboH shment of tenure, and a reduction of faculty input into decision-making ( Honan 

1998, p. 33). He said; 

There's going to be a revolution in higher education. Whether you like it or not, 
it's going to be broken apart and put back together differently. It won't be the 
same. Why should it be? Why should everything change except for higher 
education? (Honan 1998, p. 33). 

His revolution has been spelled out through an explicit call for greater teaching work 

loads for state faculty, the abolishment of tenure and faculty senates, and a reduction in 

research time, particularly in social sciences. At present these plans have not been 

implemented and Carlin has been replaced as the Chairman of the Massachusetts Board 

of Higher Education. 

Even closer to home, ECCC hired a new president in the spring of 1999. A self-

professed "college president from the world of business," Doctor Saxon came to ECCC 

from a background with the bureau of mines and non-collective bargaining two-year 

schools. He immediately began to institute budgeting and managerial practices that he 

learned in business contexts including "customer service" models, and "niche marketing" 

as part of college planning strategies. In faculty meetings he constantly referred to 

students as "customers" and to the college faculty and administrators as "service 

providers." His ideas for starting what he called the "East Coast Community Charter 

School" was most recently met by intensive questioning by the faculty as to whether or 

not this is a "for profit" concept. In a faculty meeting at the end of spring semester 2000 

he announced that for the present the idea of a charter school would be "tabled." 
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Scholars in education such as those I mentioned above look at these kinds of trends 

and are extremely critical. Yet the public seems to support many of the attempts to create 

efficiency and accountability, and often support wholesale restructuring, even with the 

recent implosion of the economy and the widespread findings of corporate corruption and 

greed. So what are the criticisms? Not surprisingly, they are similar to those of scholars 

who talk about the New Work Order that were discussed in Chapter I. In general, 

scholars like Aronowitz, Giroux, and Rifkin argue that corporate arguments for 

efficiency, accountability, and restructuring do not take into account the down side of 

those policies. These include downsizing, flight of capital abroad, and the striving to 

create ever greater shareholder equity. They also question the fit that these policies can 

have with the traditional role of higher education in producing citizens who can 

participate effectively and critically in a democratic society. 

Like Gee and Lankshcar (1995) they question the picture of the successful American 

economy. They point toward the effects of downsizing, arguing that this process creates 

a large pool of surplus low wage workers. This workforce remains underemployed and 

receives no benefits in the "New" capitalist economy. In education for example, the 

percentage of the professors who worked part-time in 1970 was 22 percent. By 1995 that 

figure had risen to 41 percent (Schneider 1998). They also point to the creation of a 

permanent "de-skilled" sector of the economy, a labor pool that is effectively shut out of 

access to the higher wage sector through the sorting mechanisms of testing and 

educational attainment (Aronowitz 1999; Giroux, 1998; Mangan 1998; Rifkin 1995; 

2000). 
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This is similar to the critique of those in sociohnguistics like Gee (2000; 2001) and 

critical discourse theorists like Lankshear (1997; 1998). They also argue that the new 

"smart worker" economy of the 21st century must have an underemployed and mobile 

permanent pool of labor in order to be successful, in order to continue to produce rising 

profits. What neither of these groups of scholars really talks about is in what way this 

historical moment, this current social efficiency movement, is both similar and distinctive 

from earlier social efficiency movement calls in education such as those of the first half 

of the 20th century. Their criticisms are somewhat ahistorical and the phenomena of 

New Capitalism appears to arise somewhat out of a vacuum. But clearly the current rush 

towards efficiency did not spring full-blown from a vacuum. There is a sociohistorical 

context that might add to the picture of the New Economy through a discussion of how 

this moment is similar and also different from the great social efficiency movement in 

education of the early twentieth century. Also, in their critiques these scholars do not 

come to grips with why the American public is by and large quite supportive of these 

kinds of practices particularly when they often have such powerful negative effects on 

their children. 

By not addressing these two questions the criticisms of this new moment in capitalism 

leave an implicit assumption that the "public" is being duped througli repetition and 

myth-making, that they have a kind of "false" consciousness in the classical Marxist 

sense of the word (Marx and Engels 1979). Yet it is possible that there are some good 

reasons why many in America support these kinds of practices. Below I address these 

two issues to finish off this section. First, how is this social efficiency moment both 
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similar and different from the one that preceded it? Second, why do these practices gain 

such wide spread support. Both these questions are important to the case studies I will be 

presenting later. I will argue that both the past of social efficiency and new distinctive 

characteristics of this moment are present in the oral and written practices at the college 

where I work. Also present, 1 will argue arc the arguments and rationales, articulated by 

students, teachers, administrators, and parents, for new forms of social efficiency in 

education. What the current discussion does is connect these arguments to their historical 

antecedents, while making sense of what they mean to the people who create them now 

and into the future. 

Social Efficiency Then and Now 

The social efficiency movement of the first half of the 20th century in the United 

States is associated first and foremost with Frederick Winslow Taylor (1911), the 

"father" of scientific management. Another important strand in the movement came from 

educational sociologists such as Edward Ross (1901) and David Snedden (1921). The 

third and perhaps most important strand came from psychologists like John Franklin 

Bobbit and of course, William James' most famous student, Edward L. Thomdike (1901, 

1922). It is important to remember that the social efficiency movement was a reform 

movement, its purpose to reconstruct education to fit the needs of a large and complex 

society being transformed through industrial growth and immigration. The movement 

had four underlying concepts. First came efficiency in the form of scientific management 

(Taylor 1911) and the elimination of waste (Bobbit 1912). Second was the view that 

education was an important modem tool for social control (Ross 1901). Third, 
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measurement in the form of scientific testing was the primary tool for fitting people with 

the most efficient curriculum. This was often seen explicitly as a way in which society 

could be regulated (Gould 1981). Finally, this was all backed by a psychology that 

viewed the mind as a machine in which there were "multitudinous separate individual 

functions" (Thorndike and Woodward, 1901). 

Kliebard (1987) argues that the social efficiency movement dominated the first half of 

the 20th century and gave the new bureaucracy of education "the metaphors, procedures, 

and standards of excellence." ... "It ultimately provided the language and hence the 

conceptual apparatus by which a new and powerful approach to curriculum development 

would be wrought"(Kliebard 1987, p. 97) The scientific management movement came 

from attempts to organize work more efficiently in the factories. Taylor was most 

famous for doing studies where work tasks would be broken down into their smallest 

components and then these components would be ordered into the most efficient 

sequence possible. This was done by observing workers who were particularly skillful in 

the particular work to be analyzed. Skillful meant that these workers completed the 

greatest amount of work combined with the greatest economy of effort. Taylor, for 

example recounts the art of bricklaying "where every movement of expert bricklayers 

was analyzed and through the elimination of waste, a standard and carefully laid out 

sequence of movements towards the accomplishment of that task was established" 

(Kliebard 1987, p. 96). So, similar to the current movement in social efficiency educators 

took from corporate models for social efficiency for the organization of work in industry. 

In this way at least, the current social efficiency drive would seem to be very similar to 
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the past. Then as now educators looked to efficient business practices like a school 

system created by the U.S Steel corporation (Bobbit, 1912) or to the textile schools of 

Lowell and New Bedford, Massachusetts (Massachusetts Commission, 1906). And, then 

as now there are a whole host of agreements between corporations and educational 

institutions. 

Another similarity to now is the sometimes implicit but often explicit references to 

social control of the behavior of students and teachers. For example, accountability or 

high stakes testing are now implemented in many states with the express reason of 

controlling teachers work and "testing" to make sure that they are teaching the mandated 

curriculum in the mandated way. In some states teacher pay or school funds may be 

withheld if test scores do not rise. Not surprisingly there have been increasing reports of 

"cheating" on standardized tests where teachers take sample test items and have students 

work through them. Recently I was watching an early morning news show on the 

television where a teacher had been suspended from her school for taking sample test 

items and using them with her students to prepare for a state achievement test. She did 

not show the students the actual test itself The superintendent of the school system, a 

Washington education "expert," and the news reporter all used the word "cheating" to 

describe what the teacher had done and never questioned that usage. It made me wonder, 

"Isn't she teaching to the test?" And if the test is a good one wouldn't that be something 

we would want her to do? We are left with the question of what purposes this test serves. 

Clearly with the rise in testing procedures both scientific management of curriculum 

and measurement backcd by psychology is also similar today to the social efficiency 
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movement of the early part of the century as well. So many of the basic tenets of social 

efficiency from the early 20th century are embedded in the current speech and practice at 

the juncture of education and industry. But what is different? 

The primary difference between the early 20'^ century and the social efficiency of the 

"New Work Order" is the kind of work that is being organized and the metaphors used to 

describe that organization. 1 want to stress that this is the difference as presented in the 

literature, while the ultimate purpose of this dissertation is to explore how that work is 

actualized in lived practice. The first half of the twentieth century saw the organization 

of curriculum to fit industrialization that was substantially different from the current 

moment in capitalism. Bobbitt (1921), for example referred to the superintendent of the 

Gary Indiana Schools as "the educational engineer," and the school as the "plant." His 

metaphor for students was "raw materials." The metaphors of early 20"' century were 

very material and sited on the body of the student, or "product." The model of scientific 

management was fundamentally concerned with organizing as efficiently as possible the 

movements of the body in a time where market-based capitalism was mostly concerned 

with the production of material goods. In the new economy of the current moment 

market-based capitalism has turned to a service-based economy and the production of 

less tangible goods. The metaphors that surround the social efficiency have embedded in 

them the same metaphors for organizing the body as mentioned above. But in addition 

they include metaphors for creating social efficiency of thought, and of the mind. What is 

different today is that the behaviors which are to be instilled, managed, and measured 

have a different locus. While in the early part of the 20'^ century educators made an 
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explicit connection between practice and behavior, now they have added to that the 

explicit connection between practice and thought. 

In a recent article in Training and Development, a business-oriented journal the author 

introduces an article about the education and business in the following way; 

Corporations have understood for a long time that if they're to remain competitive 
in the marketplace, they need to have suppliers that can meet their requirements 
for critical resources. Later came the broad recognition that mind-ware or human 
capital is one of those critical resources. Who is our supplier of mindware? 
Obviously, it's our schools. We urgently need them to meet our requirements 
(Sundberg 2000, p.l, italics added). 

The metaphor of "mind-ware" is very different from the metaphor of "raw material." 

Also, defining mind-ware as human capital transforms the traditional Marxist definition 

of that term from the material work produced by the worker to include the production of 

thought as well. But in both cases the place where these exist is centered on the student. 

What are the processes associated with mind-ware? In the words of the author above 

they include "problem-solving, critical thinking, decision-making, teaming, and 

creativity" (ibid, p.l). A distinction is made between basic skills which include literacy 

and numeracy, not the same as 100 years ago, and the "new basic skills" that include the 

above. Thought processes then become a "skill" in this model and can be broken down 

into their simplest components, waste can be eliminated, and the most efficient sequence 

can be discerned and instilled into the mind-ware of prospective workers. In the article 

mentioned above there is in fact a model for "improving performance" (ibid: pg. 2) called 

the Baldridge criteria. These are "seven criteria for high performance systems" and the 

author says that 
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The application of Baldridge criteria at each level of an education system, including 
the individual student level, offers huge opportunities for each student to meet critical 
education requirements. Imagine the promise of a five-year old starting kindergarten 
to set skill and knowledge goals and continue to do so each year.... What better way 
to develop people for Motorola. (ibid;2) 

The metaphor of developing people comes out of a branch of psychology that was in 

its infancy during the earlier social efficiency movement of the 20^^ century. The branch 

I am talking about is that of developmental psychology pioneered by those like Vygotsky 

(1932) and Piaget (1967). This developmental idea of the growth of psychological 

functioning became, in the United States, highly organized and "scientific" through the 

growth of cognitive psychology in the 1950s, 1960s, through the 1980s. A touchstone 

text in this literature as it came to bear on schooling would be Lauren Resnick's (1983) 

Education and Learning to Think. These models were often about separating out 

different qualities of thinking one from another and teaching them separately. In reading 

for example, decoding and comprehension would be treated as separate with the purpose 

of deriving the basic thinking strategies of each and teaching them separately. Basic 

cognitive functions like memory were organized as fundamentally separate from meta-

cognitive processes such as organized and memorized knowledge of a content area. 

Naive "folk" knowledge was distinct from "scientific" knowledge, "experts" were 

studied so that educational psychologists could discern the "best" thinking schcmas that 

ought to be taught to children (Brown, 1980; Palinscar and Brown, 1983; Resnick, 1979, 

1980, 1983). While these psychological models could and did claim a developmental 

perspective going back to Vygotsky and Piaget, they also organized thinking in ways that 

eerily conjure up the images of Taylor's time motion studies of brick layers. In this way 
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across all educational contexts. A brief look at recent handbooks on reading (Ruddell, 

Ruddell, and Singer 1994) and teaching (1999) will find a strongly present cognitive 

psychological perspective. 

Besides having metaphors that explicitly target thought processes another fundamental 

aspect of metaphors for education coming from the New Economy is the notion of action. 

One quality of the New Capitalism is that it takes nouns, and other lexical items that 

grammatically create a still place, a site of non-movement, and it turns them into verbs. 

The effect is one where New Capitalist workplaces are places of ceaseless action, of 

movement People do not work on teams, they are "teaming." The president at our 

school, Dr. Saxon talks constantly about "doing some intense visioning." In this way one 

has to wonder if New Capitalism, through its language (Linked to other social processes 

and activities), is working to recruit people into a work setting where they are always on 

task, always productive, and never at rest. 

As I discussed briefly in the first chapter, Gee and Lankshear (1995) focus on other 

kinds of verbs in the New Economy, also ones that are verbs denoting some form of 

action. These are words that suggest a commitment to democracy like "collaboration," 

"participation," and "empowerment." These are also metaphors, that as Street (1999) 

points out were "cherished tenns of oppositional groups, such as those working in 

Freirian literacy campaigns" (p. 7). While Gee and Lankshear would have us examine 

these metaphors in the light of who has access to this new economy and what kind of 

work is actually being done, I would like to suggest a somewhat different emphasis 
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without denying the points that they make. The emphasis I want to make is on the 

historical and that leads to a few conclusions that have consequences for this study. 

First, the metaphors used to enact social efficiency are based on economic models that 

have been around historically for at least a hundred years if not longer. Not only have 

they been around but social historians of education note that all curriculum movements 

including the social efficiency movement discussed above "borrowed" metaphors from 

democracy and liberation to support their claims. The metaphors and the rationales for 

them have a long historical basis and the underlying metaphors of efficiency, elimination 

of waste, social control, a mechanistic model of the brain, and scientific measurement 

have been present in educational discussion since at least the begimiing of the 20th 

century. But what has shifted is, as I said, the locus of activity, the site at which behavior 

will be changed. Metaphors for the site of educational activity have shifted in the new-

economy from an emphasis on controlling behavior through organizing the body to an 

emphasis on controlling behavior through organizing thought. Finally, they invoke a 

social field of ceaseless activity, where workers are always in motion. They are infinitely 

flexible, mobile, and adaptable. 

So why is it that people are willing to embrace this model for creating social 

efficiency in education? For a possible answer to that question 1 go back to the 

educational historian Herbert Kliebard (1987). None of the other educational critics 

mentioned in this chapter ask this question and that is unfortunate. It leads us back to a 

pretty simplistic notion of ideology, that of the "false consciousness" of them, the people, 

as opposed to the critical consciousness of us, the critical theorists. And because of this 
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implicit argument I feel that they may be missing a key aspect of the connection between 

literacy, language, and the New Economy. 

In his chapter on the social efficiency movement in education Kliebard does what 

none of the current critics do; he asks the question of why so many people support social 

efficiency "as a social ideal and as an educational doctrine" (Kliebard 1987, p. 89). His 

answer is very simple. He says. 

It was social efficiency that, for most people, held out the promise of social 
stability in the face of cries for massive social change, and that doctrine claimed 
the now backing of science in order to insure it... It was the science of exact 
measurement and precise standards in the interest of maintaining a predictable 
and orderly world (1987, p. 89). 

He goes on to point out that in comparison with other models for school reform like 

those of Dewey and the early developmentalism of Hall it was simple and easy for people 

to understand. Reducing curriculum planning to a series of steps that could be discerned 

scientifically and measured precisely had tremendous appeal to many. Is it possible that 

similar reasons underlie people's acceptance of new forms of social efficiency at this 

particular historical juncture? 

I think an argument can be made that it does and I will show in the case studies that 

form the analytical foundation of this thesis that social efficiency arguments and 

metaphors are embedded in the oral and literate practices of my college's social context. 

But for the moment I want to make the point that this current historical juncture is also 

one of great social and economic change in this country. While we are living in a 

moment of great economic prosperity we are also in the midst of radical change in terms 

of population and how we work. This must impact on people's lives in terms of family. 
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community, and local institutions. Bakhtin (1981,1986) made the argument that at any 

given moment there exists within society great social forces that are both centripetal and 

centrifugal. That is another way of saying that there are always forces present that 

centralize and forces pull things apart. If the forces of the New Economy, together with 

changes in population have thrown into disarray notions of family and community, then 

wouldn't it make sense that people would be willing to support institutional changes that 

enforce norms and create stability? In addition, since we have already lived through one 

great era of social efficiency in schooling then wouldn't it make sense for people to 

hearken back to something that has a sense of familiarity? Something where they can 

say, "this looks like the way I learned in school, the way I learned how to read and 

write?" The desire for stability makes possible the imposition of social control. Stability 

is difficult in a society where we are constantly called to orient our thinking towards 

uncertain futures that are full, necessarily, or risk (Beck 1994; 1998; 2001). It can't all be 

just centrifugal forces whirling things around, pushing things apart. People get too 

nervous when that happens and work to construct centralizing forces in society, or 

centripetal forces. What is different is that the forms of behavior, the social relationships 

in and around work, that are being controlled are different than in the early twentieth 

century. Mindware, becomes the metaphor for control in a much more decentralized 

economic structure, so that control of movement, the body, or the raw material, is self-

imposed. 

ECCC and the Creation of Social Spaces. 
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The crilical perspectives cited above began to pay attention to and critique 

"corporatism" in the early 1990s (Gee and Lankshear 1992). As I wrote earher, the new 

work order has been present at ECCC as an institution from as early as 1983. The 

impetus to do this was prefigured and signaled by publications like A Nation at Risk, 

followed by Workplace 2000 (1993) and numerous other government and education 

bureaucracy publications. We might conjecture that "the culture of mediocracy," the 

''culture wars" of the 1990s, and more recently the struggle over "corporatization" of 

education are in fact closely related phenomenon. We might further, as I have argued 

above, conjecture that they are likely to ventriloquate with other periods of great social 

and economic change in this country like the one that I described above. But the New 

Capitalism is not taking place as a mirror of the earlier time. Instead, it has new 

characteristics, notably a mentalistic emphasis that may be connected to the revolution in 

cognitive psychology of education with its focus on "schemata," or what is in the head. 

Rather than separating these moments it might make sense to see them as aspects, or 

representations of a similar phenomenon; when there is great social upheaval and the 

pace of change is great people are quite willing to support processes that appear simple 

and stable. 

The major change that came to ECCC in 1983 was that the state Board of Higher 

Education made the decision that each community college in the state would have a 

"focused" mission statement as well as a general one. At the same time as a new 

president came on board in June of 1983 the chancellor of education called him to his 

office and infonned him that he was to immediately do a five to eight year long-range 
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plan so as to implement an "advanced technology mission for the college beginning 

September of 1983." He further stated that he expected that 45% of the college would be 

technology enrolled by 1990 (Van Winkle, 1999). This change in mission came out in 

the same year as the publication of A Nation at Risk (1983). Looking at the language of 

that document one finds early threads of the "New Capitalism" kinds of arguments that 

would become more explicit and widespread as the decade wore on (Lankshear, 1998). 

Over the summer the president and other college administrators collected institutional 

data to give them a picture of where students at ECCC were going. They used these 

statistics in to create their first long-range plan. The pressure to create this plan 

unfortunately meant that they had to have a document done by early August. Since most 

of the faculty were gone for the summer, this meant that there was very little faculty input 

and this was interpreted by faculty as an attempt to go around their conccms and wishes. 

This was supported, at least in faculty minds, by the findings of institutional data 

collecting. One finding, in contrast to the beliefs of the faculty, was that only 25% of 

students graduating from the college were going on to senior institutions. Of those less 

than 12% were graduating from the business and liberal arts programs. This contrasted 

sharply with the view that a vast majority of the faculty had of themselves. In his history 

of the college the president wrote that "the belief that students primarily transferred to 

elite 4 year schools did not pan out in the demographic data collected at this time. So 

faculty had to face what he called "hard facts" rather than beliefs. The institutional 

review showed that, for example, the business faculty only sent a "handfiil" of students 

each year to Babson and Bentley" (Van Winkle 1999). This contradicted the way that 
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administration. 

But the new president was right and the mission statement was a change in the 

college's direction that the new administration had no control over. They had to 

implement that mission or the state would shut the college down. In contrast to the 25% 

mentioned above the institution's summer review of itself showed some other interesting 

statistics. 62 percent of students were enrolled in some kind of career program, 13% 

were in an "adult developmental option," meaning in the context of the time that they 

were returning adults who received concentrated reading and writing instruction so that 

the could be successful in "college-level work." In other words, the career shift away 

from liberal arts was already taking place, though the faculty did not, and perhaps could 

not, see it. 

Based on these kinds of findings and utilizing the directive of the Board of 

Higher Education the president, at the first faculty meeting of the year, made the 

following proposal. He stated to the faculty in the fall of 1983 that the institution "first 

make a financial and philosophical commitment to incorporate computer-based 

technology into teaching, learning, and administrative processes of the college" (Van 

Winkle 1999, p. 212). This commitment would be the basis for a parallel expansion of 

the technology and health-related programs at the college. This is where at ECCC the 

transformation to a "New Capitalist" learning site began in a very explicit way. It was 

not to be a painless shift. 
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A significant number of faculty were inclined not to accept the directive and took 

steps to actively oppose this process. Immediately after the president issued his directive 

faculty members brought charges at the Board of Higher Education level that the new 

president had lied about his work record and educational background. He was quickly 

cleared of these charges but hostility and conflict between administration would become 

an embedded part of ECCC culture during the years 1983-2000 and would become so 

endemic that it continues unabated today under a completely new administration and 

president. There is no doubt that ECCC has, as of this writing, been transformed into a 

two-year school with a high technology and health sciences identity. It is also true that 

from 1983 to the present there has been consistent active resistance to that change coming 

from a significant percentage of the faculty. Thus the story of creating social spaces 

where multiple literacies could flourish is both a story of institutional transformation and 

resistance. While I concentrate on the relationship between social space and emerging 

multiple literacies, I also, through the voices of faculty and administration who were here 

through those years, recount how those emerging social spaces were always contested. 

In 1983 when this shift began, ECCC had been at its western metropolitan site for six 

years. The former site of a Catholic girls school, the Elisabeth Seton High School had 

been run by the Sisters of Charity. It was in a suburb about 10 miles west of the metro 

center of Boston. The college took over 3 connected buildings. This included the 

original school that had dorms on the fifth floor where the nuns slept and four stories of 

classrooms below had been built in the 1920s. This building of brick had large windows, 

gables, and arches reminiscent of late 19th century school and university buildings 
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typical to the region. A new classroom addition had been added in 1956 built of metal 

and glass and had more of the functional look of a modem bureaucratic or industrial 

building from that time typical of the 1950s and 1960s. Examples of this kind of 

architecture abound in New England, a prime example being Government Center in 

downtown Boston and UMASS Boston at Fort Point. These building were functional 

and usually went to the lowest bidder for construction. Finally, a new chapel had been 

built off of the original building complete with stained glass windows that are there to 

this day. This too was made of brick. These 3 buildings were centered on 40 acres of 

land. Across a street that bisected the college lands was another 44 acres that eventually 

was used to build a large parking lot, reflecting the rise in commuter students to come. 

On any given day in 2001 that lot was completely filled with cars. 

The area that had contained the high school chapel had been the designated media 

center in the early eighties, just prior to the change in mission statement. Resources in 

the fall of 1983 were one Wang computer for word processing instruction for the business 

secretary program and eight Apple II computers for general use. There was also a record 

collection that according to one faculty member saw "maybe five visits a year." The 

incoming President, Doctor James described the college with the following words: 

The campus facility had undergone few, if any, renovations in the time frame since the 
commonwealth had purchased the facility from the Sisters of Charity. As such, the 
college resembled a 1950's state institution. Lockers lined all hallways. The general 
color scheme was either light tan or light green. The facility not only reminded one 
that it had been a high school but to some, including myself, it appeared more like a 
Veteran's Hospital than a community college (Van Winkle 1999, p. 70). 
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During the years 1983 -1986 the college undertook major renovations, regardless of 

faculty support or the lack thereof. This included such basics as introducing computers, 

painting, repairing the roof, upgrading laboratories, and introducing a new phone system. 

But the major change, a change that transformed the college, took place in the years 

1986-1989 when the college embraced the Carnegie Mellon University's computer 

implementation model which called for complete "immersion" of the entire culture into a 

computer mediated environment. This was based on an idea that is now commonplace 

but was then quite radical, "a personal computer for everyone." 

Figure 2.1. The temple of technology 
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During these years the entire faculty received computers and instruction in how to use 

them, the entire college was networked and connected to what then was a fledgling 

internet, and the college chapel was turned into the so-called "Temple of Technology." 

With major support from IBM the college turned the former chapel into four 

classrooms and a central area with over 170 IBM personal computers. A computer 

literacy requirement was introduced in 1989 for all graduates. This kind of 

transformation for both the biotechnology and the nursing program. Both environments 

were networked, connected to the internet and computing software of the field. Though, 

as I will discuss, the forms of computer mediated practice varied, and continues to vary a 

great deal between the two programs. This space continues to look pretty much today as 

it was after the first renovation that was undertaken during these years. The machines 

have been upgraded but the organization of the space remains substantially the same. I 

discuss this in greater detail in the section on in the "social spaces" section that follows. 

Of the programs represented in this dissertation one had been at ECCC since its 

beginning in the sixties. This was the nursing program, an "old" capitalism workplace in 

the process of being transformed by the practices and metaphors of managed health care 

and HMOs. The other was brand new, solely a product of the New Economy with roots 

in micro- and genetic biology, as well as technological innovations in the abilities to 

work with cells, proteins, and DNA. This was the Biotechnology program. These 

became "flagship" programs in the shift to Health Care and high technology. The 

nursing program took on that role because it had an already established reputation for 

rigorous standards and the biotech program, under a very innovative and dynamic 
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director, quickly established a national reputation for "rolling a Ph.D. into a two-year 

community college program" (B. Jackson, personal communication, October 15, 1999). 

From the outset this shift in emphasis that was resisted by much of the faculty. Over 

60% of the faculty were in business and liberal arts, they had taught for years at what was 

essentially a closed enrollment school for mostly middle class white males, and they were 

understandably reluctant to make radical changes in their life. However, what was 

interesting then and continues to this day is that faculty generally spoke and acted as if 

this mission was of the presidents doing when in fact it had come from the state. 

There were a number of ways that faculty actively resisted these changes. First was in 

the hiring of new faculty where they could and often did refuse to put forward new hires 

that the president wanted. Another way that faculty contested change was in the approval 

process for new programs. At the faculty governance level members of the curriculum 

and academic standards committee could refuse to approve new programs and during the 

1980's they did this frequently. Finally, they could use the time honored method in the 

state of "dropping a dirne" meaning that someone would make a call to the Board of 

Trustees or a state official alleging some misconduct on the part of the college or 

president. This happened for the first time shortly into the fall semester of 1983 when a 

group of faculty members called the chancellor's office alleging that the new president 

lied about his qualifications and about his work record. None of these allegations were 

true. But in the 17-year tenure of President James, a pseudonym, dimes continued to be 

dropped, both on him and on members of his administration. 
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During the first few years the administration found ways to address this resistance. A 

separate college called the "experimental" college was begun. Here, faculty were 

recruited who wanted to develop models to teach to the more diverse population that 

began to enter the college under the newly revised open enrollment policy. The 

administration also required that faculty searches send forward the three top candidates. 

This made it more likely that administrative choices for faculty would be forwarded. The 

president was also able to institute a policy similar to this for program approvals. He 

required that two versions of a program curriculum recommendation would come out of 

the curriculum and standards committee and be sent to the president. With "majority" 

and "minority" reports from which the president could choose, this meant that it became 

more difficult to shut down the development of new technology and health science 

programs. A review of the growth in these areas at the college tells the story. 

Table 2.1. 

Degree and certificate programs in technologies and health Sciences 1983-98 

Associate 
Degrees 1983 1988 1993 1998 

Technology 2 7 10 18 
Health Sciences 4 4 4 5 

Certificates 

Technology 0 1 1 3 
Health Sciences 0 3 4 4 

Totals 
Technology 6 11 14 23 
Health Sciences 0 4 5 7 
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Like "dropping a dime" the administration was also not above engaging in some 

extremely questionable practices in trying to create institutional change. When I came on 

as a full-time faculty member in 1993 I was immediately told a number of different 

versions of a story that were a firm part of the institutional creation of identity. I have 

always considered stories that get repeated over and over again in an institution to 

constitute a part of the group memory of itself. They are a way to collectively recreate 

the past, bring it into the present, and use story in order to make judgments, evaluations, 

and eventually decisions, about actions to be taken in the present. Thus stories are 

instructive and I include one here because I heard it so many times from older faculty 

members. Here is a central story I was told. 

J: tolerated lying 
If it was to his benefit. 
No problem with that. 

RW: have you got an example of that? 

.1: the great whiteout caper 

RW: tell me that story. 

J: faculty member was let go in their third year. 

First three years 
"reasons do not have to be given." 
But it's the chapter presidents job 
To save people's jobs. 

So the first step was to go to the personnel file. 
And there this person's 
job description 
Was whited out 
Rc-written 
Re-signed. 
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And the white-out was still there 
It wasn't even subtle. 

The processes of conflict and resistance serve to underscore a couple of points. First 

the creation of new social learning spaces was contested. Faculty fought with 

administration, and even to this day argue that technology and health scienccs "take away 

resources" from Business and Liberal Arts. So these spaces were built under a climate of 

great tension. The biotechnology lab, the computer-assisted design lab, the automotive 

building, and the nursing labs, are all separate from and isolated from liberal arts and 

business areas. The major areas that changed in terms ofbuilt space from 1983-95 at the 

college are as follows: first the complete computerization of the college; second the 

building of Biotechnology labs between 1993 and 1995; third the complete reconstruction 

and extension of nursing labs fi^om 1994 to 1995. This is not the only building that was 

going on to make ECCC as a health sciences and technology magnet college. Creating 

the computing center took place simultaneously with the creation of a computer-assisted 

design center. This was further up-graded in terms of space and computers in 1994 and 

1998. The school also took a historical relationship with automotive companies like 

Chrysler, GM, and Toyota, and used it to build stand-alone buildings to support the 

automotive program in 1994 and again in 1998-9. What most faculty do not know to this 

date is that almost all of this building was funded through state, federal, and industry 

grants. 

An important story to be made clear is that by the early 1990s when I joined the 

faculty ECCC had transformed itself into a health sciences and technology magnet 

college, had grown its population hugely, and drew on an incredibly diverse population 
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culturally, ethnically, across social class, age, and gender lines. Clearly, this change was 

accompanied by tremendous upheaval and conflict. One result is that new built spaces of 

technology, health sciences, and automotive technology were created largely separately 

from traditional liberal art and humanities built spaces. Most of my colleagues from the 

social sciences and humanities have never seen the biotechnology spaces, the nursing 

spaces, or any of the other high tech spaces. The rare exception is the computer learning 

center and the Academic Achievement Center where some liberal arts and humanities 

faculty members tutor students. One way to interpret this result of the transformation at 

ECCC is that new spaces were built out of 'sight" of the faculty in order to reduce 

conflict. The building of the biotechnology labs, nursing spaces, and the CAD/CAM 

space all took place during the summer when faculty were largely absent from the 

campus. Programs were started and faculty hired through a process that made it possible 

to go around the governance process. Unfortunately this led to a large percentage of the 

faculty feeling permanently alienated and angry, a significant pool of people whom never 

bought in to the new mission. The separation of social spaces paralleled a split in the 

separation of faculty. The faculty split presented in terms of the mission of the college, 

the sense of one's own work, and the social networks or alliances that grew up around 

that work. This split has remained deeply entrenched and a constant source of destructive 

energy, even as it has became patently clear that growth in new high technology 

programs has created growth in both social sciences and humanities student numbers. 

Both Nursing and Biotechnology have directly benefited from the creation of new 

spaces, the introduction of state-of-the-art technologized spaces, and the transformation 
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in student demographics. Like many community colleges in urban areas, ECCC had 

become extremely diverse between 1983 and the early 1990s. Looking down my roster 

for an English composition course in any given semester I could note that that 14 out of 

my 24 students were non-native speakers. Some had been in the country as little as two 

years, but on the other end of the spectmm some might have come to this country as 

children. School-to-work programs also drew an incredibly diverse population. Students 

in these program would often go through a 3 step process that began with academic pre

requisite courses. They would then move on to more programmatic course work, and 

finally end with some kind of apprenticeship program working in their actual field 

setting. 

In the nursing program, the 1990s were characterized by a huge increase in the 

percentage of non-native speakers who apply for and meet the entrance requirements. In 

the fall of 1999, 31 of 75 students accepted into the program, or just below 50%, were 

from countries outside the United States. Of these, the majority of came from the 

Caribbean, south and Central American stales, or from African countries. They were 

mostly women. They were mostly black and Hispanic. Within this group of 31, 8 

students came from Haiti. The average age of this group of immigrants was 32, average 

time in the country was 4 years. While a tremendous literature on education and 

immigration has been generated (see Rumbaut and Portes, 1996), none to my knowledge 

examines an older foreign-born population who enter into institutions of higher education 

and school-to-work programs. It would appear that a pattern is emerging that challenges 

a traditional model of immigration where a fairly static and predictable path is assigned to 
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the first, second, and third generation. In that framework the first generation never goes 

to college, typically learning a little functional English (or none at all) and working at low 

level jobs. It would appear that this pattern of immigrant assimilation is no longer valid 

(if it ever was). We are now seeing for the first time high numbers of first-generation 

non-native speakers and low-working class native speakers in higher education settings. 

This, at least, was the pattern at ECCC. The implications of this pattern are that 

educators in higher education at two-year colleges will be faced with a population that 

has great educational need. If we think of the gap between what they know and can do 

on the one hand, and what we traditionally think of as the curriculum and practice in 

higher education on the other, then the gap between the two will become longer and 

deeper. 

The biotechnology program also drew on an extremely complex population but with 

some significant differences. The student population at the outset was not evenly split 

between black and white as was the case in nursing. It was closer to 75% white and 25% 

black. It was not overwhelmingly female. Rather, it was always around 50% male and 

50% female. There was generally a higher level of education. Between 30-40% of 

incoming students had either a four-year degree or significant college-level work behind 

them. About 30% already worked in the biotechnology field. Many of the non-native 

speakers also came with higher levels of education. Thus, the general level of English 

proficiency tended to be higher and a higher percentage of non-native speakers tended to 

make it through the first semester of the program. Getting through that semester was, for 

different reasons in both programs, a primary indicator of success. Finally, though both 
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programs recruited strongly from non-native speakers, the country of origin varied quite a 

bit. While there was a strong presence of Haitian, Dominican, and other Caribbean 

students in Nursing, in biotechnology the concentration came from countries like Russia, 

Japan, and China. Students of color tended to be native speakers from the city. While 1 

do not concentrate on the multilingual nature of both programs, it was clear that in 

nursing, having the command of another language was treated as a deficit. In 

biotechnology it was treated as a plus. The perception in nursing was that students had to 

be able to write and communicate orally at a zero rate of grammar in order to be effective 

care-givers and in order to correctly and safely carry out institutional practices. In 

biotechnology, by contrast, students were seen as entering into the global economy, an 

international scientific community. In this context, while English was the dominant 

language, it was recognized that second and third languages would aid these students in 

becoming "real scientists" within this community. 

Three Social Spaces: Computer Labs, Nursing, and Biotechnology 

It is worth remembering that the places where oral and written discursive forms are 

practiced are built spaces. They are built to support certain ways of taking up literacy as 

a social practice embedded into what people mean when they say 'schooling' or 

'working.' Early on, in 1984-85 school administrators noted that technology driven 

centers that were completely oriented towards a narrowly focused work setting would be 

in danger of becoming redundant if the economy shifted away from that particular. Thus 

much of the lab and computer spaces were to be designed so that they could serve 

multiple uses rather than that of just one industry. 
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Figure 2.2. The Temple of Technology 11 

The first renovations of the school technology spaces created general and specific use 

computing spaces. The first of these was the former Catholic school chapel, which would 

be transformed into the temple of technology. At the same time as this renovation was 

going on, all faculty and administrative office spaces were wired and computers were 

placed into these spaces. The first school computer mediated network was constructed so 

that all computers were linked. A picture of the current temple indicates the kind of 

pedagogy that was operating at the time that the lab was constructed. The layout of 

computers and classroom space is identical today in 2001 as it was when originally 

constructed in the years 1984-6. The computers have been upgraded 3 times. The space 



that we see in figure 2 had served as excess storage during the 1970s and early 1980s. 

Architects were brought in to renovate, repair, carpet, bring in the workstations. Over 

100 computers were donated to ECCC by IBM and Hewlett Packard. The stain glass 

windows were cleaned and kept so that figures of the Mother Mary and baby Jesus look 

down on students as they use computers. Most recently computers have come from 

Microsoft and Dell. The space was conceived as an "individualized, self-paced learning 

center." The social space in the figure above is clearly set up for people to work 

individually, that is to work alone. The primary uses of these spaces now are e-mail, 

internet searches, word processing, and PowerPoint projects. Classroom space is on three 

sides of this main room. One of these spaces can be seen to the right of the stained glass. 

These classrooms had 25 computers in rows, connected to a main computer at the front of 

the class designated as the instructors computer. That computer in turn connected to 

video projection software so that what the instructor was doing could appear 

simultaneously on a large white scrcen at the front of the room and on the computer 

screen of all the students in the classroom. The computers in these spaces recognizably 

support a pedagogy of teacher-centered activity while the central space above is clearly 

oriented towards working alone. People, of course, move chairs around in order to work 

together, but the organization of the space clearly says that the vision of the "New 

Economy," at least in the eighties, was one of people working alone. 

Another characteristic of these kinds of spaces that is important is that they have to be 

refurbished in much shorter spans of time that either a typical classroom or a traditional 

laboratory space. Administrators first thought that the spaces that were most strongly 
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"connected" to the New Economy, like the one shown here, would need new equipment 

every five to ten years. By the time the first iteration of this center was done in 1984 that 

outlook had changed to three to five years. The director of computer services today 

makes the case that everything has to be replaced inside of three years. If we don't do 

this, he argues, we "lose out edge." And how does a community college pay for this? 

Increasingly, these kinds of spaces find funding from the private sector. The Computer-

Based Learning Center was originally called the IBM Computer-Based Learning Center. 

Recently, as we have re-built the network and gone to Dell computers, the center has 

been re-named again. Other spaces where the technology comes from the private sector 

include the Computer assisted design program, the automotive program (Chrysler, GM, 

and Toyota), and of course, biotechnology (Biogen, Genzyme). Thus one of the stories 

that we see embedded in this picture is the interpenetration of the original private school, 

the private sector of New Capitalism companies, and ECCC learning spaces. While the 

organization of those spaces do not determine wholly how they will be used, they do tend 

to set the stage. 

The physical space of the nursing lab provides a different kind of space. Classrooms 

for nursing and the nursing lab were renovated in the years 1991 to 1993. Classrooms 

had computers placed at the front, and they were linked to video projection cameras so 

that lectures could be presented with the aid of computer mediation. In the years that I 

observed lecture, 1999-2001, this computer mediation was done with Pow erPoint. Of the 

8 professors in the day nursing program who lectured to first year students seven had 

gone to PowerPoint as a lecture tool by 1999. In the space pictured above we see the 
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"accents" of school, private sector, and Catholicism. Classrooms provide an environment 

where computers and a mediating communication genre, PowerPoint, support a pretty 

standard pedagogical approach, that of lecture. Technology supported the transmission 

of large amounts of information from teacher to students in a short amount of time. 

Figure 2.3. Nursing Lab 

Above, I include a picture of the nursing lab, a different kind of built space from 

the one that was shown before. As we have already seen, spaces are built by people. 

They come ready made with ideas about how that space ought to be used, the kinds of 

learning that ought to take place there, and the kinds of oral and discursive practices that 
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best support that learning. The nursing lab offers a space that is a hybrid one, bringing in 

aspects of both school and the work context of the hospital. 

The school space is also organized to support a particular kind of pedagogy, that of group 

work. School space takes up the center of the room and includes the objects of the white 

board that we sec in the center of the picture. On the white board nursing instructors will 

typically list two kinds of information. First they will list upcoming due dates, tests, and 

meetings that nursing students must attend. Second, they will list the goals of the lab 

sessions in terms like "students will know proper technique for holding and plunging 

needles." Next to the white board is a bookshelf that contains reference texts. I saw 

these used only by nursing instructors, never by the students. Out from the white board 

and the bookshelf is a desk. This is the instructor's desk. In labs that I observed the 

clinical instructor who was in charge of a particular lab session would sit here at the 

beginning of the lab and go through the goals and activities of the day. This space is 

what I would call "teacher space." Students did not ever move into this space. It is 

iconically reminiscent of the teacher's desk, board, and bookshelf that we would find in a 

typical classroom setting. In front of the teacher space is student space. Here is where 

students practice group work twice a week. Students sit in groups of four to five together 

with a lab instructor who organizes group discussion. Sometimes students are learning 

nursing communication procedures as I recount later in the study, sometimes they are 

"practicing" nursing actions before doing them "for real." Giving shots is a good 

example of this. Lab provides a bridge from lecture to actual hospital environments so it 
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is not surprising to see that there are spatial elements that look like school and spatial 

elements that look like the hospital. 

Hospital elements include a host of items. The beds are most obvious, but notice that 

they are organized in a row to represent a typical floor or section in the hospital. Notice 

too that sheets and pillows, the making ofbeds, all "look" like a hospital, as opposed to, 

say, someone's home. Students typically use the beds and other objects as props for role-

playing. Or they use them to practice actions that are typical in a hospital setting that are 

not typical to everyday life like getting someone out of bed into a wheelchair. Other 

hospital items in the lab are plastic "patients," drip-feeds, syringes, scrubs, masks, gloves, 

and a number of old computers. When I first began observing this lab there was five-

station computer desk such as can be seen in figures 1 and 2 in the computer lab. This 

was in one comer of the lab. I never saw it used and when I questioned lab staff about it 

they said they were getting medical software that students would be able to access. At 

the time I was somewhat skeptical seeing as the computers were old IBM 386's that came 

from the late 1980s. 

In early spring of 2002 I took a picture of this workstation, or rather of the space 

where it had been. There were 3 old monitor on desks, none connected to a PC. There 

was an old laser printer, also not connected. 

Figure 2.4. Nursing Lab Work Station 



The hexagonal desk set-up had been broken down and taken out of the room. The 

space was also being used to store some stretchers that were stacked against the wall. 

This is relevant because in many school spaces where there is an attempt to introduce 

computer-mediated learning, that attempt is a failure. 

Many, if not most documentation forms in nursing are at present computer-mediated 

and time and again I came across evidence that students leam these processes mostly 

through apprenticeship in the clinical work setting. This often gave rise to statements 

from nursing instructors that they "didn't teach reading and writing" in the nursing 

program. While ECCC is full of spaces where learning is computer mediated, it is also 

full of spaces like the one below. The example above shows the non-integration of 



computer-mediated learning into the curriculum although there is no doubt that students 

could have practiced computer-based documentation forms in the lab setting had the 

faculty really seen this as crucial process for students to learn. 

The biotechnology labs were also built in the summer of 1993 which was also the 

summer that I was hired on as a full-time faculty member. Like me, the current director 

of the biotechnology program had taught part-time 1991-3. During that time, institutional 

documents show that ECCC had twice tried to get a two-year biotechnology program 

started. The first director left the school to take up an administrative post in New York 

and the second was found to have inflated student enrollments in the first year of the 

program. He was dismissed in 1991. Dr. Jay, (a pseudonym) a contemporary of mine, 

was already a research professor with a lab at one of the major private universities in the 

city. He was approached to start a program in the spring of 1993 and said to the 

President and Vice President that he would bring them the best two-year program in the 

state, an elite program, but he needed state of the art laboratory space. In the summer of 

1993 a biotechnology lab was built on the fifth floor of tech tower. This was followed by 

a adjoining forensics lab in 1995 and a Marine biotechnology lab in 1997. This lab 

provides yet a third contrasting space to the Computing Center and the Nursing Lab. 

While the built space of the first two areas I have described contain echoes and 

accents of the school and classroom environments, the biotechnology lab really does not. 

The biotechnology space is most interesting because it is one that is wholly like a 

research laboratory in a university setting or in a commercial setting. In the picture above 
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we see what one student called "basic work space." Here is the space where students do 

most of their work. It is set up for two to three students to work on a side. 

Figure 2.5. Biotech Work Bench 

Students can either work in teams or as individuals. Much of the work is done 

standing up, although there are swivel chairs. These are significant, for unlike a straight-

backed chair in a row facing a teacher-s desk, these swivels can easily move in space and 

face in any direction and get at all of the basic day-to-day materials. 

The basic work space that is in front of a student will contain glassware, buffers, 

mechanisms for weighing and measuring, and basic storage containers for holding 
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different kinds of genetic material. It is a kind of visual text to be read, and one that is 

organized by and used by the students mostly working together and always unsupervised. 

Figure 2.6. The Biotech Lab 

There are four of these stations in each of the three labs so theoretically there could be as 

many as 72 students in the program at any given time. Surrounding the work benches on 

the four sides of the room are all of the various technological tools that students use to 

work through the steps of isolating proteins and DNA, purifying it, testing it, showing its 

presence, creating tissue cultures, and other biotechnology protocols. In this picture can 

be seen the four workspaces and the surrounding space. The work station is the central 

working space but students are constantly going to other parts of the room or into other 



labs in order to complete a protocol. For example, to the left of where this camera shot 

was taken is the hazardous chemicals storage area. Chemicals that give off toxic fumes 

are stored here. Next to that is a hazardous waste drain, that is a closed drain to a tank. 

On the far left side of the room by the windows is a homogenizer, an "ultro-specific 

purifier" so that a substance can be purified to 98%, a pH adjusting machine, a machine 

to "glue" so DNA can be made to "cross-link" to a binding surface, and so on. Included 

amongst these many tools in each lab are two computer terminals with high speed 

internet access. These computers fit into the structure of the lab where the purpose is to 

carry out original research in biotechnology. One will observe students moving back and 

forth from work space to tool, then back to bench, to the internet access to look for 

something, they don't understand, then back to bench again to note what they have found 

in their lab notebook. They often shoot across the room in swivel chairs, frequently they 

get up and walk to another place. This space is organized and uses computer mediated 

technology in a completely different way than the other two spaces 1 have shown before. 

The computer learning center fit computers in a pretty unsophisticated way into two 

pedagogical models, two ways of using space. One is the "self-paced learning" model so 

clearly shown in picture one. The other way space and technology is organized in the 

learning center is to have students in rows facing the teacher and place computers in rows 

and "slave" them to a teacher computer. This is the teacher as transmitter of knowledge 

pedagogy. This same pedagogy is at work in re-wired classrooms for nursing lecture 

although students don't look at their own computer screen. They look at a projected one 

and the tool for mediation is one drawn from business, PowerPoint. 
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The nursing lab is a hybrid school-lo-work space where the technological tools of 

work are used to mediate learning, but computer technology is not. While a computer 

station was present at some point in the past it was never brought into the group-centered 

but very instructor led work that is typically done in the lab setting. The lab has a 

noticeable 'teacher' space and much of the organization of activities comes out of this 

space not xmlike a traditional teacher-centered classroom pedagogy. 

Biotechnology space is the most like the work setting of all of these spaces. Work 

space are the center and organizer of activity whereas in the other two settings teachers 

or computer surrogates were more central. The computer is one tool amongst many and 

it is primarily a research tool not a direct teaching tool. For example, there are no 

worksheets on the computer in the biotechnology lab as there are in many self-paced 

learning programs. 

Yet each of these spaces, in its own way, is shot through with the "accents" 

(Volosinov, 1973 ) of capitalist work orders both new and old. The classroom I described 

in the computer learning center and that nurses receive lecture from should remind us that 

old work orders of earlier social efficiency movements are alive and well. The highly 

individualized use of computers in a standardized way illustrated in picture one hearken 

to a transition time from old industrial work orders to more independent ones. The work 

stations are both highly regulated through standardized curriculum, like putting SRA 

reading on a computer screen, but at least the pace is up to the individual. In the nursing 

lab we saw spaces of classroom control, and instructor-led group work. But it was group 

work, and workers completing job activities in groups is one hallmark of new capitalism. 



The space of biotechnology is most clearly a "new capitalism" space in the sense that 

students are highly autonomous, but do work in groups, the organization of work is fluid, 

and old work orders of school and the economy are not as strongly present. In each of 

these cases we see that institutional spaces of learning were built, that these spaces were 

created because of changes in the economy, and in state perceptions of what those 

changes would entail. Creation of new capitalist spaces varied, and the spaces 

themselves seem to have somewhat distinctive models of what it means to leam, different 

ways of constructing agency, different ideas about what it means to enter into this new 

capitalism. The question is, is that variation structured? And if so, are certain people 

learning differing degrees of access to the promised benefits of "new capitalism?" That 

question I take up in greater detail with examination of texts, talk about texts, and oral 

discursive forms in the two school-to-work programs of nursing and biotechnology. 
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CHAPTER III 

BAKHTIN AND VYGOTSKY 

Introduction 

The next two chapters provide the theoretical underpinnings to the dissertation. In 

Chapter III I primarily discuss the writing of two Russian scholars who have served as 

touchstones for me during the last ten years. These are the Russian developmental 

psychologist Lev Vygotsky and the self-described "anthropologist of language," Mikhail 

Baklitin (Holquist 1981). What I have continued to find compelling in both these writers 

is their close examination and theorizing about speech and thinking in their dialectical 

relationship to one another and to social action. Vygotsky gave intense scrutiny to the 

relationship between thinking and speech. But he also carried out numerous empirical 

studies that examined that relationship in socially constructed research settings. Bakhtin 

in his examination of speech and thinking gave the greatest theoretical attention to the 

role of social speech genres in day-to-day settings. Thus he concentrated more on speech 

and social action than Vygotsky did, and less on thinking and speech. But he also had 
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much to say about the idea of "inner speech" (Bakhtin 1981, 1986; Volosinov 1929/86). 

Thus their ideas are complementary and can be used to build on one another. 1 am not 

the first to notice this as this chapter will show, nor am I the first to attempt a detailed 

discussion of how these two writers can complement one another (Wertsch 1991; Holland 

et al., 1998). What this chapter will do is elaborate my own thinking about how these 

two can be useful in speech-centered research and how my own approach compares with 

others who have recently tried to do the same. Chapter IV, the second theoretical 

chapter, makes a further connection to more recent work in practice sociology (Bourdieu 

1979), Discourse/discourse (Foucault 1972, 1980), and language ideology (Philips 1999; 

Briggs 1996; Eagleton 1990). It serves to embed the historical work in psychology and 

language theory in theory more empirical work that incorporates these ideas into the 

study of speech in social settings. These are the theoretical tools that help me connect 

microethnographic study of apprentice nurses and biotechnology students to their 

language learning and social practices, and ultimately, to structures of New Capitalism. 

In his introduction to Vygotsky's (1997) The History of the Development of Higher 

Mental Functions Joseph Click cautions readers about the modem uses to which 

Vygotskian constructs have been put. Instead he believes that while the main outlines of 

Vygotsky's theory are now well known in the west, we should be looking at that work in 

a different light. He says: 

Vygotskian scholarship is entering a new phase. We should no longer be dealing 
with the Vygotsky introduced as an answer to Piaget, whose main points and law-like 
statements about developmental change serve as a clear contrast to the limitations of 
Piagetian theory... We need a deeper and more historically rooted understanding 
which attempts to meet Vygotsky on his own terms and in his own milieu. This will 
necessarily involve a complex process of refiguring our understanding of Vygotsky. 
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(1997, p. xii). 

Click's welcome critique springs from a number of observations about the interpretation 

of Vygotsky's work that he ties together in his introduction. One has to do with the 

confusingly non-historical sequence in which Vygotsky's work has been published. Both 

for reasons of internal politics in the Soviet Union and because Western psychology was 

working its way through behaviorism and early Piagetian developmental theory, very 

little of Vygotsky's work saw the light of day in the west. The first publication of 

Thought and Language in 1962 was seen as an interesting but not generative text by early 

cognitive psychologists in the west. Both the re-packaging of his ideas through 

translation and his emphasis on language as opposed to structural schemas may have led 

to a lukewarm reception in the west. As Click notes, "While Vygotsky focused on a 

number of deep developmental problems, the emphasis of his writings,.. .did not hit the 

fascination with structure dead on (1997, p. viii-iix). This did not change until the 

publication of Scribner and Cole's (1978) Mind in Society. In addition, Vygotsky's 

scholarship was not published sequentially as it was written so that a western reader had 

little sense of Vygotsky's own development and how he responded to the ideas of his 

own era over time. It was not until 1986, with the introduction to Thinking and Speech 

by Norris Minick, that western readers could begin to take hold of how Vygotsky's work 

changed and grew, responding to the empirical work ofhis circle of collaborators and to 

the ideas of European scholars. In addition, early translations of Vygotsky like the 

(1962) Thought and Language or the 1978 Mind in Society were "cleaned up." Much of 

the polemical or repetitive language was eliminated by the editors and in the case of 
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Mind in Society a volume was presented to the reader that was in fact a construction of 

several other volumes of Vygotsky's work from a variety of periods. Again Glick points 

out that this, "cannot help but mold an author into a contemporary voice" (1997, p. xii). 

This does not mean, nor would I think that Glick would argue, that this leads to a 

misinterpretation of Vygotsky. Rather it serves to highlight certain of his ideas and set 

them against the particular limitations of the developmental work of Jean Piaget that had 

been discovered after a generation of wrestling with those ideas. But Vygotsky, largely 

ignored in the first 1962 publication, was published again in 1978 and this time his work 

caught on. After western scholars had spent twenty years exploring the limitations of 

Piagetian theory the publication of Mind in Society seemed to be as Glick says, 

"generati ve" with respect to what many considered to be Piaget's overemphasis on 

structure in development. Glick tells us that "many of the main tenets, as understood by 

modem scholars, of Vygotsky's approach seemed particularly suited as an answer to 

Piaget (1997, p. ix). That is, the Vygotsky that western scholars read was seen as a 

solution to some of the problems posed by a somewhat rigid Piagetian developmental 

structuralism. The ideas that people seized upon were in particular, the Zone of Proximal 

Development, his concept of mediation, and the idea that every mental function appears 

first on the external and then on the internal plane. My point here is to say that this early 

work with it's emphasis on Piaget served to de-emphasize Vygotsky's over-riding 

concern with language. And like his contemporary Bakhtin, Vygotsky was not so much 

concerned with language as an abstract system, but with language as enacted, as speech. 

That is the central concern that I will pursue in this chapter through an emphasis on 
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complementary concepts that Bakhtin and Vygotsky illuminated with respect to thinking 

and speech in social contexts. It is that concern with language that I use in the analysis of 

data to argue that when people I earn to become nurses or biotechnology scientists they 

are in fact learning new ways of thinking, and that this thinking is not only representative 

of the discipline, but also of sociohistorical changes in the structure of the economy. 

Vygotsky's emphasis on speech as social action was to my knowledge first recognized 

by James Wertsch (1985, 1991) in his discussion of Vygotsky's semiotics. It was also 

signaled by the re-translation of Thought and Language (1962) into the (1986) Thinking 

and Speech. The editors in that volume (Rieber and Carton 1986) note that Vygotsky 

was well aware of the distinction between language as a grammatical and semantic 

system (Saussure's la langue) and speech acts (parole). They say: 

Vygotsky's care and consistency in using "speech," and "language and his obvious 
interest in the relation between speaking and thinking, which is so ingeniously 
examined in the experiments he reported in Chapter 7 of the work (Thought and 
Word), unequivocally justifies the rendering we have chosen. As Dr. Minick argued: 
"Sapir and Whorf were interested in the relationship between thought and language. 
Vygotsky was interested in the relationship between thinking and speech, (p. ix) 

Similarly, with the publication of The History of the Development of Higher Mental 

Functions more than ten years later (1997) we see again, as in Thinking and Speech, a 

focus on language and thinking as social activity. This focus reveals to us another 

Vygotsky, one who speaks to us today in his own right about thinking and speech. In 

other words, his work is not only as an answer to Piaget. 

If we shift our attention to the Vygotsky of Thinking and Speech (1986), together with 

The History of the Development of Higher Psychological Functioning (1997), what 

continues to remain startling to me is that many of his strongest concepts become more 
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generative when complemented with similar concepts in the work of Bakhtin. This has 

led me to my own elaboration of these two thinkers with the goal of expanding the border 

of what we generally consider to be discourse analysis. For example, Vygotsky's work 

on language reveals a powerful socially oriented semiotics that can be applied to the 

analysis of social interaction. Bakhtin's idea of an ideological sign both complements 

and extends that social semiotic. This is one area that I discuss in this chapter. Second, 

Vygotsky, ever concerned with research methods, links his social semiotic to a powerfiil 

argument about the proper unit of analysis. Again, Bakhtin provides elaboration of this 

concept to more diffuse social contexts with his idea of the utterance. Third, both 

theorize deeply on the idea of inner speech, a key relational concept that exists 

somewhere between thinking and social speech. Finally, Vygotsky's empirical work on 

the relationship of thought and word in chapter 7 of Thinking and Speech can be 

productively embedded in Bakhtin's discussion of social speech genres. It is these four 

areas that provide the bulk of the discussion for the rest of this chapter. But first 1 touch 

on others who have taken on similar work in recent years as a way to situate my own 

writing. 

Situating the Approach to Vygotsky and Bakhtin 

First, there are a number of approaches that are very similar to mine that have greatly 

informed this dissertation. For example, activity theory (Engestrom & Miettenen 1997; 

Leont'ev 1978, 1981) focuses on practical activity as the dialectical motor of 

development does not give discourse the same place as I am doing in this paper. Lave and 

Wenger's (1991) "communities of practice," situates cognition in social communities and 
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activity as I try to do. James Lemke (1990) takes a very semiotic and ideological (with 

reference to Bakhtin) approach and he draws on the semiotics ofBakhtin (1981, 1986;), 

Peirce, (1908/1958), and Halliday (1985). 

The two approaches that I believe to be closest to my own come from James Wertsch 

(1985, 1991, 1998) and the recent work by Dorothy Holland and her colleagues. Identity 

and Agency in Cultural Worlds (Holland, Lachicotte, Skinner, & Cain 1999). These 

authors are attempting an explicit synthesis of work done by Vygotsky and Bakhtin, and 

like me, making connections to practice sociology, discourse theory, and the analysis of 

social interaction. Not surprisingly there are significant areas of agreement. But I also 

feel that there are significant differences as well. These differences are more a matter of 

kind than of quality. That is, the reasons for attempting such a synthetic approach are 

similar but the organization of that synthesis and the focus of research is distinctive. 

In Holland et al's work cited above (1999) the authors draw on many of the same 

theoretical underpinnings that I do in order to analyze oral narratives. The approach of 

Holland and her colleagues focuses on metaphors and story as cultural model that people 

learn and enact through repeated social practice. Holland et al. draw from Vygotsky's 

focus on the "ways in which language and other cultural forms are socially interacted 

and, in many cases, taken in and made personal tools for affecting ones' own behavior" 

(ibid, p. 185). The authors use these ideas to analyze oral narratives in terms of the 

"cultural models" that community members take on or resist through the social discourse 

structures of the group. They examine groups like Alcoholics Anonymous and social 

workers from this perspective. The social unit of analysis is the group like at an A A 
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meeting. To do this they draw on Bakhtin's idea about social speech genres as a 

distinctive form of speech. The discourse or text that is the focus of analysis is oral 

narrative. So, for example in one case study Holland and her colleagues focus on stories 

that AA members practice. The analytical focus is on how those stories are learned, 

internalized, resisted, rejected in some cases, and ultimately what the metaphors 

embedded in those stories have to say about taking on the identity of a recovering 

alcoholic. Like Holland and her colleagues I also look at social groups who are 

practicing a social identity. In my case the groups, their social speech genres, and the 

speech/texts they are practicing revolve around identities as nurses, computer and 

biotechnicians. But the method of analysis that I will follow will not seek to build an 

explicit cultural model. It will be more sociolinguistic in that I look at grammatical 

features of oral texts, both narrative and in face-to-face interaction. 

Wertsch has been writing about a connection between Vygotsky and Bakhtin since 

1985 with the publication of Vygotsky and the Social Formation of Mind. In that book he 

first identified an important aspect of Bakhtin's thinking, namely that "inner speech" is 

always interanimated with social and historical specificity. In other words the process of 

thinking must develop at some fundamental level through mediation with the social 

environment. A voice in dialogue between two people is a representation of 

consciousness and as Wertsch notes: 

Essential to Bakhtin's approach to the speaking consciousncss is the assumption that It 
is sociohistorically specific. That is, the voices that come into contact in dialogue are 
not those of isolated, ahistorical individuals; they are ideological perspectives or 
"axiological belief systems" (Bakhtin, 1981, p. 304) that can be adequately understood 
only in terms of a specific sociohistorical setting. (Wertsch 1985, p. 226) 
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Of crucial importance in this concept of voices is language. Wertsch notes, and I agree, 

that neither Bakhtin or Vygotsky believed that a purely sociological account could make 

sense of the sociohistorical as present in thinking. Language as a system and underlying 

semiotic principles "provides grooves" along which psychological functioning develops. 

Thus, language and semiotics must also be given attention in any analysis. This speaks 

directly to my frustration with the sociological arguments presented in the last chapter by 

scholars like Giroux, Aronowitz, and Rifkin. While I have no intention of throwing out 

the baby with the bath water (I do agree that we are in a new moment of capitalism) these 

excellent scholars of sociology do just what Wertsch (and through him the speaking 

"voiccs" of Vygotsky and Bakhtin) cautions against. They give a sociological analysis of 

the new work order without accounting for how this might actually get practiced in face-

to-face interaction. Their account lacks a detailed analysis of speech and related practices 

of that new work order. Also, as I argued in Chapter II, through their somewhat 

ahistorical account of this new capitalism, it is possible for them to present actors as 

having a "false consciousness," whereas close micro-contextual examination shows a 

much more complex picture of people creatively and actively grappling with the changes 

that New Capitalism brings. 

Werstch developed this idea further in Voices of the Mind_{\99\) where he develops in 

greater detail a basic Bakhtinan question about voice, "who is doing the talking" (p. 63). 

The answer for Bakhtin, (and Wertsch and myself) is that at least two voiccs are doing 

the talking and often more. In other words, our speech is populated with the speech of 

others while situating itself in the relatively durable forms of the social speech genre. 



Wertsch illustrates this with extended examples from political speeches, mother-child 

interactions, and classroom discourse. In each instance the Bakhtinian idea of the 

heterogeneity of voice is made very clearly. In political speeches he shows how speech-

writers and politicians appropriate the words of opponents and popular music to make 

appeals to different generational constituencies with the same words. In mother-child 

interactions he very effectively charts the process of how a mother's questions and gives 

directives to her two-year old daughter become, over time, the internal speech that the 

child directs towards herself as she solves a puzzle. In classroom discourse he finds the 

voices of social and historical ways in which we create decontextualized meanings, an 

epistemology that he and others have identified as a historical artifact of the 

enlightenment as opposed to some kind of objective and empirical truth (Taylor 1986; 

1989). In every instance the voice of a single speaker is populated by other voices. The 

heterogeneity of voices speaks to the heterogeneous process in which thinking develops 

and meaning is made. In the voices of nursing and biotechnology students, we hear the 

voices of their teachers, sociohistorical voices of the discourse community, and voices in 

conflict as New Capitalist practice struggles with old. 

Wertsch's more recent publication, Mind as Action (1998), builds further on these 

ideas, again through detailed analysis of a variety of oral and written discourses. At the 

core of the book is the central concept of mediated action. He argues, similar to my own 

approach, that to undertake sociocultural analysis of the link between individual and 

society, we must focus on the analytic unit of human action. Specifically, the focus must 

be on mediated actions, the relationships between agents and their cultural mediating 
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tools. In this book he sees social speech genres as a kind of cultural mediating tool. So 

narrative, for example, becomes a tool that we use to mediate culture. Wertsch makes a 

wonderful connection between Vygotsky and Bakhtin in a discussion of Bakhtin's term 

"appropriation." He points out Bakhtin's term for appropriation, prisvoenie, or "one's 

own," is set in opposition to the "alien" word, chuzhoi. For Wertsch, this sets the stage 

for Bakhtin's argument about the ideologization of the word through resistance; that is, 

"alien" words may "resist" speakers' attempts to appropriate them. He then uses these 

ideas to look at how a collection of white middle class college students organize their 

narrative of the American story. How do they organize American history, in other 

words? He finds that the primary metaphor embedded in these students response to that 

question is that of the "quest for freedom." For most of these students the story of 

America is about the positive striving for freedom and democracy. Interestingly, he notes 

that even resistance or rejection is organized in and through this metaphor so that the few 

students who are critical of American history are organizing their resistance against the 

"quest for freedom." Thus the metaphor is central in organizing all discourse about the 

American story. In the analysis that is to follow, I show that the metaphor of "caring" in 

nursing education and the metaphor of "research scientist" in biotechnology are both 

central to organizing discourse about work identity and practice. Much of this current 

work is built on the language centered writing of Vygotsky and Bakhtin. As I mentioned 

earlier, this influences my later data analysis in three ways: in terms of looking at data as 

manifesting ideological signs, in terms of units of analysis, and in terms of the external 

manifestation of inner speech. To these I now turn. 
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From Social Semiotic to Ideological Sign 

One critique of Vygotsky that has surfaced continually in the English-speaking world 

is that his semiotic analysis is similar to Pavlov's second sign system. That is, he is 

concerned with signs as having signaling properties such as in a simple stimulus-response 

model, but also that he analyzes them with respect to signifying properties, or the ways in 

which social significance is given to signs. These are known respectively as Pavlov's 

first and second sign systems. It is curious to note that this reading of Vygotsky has 

continued up to the present day by scholars who have read Vygotsky closely (Van de 

Veer and Valsiner 1994). Like Wertsch (1985), I reject this position completely. 

Wertsch's analysis of Vygotsky's semiotic roots is an excellent one and I will not recount 

it completely here. A close reading of Wertsch's writing will, I think, convince the 

reader that Vygotsky's concern with Pavlov's second sign system was embedded in a 

much broader and situated social semiotics that went well beyond what Pavlov ever 

envisioned. It is that social semiotic that I present below. I then extend that semiotic 

through reference to Bakhtin'Volosinov's idea of the ideological sign, also comparing 

Vygotsky's ideas about the generalization of word meaning with Bakhtin's concept of the 

refraction of meaning. 

Vygotsky's idea of the role of signs in social mediation was complex and layered. 

First, he clearly rejected a stimulus-response model for the development of higher mental 

functioning such as conscious perception, attention, reflection, abstract thinking, or 

memory. In his introduction to the research method in The History of the Development of 

Higher Psychological Functioning he says that: 
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Development is not exhausted by a simple increased complexity of those relations 
between stimuli and responses which were already presented to us in animal 
psychology. Neither does it proceed along the path of quantitative increase and 
branching of these relations. At its center is a dialectical leap that leads to qualitative 
change in the relation itself between the stimulus and the response (1997, p. 39). 

He argued that the "rudimentary" or natural forms were not unimportant. In fact they 

were crucial in providing the mediational means for the development of the higher forms 

of psychological functioning. But Vygotsky introduced into the development of 

psychological functioning a "change in the relation itself," a transformation of the 

stimulus-response model through symbolic sign systems like language, music, art, or 

mathematics. These symbolic sign systems were all fundamentally a product of society 

and history. They also made possible the creation of concrete psychological tools like 

writing, counting systems, notched sticks for memory and the like. They could become 

concrete tools that would enter into a society, change and be changed by it. Thus the 

Vygotskian model is often callcd the socio-historical school of psychological 

development. A few examples show the power of this model and sets the stage for clearly 

distinguishing Vygotsky from a stimulus- response model and Pavlov's second sign 

system. 

One example comes from discussions about the development of memory. In all of his 

work Vygotsky constantly makes a distinction between natural and cultural forms of 

psychological functioning, or between direct and mediated forms. For example, he 

recounts a story from Levy-Bruhl, the French Anthropologist about a two conversations 

between a Black African "Kaffir" and a missionary. In one, the missionary asked the 

African what he remembered of the sermon from the previous Sunday. The "Kaffir at 
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first hesitated, then reproduced the main ideas word for words" (Vygotsky 1997, p. 51). 

Vygotsky then recounts: 

After several weeks, the missionary saw the same Kaffir during his sermon; this time, 
he sat seemingly not paying attention to what was being said, but occupied with 
notching a piece of wood and later repeated one idea after another, guided by the 
notches he had made (ibid, p. 51). 

The point here is first of all that a mediational means, a socio-historical tool makes 

possible the transformation from direct memory to culturally mediated memory. But 

natural memory does not disappear. Instead a new articulation of memory in its 

relationship to other psychological functions emerges. As Vygotsky points out natural 

and mediated memory are two quite different processes, hi one, the "Kaffir" 

remembered directly, in the other remembering took place with the help of an 

mediational means. The second important point is that the introduction of a mediational 

means leads to a transformation in the qualitative nature of psychological functioning. 

Vygotsky is very specific about this in his lecture on Memory and Development in the 

latter parts of Thinking and Speech (1986). 

In this lecture Vygotsky argued that "to a large extent, the young child's thinking is 

defined by his memory" (1986, p. 308). For example, if asked what an object is s/he will 

describe it with reference to memory of it's characteristics. If asked what a snail is the 

child will say "it is small, slippery, and it moves with its foot" (ibid, p. 308). Vygotsky 

then says: 

Consequently, for the child, the object of the act of thought in the designation of the 
concept is not so much the concept's logical structure as it is memories. The 
concreteness and syncretism of the child's thinking are particular manifestations of the 
dependence of his thought on his memory (ibid, p. 309). 
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But with the introduction of mediational means in the form of a notched stick or counting 

mechanisms or a writing system the thinking of the child becomes less dependant on 

memory. In fact, with the development of multiple mediational means through social 

interactions (like in school) the structure of memory comes more and more to be defined 

through processes of thinking. The interfunctional relationships between psychological 

functions is transformed and in this sense Vygotsky's seniiotic analysis is fundamentally 

social and historical. 

In one final way Vygotsky's semiotic analysis is fundamentally social, a dialogical 

analysis of the development of thinking and speech. This point crucial to and cannot be 

separated from the analysis. At it's heart is creative human agent. In this sense his 

semiotic is distinctive from those of the psychology ofhis day and of most underlying 

assumptions about how people learn in sign-mediated systems today. He continually was 

critical of the notion that people are essentially passive in learning, that they are simple 

receivers of information, that they essentially do nothing active in the process of learning. 

Yet these models remain powerful in education policy and practice of the last generation 

whether they underlie (usually implicitly) phonics, mastery learning, or standardized 

testing with it's high stakes accountability for teachers. To critique a stimulus response 

theory Vygotsky borrowed from the words of Engels. He said "it (stimulus-response) 

recognizes that only nature effects man and that only natural conditions determine his 

historical development everywhere... and forgets that even "man in turn acts upon 

nature, changes it, creates new conditions of existence for himself (Engels in Vygotsky 

1997, p. 38). Similarly, in critiquing Piaget's structural approach to development he was 
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particularly targets processes of accommodation by the child to other's ideas which 

Piaget believed led to the disappearance of egocentric speech. Vygotsky argued that 

Piaget's perspective essentially created a passive child. 

What is missing, then, in Piaget's perspective is reality and the child's relationship to 
that reality. What is missing is the child's practical activity. This is fundamental. 
Even the socialization of the child's thinking is analyzed by Piaget outside the context 
of practice. It is isolated from reality and treated as pure interaction or communication 
of minds. It is this kind of socialization which in Piaget's view leads to the 
development of thought. The apprehension of truth, and the logical forms that make 
this knowledge possible, arise not in the practical mastery of reality but in the 
accommodation of the ideas of one individual to another. (Vygotsky 1986, p. ) 

Bakhtin's semiotic analysis complements Vygotsky's in many of it's fundamental 

aspects, particularly in the emphasis on dialogue, social interaction, and social context. 1 

must add, however, that I am treating certain texts as "Bakhtin's" texts even though they 

came out under the name of his peer and fellow circle member, V. N. Volosinov. I am 

treating these texts, Volosinov's Freudianism and Marxism and the Philosophy of 

Language as texts that would not have been written as they are without significant input 

from Bakhtin. The question of who exactly is the author is one that is pursued most 

strongly by particular scholars who want to make strong or weak cases for Bakhtin as a 

Marxist. Since this question is not of relevance to my work here I will not weigh in 

except to put forward the possibility that Bakhtin himself, given his emphasis on 

heterogeneity of voices, might have found such a dispute amusing and somewhat 

pointless. 

Hymes (1985) said the work of the Bakhtin circle was "an attempt to think through 

from the foundations the consequences of taking social interaction, not the abstract 

individual speaker, as the starting point." Wertsch makes note of this (1985, 1991) as 
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does Dorothy Holland (1998). Significantly, so do scholars of Bakhtin. In an appendix 

to Marxism and the Philosophy of Language, Ladislav Matejka says: 

The study of dialogue not only provided a new approach to the structural 
characteristics of an utterance but, for both Volosinov and Vygotsky, bccame a basis 
from which to venture into the mysteries of inner speech and its relationship to human 
thoughts (Matejka, 1986, p. 171). 

What is distinctive about the Volosinov texts in comparison to Vygotsky in terms of 

semiotics is the emphasis on the ideological aspect of a sign. In the introduction to 

Marxism and the Philosophy of Language Volosinov makes an important theoretical 

move to state how a Marxist semiotics will ditTer from other contemporary perspectives 

on signs. He says: 

Any ideological product is not only itself a part of a reality (natural or social), just as 
is any physical body, any instrument of production, or any product of consumption, it 
also, in contradistinction to these other phenomena, reflects and refracts another 
reality outside itself Everything ideological possesses meaning. It represents, 
depicts, or stands for something lying outside itself In other words, it is a sign. 
Without signs there is no ideology (Volosinov 1929/1986: 9). 

The crucial move that is made is to view the sign as ideological. While Volosinov 

does not define exactly what he means by the word ideological his examples are 

illustrative. For example he uses the example of the hammer and sickle to illustrate how 

tools of production can become signs, and, "ceasing to be a part of material reality, such 

an object, to some degree, reflects and refracts another reality" (ibid: 9). Consumer 

goods like bread and wine take on ideological value and became signs as part of the 

Christian sacrament. So one characteristic of the ideological sign is that objects take on 

symbolic value. This value is always imbued with the social and the historical, another 
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characteristic of the ideological sign. For example the ideological is not something that 

exists purely within an individual person's head. Rather it is part of an 

ideological chain (that) stretches from individual consciousness to individual 
consciousness, connecting them together. Signs emerge, after all, only in the process 
of interaction between one individual consciousness and another. Consciousness 
becomes consciousness only once it has been filled with ideological (semiotic) 
content, consequently, only in the process of social interaction, (ibid, p. 11) 

Jn nursing, for example, the representation of the person who is in the bed being cared for 

is in the process of undergoing a sociohistorical shift from being called "patient" to being 

called "client." This is clearly a sign imbued with ideological content, and constitutes as 

Mehan (1996) would argue, a minimal "text" that will be read in very particular ways. 

Clearly, Volosinov is invoking the dialogical characteristics of signs and the development 

of consciousness. So through social interaction, another characteristic of the ideological 

sign, the social and the historical enters into the formation of signs and sign systems. 

Like the ball example I gave earlier, an analysis of the development of thought must 

begin with processes over time, include social interaction, the social, and the historical, as 

they enter into moments of discourse production. 

Like Vygotsky, Volosinov begins with the word as the smallest unit of analysis or as 

he says, "the fundamental object of the study of ideologies (ibid, p. 15). But the word has 

different qualities for him than it does for Vygotsky. To put it briefly, the writers of the 

Bakhtin circle developed a unit of analysis that was more radically social, whereas 

Vygotsky's word at times appears to be more a unit of language as a system. Volosinov 

sees larger societal and social changes embedded in the word. He says: 

Countless ideological threads running through all areas of social intercourse register 
effect in the word. It stands to reason, then, that the word is the most sensitive index 
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of social changes, and what is more, of changes still in the process of growth, still 
without defmititive shape and not yet accommodated into already regularized and 

fully 
defined ideological systems... The word has the capacity to register all transitory, 
delicate, momentary phases of social change, (ibid, p. 19) 

This quality of the word, and indeed as I will argue later, of all utterances (themselves 

signs and therefore ideological), will be crucial to my analysis of oral and written 

discourse forms. For my argument will also be that one can analyze the micro-

instantiation of larger societal changes by looking at social speech at the extremely basic 

levels; changing word meaning, registers, grammars, indexing, and syntax. 

If the word/sign is sensitive to social changes this brings us to the final two 

characteristics of the ideological sign. First, it has the capacity for multiaccentuality. 

That is, the word as it is populated with meaning through speakers speech interactions 

has the capacity for different accents, registers, different meanings. Volosinov calls these 

"differently oriented accents" (ibid, p. 23, italics mine). He argues that in any speech 

community many different groups with differently oriented interests may well use the 

same signs. He says that: 

Existence reflected in signs is not merely reflected but refracted. How is this 
refraction of existence in the ideological sign determined? By an intersecting of 
differently oriented social interest within one and the same sign community, i.e., by 

the 
class struggle. 

Not only do signs refract existence through their multiple accents, but these accents 

are often going to represent differing interests of social groups within a sign community. 

But signs cannot take on infinite meanings, and we do not inhabit a world of where any 

meaning can attach to any sign. If that were true, then communication through language 
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would not be possible. Instead, at given moments in time, signs will be relatively stable. 

Like Vygotsky's idea of the creative human agent, people take up and use signs 

ideologically to pursue their own interests, but they do so within the "grooves" of 

sociohistorical patterns. This happens historically or diachronically, as for example the 

word "gay" which has shifted meaning and accents over time from it's use in the late 

19th century. But it is also true across sign communities. If we think of the accent on the 

word abortion for one group, it indexes the meaning "right to choose" and for another 

"right to life." This example also shows the characteristic of the ideological sign 

developed by BakhtinA'olosinov that extends the social semiotic of Vygotsky. That is 

the idea that people will often struggle over what words will mean, particularly when the 

word becomes a sign, laden with symbolic meanings that apply to social arenas that are 

rapidly changing, in a state of turmoil and indeterminacy. Such a place, I suggest, can be 

found in education, centered around and refracted through processes of what it means to 

read and write. New Capitalism, as I have described it thus far and as I will analyze 

through school-to-work settings in future chapters, is another such place. 

To summarize, Volosinov's discusses a number of characteristics that make a sign 

ideological. Many of them are very similar to the points that Vygotsky makes in his 

semiotic analysis, and a number of them build on that analysis. The characteristics of the 

ideological sign, enumerated below, are first, every sign is ideological, that is, it is 

imbued with symbolic forms of meaning that are larger than the natural object itself A 

tree is never just a tree. It also always embodies something more. Second, the 

ideological sign always carries both synchronic and diachronic accents. That is, both 
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history and the variety of uses to which the sign is put in a speech community are always 

present. This too, makes the sign ideological. Third, the word, in the sense of meaning 

created between speakers, is the smallest unit of the sign. A word, and a sign, can in 

specch, be both smaller or larger than the word as a unit of language. Fourth, signs do 

more than reflect meaning, they also rcfract it. This means that signs often carry multiple 

accents, reflecting the diversity of meanings in a particular sign community. Finally, 

multiaccentuality will often make itself apparent through processes of struggle. People 

invest symbolic meaning and value in words as they make them into signs. They will 

often struggle over what these will mean. While Volosinov invokes class struggle I 

believe that struggle can manifest on many planes. For example, the confederate flag 

flying over the legislative seat of Georgia state government is a sign that is struggled over 

Is the struggle about slavery, states rights, class, or all three? In the data analysis to I 

present struggle over words like patient and client in nursing, and over scientist and 

"tech" (technician) in biotechnology. 

Units of Analysis: From Word, to Utterance, to Speech genres 

Vygotsky's emphasis on the words and sentences sometimes seems to focus the 

attention of his semiotic analysis on language as a system separated from social speech. 

However, we should not therefore equate Vygotsky's semiotic analysis with those which 

emphasize the language system, the individual speaker, or consciousness as something 

that belongs in the head of an individual. Like Bakhtin, he was very much a dialectical 

materialist. That is he saw words and sentences as existing between speakers so that the 

development of all thought and language had to be a material product, one amenable to 
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analysis if the proper tools were developed. But Bakhtin took the social interaction 

emphasis out of a dyadic model for the development of thinking and speech, placing it 

within actual social contexts of speech interaction. 1 say this because the word is not the 

smallest unit of meaning when we look at social speech contexts, nor is it, as Vygotsky 

argued, the smallest meaningful unit of speech. It is however the smallest meaningful 

unit of a language system. Both Vygotsky and Bakhtin began with a unit of analysis that 

centered on the word. While Vygotsky, in a sense, developed that concept in a direction 

that moved inward towards the structure and syntax of sign systems, Bakhtin developed 

the concept as it moved outward towards utterances and social speech genres. Together, 

they place us squarely into a modem focus on "the consequences of taking social 

interaction, not the abstract individual speaker, as starting point" in our analysis of 

thinking and speech (Hymes 1986). 

In the text of Thinking and Speech Vygotsky developed the word as sign as the 

smallest meaningful unit of social speech analysis (Vygotsky 1987). He also had by this 

time dropped his use of the term psychological tools and spoke of symbolic reference 

systems (language, math, art, and the like) as sign systems. He gave privilege to 

language as the primary mediator, the primary symbolic sign system of human 

psychological development. Within that system a single word represents the smallest 

meaningful unit of analysis because it is the smallest unit of language that functions as a 

sign, as something which has social meaning. Vygotsky often alludes to the inescapable 

relation of method to theory where method is not just a series of decontextuaHzed steps to 

follow. Instead method is always embedded in some theory, and it is our job as scientists 
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to make method explicit in relation to theory so that we are clear about the strengths and 

limitation of our study. For example in the opening to History of the Development of 

Higher Mental Functions he says, "It is easier to assimilate a thousand new facts in the 

field than to assimilate a new point of view of a few already known facts (Vygotsky 

1930/1997, p. 1). To illustrate this further he developed his metaphor of a drop of water 

and how that relates to his thoughts about method and theory. 

When one approaches the problem of thinking and speech by decomposing it into its 
elements, one adopts the strategy of the man who resorts to the decomposition of 
water in his search for a scientific explanation for the characteristics of water, its 
capacity to extinguish fire or its conformity to Archimedes law for example. This man 
will discover, to his chagrin, that hydrogen bums and that oxygen sustains 
combustion. He will never succeed in explaining characteristics of the whole by 
explaining its elements. Similarly, a psychology that decomposed verbal thinking into 
its elements in an attempt to explain its characteristics will search in vain for the unity 
that is characteristic of the whole (Vygotsky 1934/1987, p. 45). 

This devastating critique of psychology in particular, and of reductionist tendencies in 

research generally, is extremely relevant today. Discussion about the best way to 

measure social phenomena such as "reading level" continue to fall back on people's 

ability to demonstrate knowledge of the code, the smallest bits of the language system. 

Rarely is the question asked whether this is the appropriate unit of measure. Of more 

concern to many politicians and educators is that this measurement is "credible," that is it 

meets quantitative research standards for reliability and validity. 

In essence I have already explored Vygotsky's discussion of the word in earlier 

sections of this chapter. I recap his major points briefly here. First, the word functions as 

a sign in its' external aspect as a means of communication and social interaction. It is 

also a sign in its' internal aspect as a means for concept formation, thinking, abstraction, 
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and ideology in the sense of Hnked and interrelated systems of ideas. Language as a sign 

system also points inward in that it is essential to the development of inner speech. All of 

these inner developments together with the inner manifestations of attention, will, 

emotion, and memory, are interfunctionally related and form what we call the world of 

the mind. This development of mind is always done through and with language in a 

dynamic mediating role. 

Language in general, and speech in particular, is a sign system both external and 

internal that links the inner manifestations of the sign with the outer. In his analysis of the 

development of egocentric speech he was able to show how sign systems with particular 

functions such as social speech for oneself actually transform and grow into new forms 

like inner speech and social speech. What is perhaps most exciting about this 

formulation was at the center was always an active human agent. The dynamic force for 

these sign transformations came from the human agent actively appropriating the means 

to control behavior and the environment, building forms of social interaction, 

communication, and an internal world. This social semiotic was at the heart of 

Vygotsky's attempt to link the development of mind with culture. As a theory it 

provides a powerful critique of the continued tendency in psychology to privilege either 

natural stimuli as somehow adding up to higher psychological functioning, or to innatist 

conceptions of an inherent and isolated human mind. 

However, in at least two ways we might consider elaborating and extending this 

model. First, while Vygotsky was extremely detailed in the exploration of individual 

development he did not have time to give similar attention to the semiotic complexity of 
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the human social environment. Or to put it another way, while the link he made between 

the social and the individual is a strong one, characterizing the complexity of a lived 

social world was not his main focus (Wertsch 1991). A second critique, one that is more 

recent and has not been explored in great depth, involves the lack of social conflict in 

human social interaction around what signs and sign systems are going to mean in lived 

social worlds. Both of these areas are addressed by Bakhtin in his discussion of utterance 

and social speech genres 

As we have seen from earlier sections Bakhtin and Volosinov, close collaborators at the 

least in terms of the ideas they were drawn to, saw speech as a system of signs. Individual 

signs themselves were always part or an ideological world, though not in only a neutral 

sense as for example ideology as 'linked systems of ideas.' For Bakhtin, language was 

always saturated with ideology in the sense of struggle. Of a common unitary language 

in a given society, like English in the United States, he said: 

We are taking language not as a system of abstract grammatical categories, but rather 
language conceived as ideologically saturated, language as a world view, even as a 
concrete opinion.. A unitary language gives expression to forces working toward 
concrete verbal and ideological unification and centralization, which develop in vital 
connection to processes of sociopolitical and cultural centralization." (Bakhtin 
1981, p. 271). 

He argues that there are "no neutral words" (ibid, p. 293). Words are shot through with 

what he calls the "tastes" and "accents" of intentionality, of typical genres of speaking, of 

history. Remember, Volosinov (1929) calls this the "social multiaccentuality of the 

ideological sign" where "existence reflected in the sign is not merely reflected but 

refracted" (Volosinov: 1929/1973). No word is related to one and only one sign. 

Because signs refract existence, they can mean many things at the same time. The 
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relationship between sign and existence is dynamic and shifts across a wide variety of 

social continua. 

But no living word relates to its object in a singular way: between the word and its 
object, between the word and the speaking subject, there exists an elastic environment 
of other, alien words about that same object, the same theme, and this is an 
environment that is often difficult to penetrate. It is precisely in the process of living 
interaction with this specific environment that the word may be individualized and 
given stylistic shape" Bakhtin 1981, p. 276). 

Thus language, and the sign as word, is deeply ideological in the sense that people 

struggle over what a sign, a word, a language means. Words can never be neutral. In the 

moment they are spoken they take on meaning, value, and hierarchy. 

While Vygotsky's semiotic admits to the potential for this kind of ideological and 

radically heterogeneous social world, he does not explore this potential with anywhere 

near the theoretical depth that Bakhtin and Volosinov do. For these writers, struggle was 

central. The word is the point at which titanic struggles can be figured, struggles that 

occur across a large social canvas. Again, from Bakhtin we get the following oft-

referenced quote. 

Every concrete utterance of a speaking subject serves as a point where centrifugal as 
well as centripetal forces are brought to bear. The processes of centralization and 
decentralization, of unification and disunification, intersect in the utterance; the 
utterance not only answers the requirements of its own language as an individualized 
embodiment of a speech act, but it answers the requirements of heteroglossia as well; 
it is in fact an active participant in speech diversity (Bakhtin, 1981, p.). 

Because he did not explore this area of radical speech diversity, and no one can explore 

everything, Vygotsky's social language does seem to exist in a somewhat neutral and 

fairly unified world. Signs and the words that represent them are not seen in terms of 

struggle. By contrast, Bakhtin says the following of language: 
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..at any given moment of its historical existence, language is heteroglot from top to 
bottom: it represents the co-existence of socio-ideological contradictions between the 
present and the past, between differing epochs of the past, between different socio-
ideological groups in the present, between tendencies, schools, circles, and so forth, all 
given a bodily form." (p. 291) 

If we take signs and sign systems as mediators of development as Vygotsky did, and 

add the idea of signs and language as ideological in the way that Bakhtin does, I think we 

have a socio-ideological semiotic that models more closely the messiness of lived social 

experience. Further, if we look at Bakhtin's unit of analysis, the utterance we gain 

analytical insight into that messy lived social world. 

Like Vygotsky, Bakhtin starts with the word. But for him a word is a kind of 

utterance, a more flexible unit of speech (and sign) production that is oriented towards 

language as lived experience more than to language as a formal system. The reason that 

an utterance is closer to lived social worlds than the word has to do with its' boundaries. 

While a word is a unit of language as a fonnal system there are three constituent features 

of an utterance that make it a unit of social speech. First, an utterance is always a 

responsive unit, a response to other utterances, as Bakhtin puts it, "a link in the chain of 

speech communion" (1986, p. 76). It is always framed by a change in speaking subjects, 

by a "quality of completion that expresses a particular position of the speaker, to which 

one may respond or may assume, with respect to it, a responsive position" (ibid, p. 72). 

Thus an utterance has a quality of connectedness to other social speakers, at other times, 

other places, or in the immediate social context. The utterance has a social dialogical 

character. The second quality, entwined with the first, is the quality of finalization, or 

wholeness of the utterance. For example, when we hear an oral story or read a book, we 
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sense that there is a point when the speaker has said all that they have to say on the 

subject. Bakhtin says that as responsive listeners, "we embrace, understand, and sense 

the speakers speech plan or speech will, which determines the entire utterance, its length, 

and boundaries. We imagine ourselves what the speaker wishes to say" (ibid, p. 77). By 

imagining, always a dynamic and partial process, speakers and listeners both embodied 

and existential together build a particular unique instantiation of a particular utterance. 

While this plan has the unique creative features of particular social actors with particular 

languages in particular contexts, it is also bounded and constrained by the need for 

understanding and communication. For Bakhtin, these are carried through social speech 

genres. 

We can imagine the plan of a speaker because of this third quality, the existence of 

relatively stable generic speech forms, or social speech genres. So, the production of an 

utterance can indeed be a single word and is the smallest unit. On this Vygotsky and 

Bakhtin are on the same ground. But it could also be a clause, a speech, an essay, a 

report, a discourse form like military, doctor's office, or school speech, and it can be a 

written form like a Dostoevskian novel. These generic speech forms have "definite, and 

relatively stable typical forms of the whole. Our repertoire of oral (or written) speech 

genres is rich. We use them confidently and skillfully in practice" (1986, p. 78). 

The word becomes one of many forms whereby socio-ideological signs and signs systems 

mediate between people and their social environment. From Vygotsky's word as social 

mediator we move to utterances and speech genres, conceptual frames that push us 

towards an examination of living speech communities in a deeply ideological world. To 
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examine this world analysis takes into account "the three-way relation among the 

linguistic system in its irreducible properties, the communicative practices of its users, 

and the ways that they occupy interactive settings" (Hanks 1996, p. 179). 

Vygotsky and Bakhtin on Inner Speech 

The discussion of what Vygotsky and Bakhtin had to say about inner speech builds on 

the discussion of the last section. The definition and characteristics of inner speech are 

predicated on a semiotics that is social and a sign that is ideological. It is also predicated 

on the idea that units of analysis vary in size from grunts, to words, to utterances, to 

larger structured units like narrations, novels, speeches, and conversations. 

Vygotsky's discussion of inner speech is developed primarily in chapter 2 and chapter 

7 of Thinking and Speech (1986). Typically, he spends much time discussing others 

conceptions of what inner speech looks like and then refutes their arguments. Here he is 

at his most polemical but the value of reading these sections is to live within the 

arguments he is making, to become a part of a discussion that is much more 

conversational than we are used to seeing in academic writing. First it is important to 

note that Vygotsky's metaphor for consciousness is a geologic one, that of planes and 

strata. He argues that what we call consciousness has a number of layers and that inner 

speech is a critical one that is a socio-cultural development out of egocentric speech, or 

speech for oneself. Inner speech is not verbal memory as when people leam to recite a 

poem by heart. It has to do with memory but "memory alone does not exhaust the 

concept" (1987, p. 256). It also is not speech minus sound, or as behaviorists would have 

it, a speech reflex where the motor component is not manifest. Finally, it is also not 
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everything that precedes speech, a very broad and somewhat imprecise concept that also 

develops an overly linear relation between thinking and speech. Vygotsky argues for the 

possibility that "inner speech is a psychological formation that has it's own unique 

nature" (ibid, p. 257). But what is the nature of inner speech? This is what the bulk of 

the chapter is about and it is here that Vygotsky's close theoretical and empirical 

attention to social speech becomes very exciting as he develops numerous concrete 

examples to support his theorizing. 

He argues that inner speech is a form of "speech for oneself which psychologists had 

noted being used by young children. The external manifestation of this form of speech is 

called egocentric speech and Piaget had argued convincingly that it disappeared as 

children accommodate their speech and thoughts to others through social speech 

interaction. But Vygotsky disagreed. He believed that egocentric speech moved inward. 

Speech, he believed, split at a certain point in development. It developed through a 

principle of functional differentiation, meaning that it took different pathways that 

stemmed from different functions. One function moved outward, the function of speech 

for communication with others. This function is external speech. But using a truly 

amazing metaphor he said that "inner speech moves in the reverse direction, from without 

to within. It is a process that evolves the evaporation of speech in thought (ibid, p. 257, 

italics mine). 

The metaphor of evaporation is particularly fascinating for the images that are indexed 

through it. It is, as the chapter continues, clearly not meant to mean disappearance. 

Instead it evokes the process of transformation from one material state to another. That 
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is, external speech goes through a quaUtative transformation into another kind of material 

state, that of the internal aspect. Sccond, the metaphor evokes the quality of diffusion. 

That is, when water evaporates it diffuses into the atmosphere, permeates it, more closely 

binds and becomes one with it. This, too, is a quality of inner speech that he articulates 

as the chapter goes on. He docs this through designing experiments to refute the idea that 

egocentric speech disappears, then through an explication of the grammatical structure of 

what he considers to be inner speech. 

Vygotsky beUeved that egocentric speech was a hybrid form of speech, one that 

externally seemed to be "for oneself" but that in fact was a kind of collective monologue, 

one that children used in fundamentally social ways. In an example, he says: 

I sit at a desk and converse with a person who has come in behind me. That person 
leaves the room and I continue to speak under the illusion that the person is still in the 
room. This is reminiscent of egocentric speech. Externally it appears to be speech for 
oneself. Psychologically, it is social speech (ibid, p. 266). 

He and his colleagues performed experiments to test this theory. For example, if 

egocentric speech was purely for oneself then "taking others away" would have no effect 

on the amount of egocentric speech. By bringing children into a group play session who 

spoke another language or who were deaf, the experimenters were able to reduce social 

speech without reducing numbers. They observed that without the possibility of social 

interaction through speech, egocentric speech fell to almost zero. In other experiments 

using barriers, or in one case the use of an orchestra, the possibility of egocentric speech 

as a communication tool was interfered with. Again, the amount egocentric speech 

dropped. As far as Vygotsky was concerned, the external manifestation of egocentric 

speech transformed into inner speech. In another series of experiments he set up 
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problems for young children that were somewhat beyond their abilities. The children 

produced a high amount of egocentric speech as they attempted to solve the problem. 

Then, the same problem was given to older children who could solve it quite easily. For 

the most part, they successfully completed the problem, and they did so silently. When 

the researchers asked them to talk about their thought processes they produced much of 

the same language that young children had used as egocentric speech, Vygotsky saw this 

as further proof that external speech moved towards the internal plane. But he also saw a 

transformation taking place. Internal speech had it's own "entirely different organization, 

its own syntax" (ibid, p. 266). 

One characteristic that inner speech develops as it moves inward is that of 

abbreviation. Vygotsky notes that many have noticed this but he believes that this 

abbreviation is systematic and can be described in terms of that system (ibid: 266). Using 

examples from literature and his own observations of egocentric speech Vygotsky argues 

that inner speech is entirely predicative. Subjects and related words disappear in inner 

speech because they are known, that is speech is for oneself so the context does not need 

to be explained. He uses examples from literature of people who are in "close 

psychological contact" and shows that highly predicative sentences come about between 

them because the subject and associated words are known to both directly from the 

context. He says "when the thoughts and consciousness of the interlocutors are one, the 

role of speech in achievement of flawless understanding is reduced to a minimum (ibid, 

p. 267). From Yakubinsii, the Russian linguist and semiotician, he makes the point that 

the "commonality of the interlocutors apperceptive mass plays a tremendous role in the 
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speech exchange" (ibid, p. 269). This means that as inner speech develops we get a 

syntax that has great objective simplicity, a minimalizing of syntactic differentiation, the 

expression of thought in a condensed form, and a reduction in the quantity of words. 

The psychological function of inner speech, speech for oneself, transforms the structure 

of that speech. On page 274 he restates his thesis about inner speech; 

In inner speech, we find the ultimate syntactic simplification, the absolute 
condensation of thought, and an entirely new syntactic structure. We find the 
complete abolition of the syntax or oral speech in a purely predicative sentence 
structure (Vygotsky 1987) 

This leads to not only a reduction in the phonetic aspect of speech, but to a predominance 

of the words sense over meaning. Sense is both more complex and less stable than 

meaning. The words sense "absorbs intellectual and affective content from the entire 

context in which it is intertwined" (ibid, p. 276). The structure of inner speech leads also 

to what is called agglutination, the unifying of words like we find in German or in the 

Delaware language of the eastern U. S. This means that as speech becomes inner words 

stick together, they adhere to one another. 

Young children do this all the time. For example, my niece at the age of about 2 years 

would answer the phone and when she ascertained that I was on the other end would 

shout out, "Mom, it's UnclePeterRob." This complex word expressed my niece's sense 

based on her experience with two uncle's who she saw a lot and on some sense of the 

word "uncle." As she got older it became more differentiated in her social speech. First 

it became Uncle Peter and Uncle Rob. Then it became just Peter and Rob. In speech that 

becomes inner, the opposite process takes place. Words become complex, sense 

predominates over meaning. 
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Finally, Vygotsky says, inner speech has the quality of diffusion. Remember the 

metaphor of evaporation that he used to explain the transformation of egocentric to inner 

speech. Here he talks about literary works that have been so long in the culture that their 

very title is infused with complex sociohistorical meanings associated with the work. He 

cites Shakespeare's Hamlet as an example. An example from my own work is the sense 

of the word "school" for a Aqua-American woman living in the southwestern United 

States. For Muriel, the definition of school was very much implicated in the story of her 

people, resistance to assimilation into Mexican culture, a complex sense of Aqua identity, 

and her sense of respecting and keeping her culture. 

1. Muriel; So when we went to register for school 
2. and I'll always remember it no matter how many years go by 
3. that, it just always stays in my mind because 

4. I just always remember going in there sitting down 
5. and this couch, this green plastic couch 
6. and just waiting with my mom to talk to one of the secretaries 
7. Y'know, they're doing their stuff. 

8. So we stood there for y'know 
9. a couple of minutes 
10. and as soon as the lady turned and saw my mother 
11. started talking to her in Spanish 

12. And my mom, y'know she knew 
13. she knew what she was saying 
14. but my mom is the kind of person 
15. she doesn't like people to make assumptions about her 
16. So right away she started talking to her in English. 

17. And, I've seen her do it before but 
18. That's just because wants people to know 
19. "don't assume I'm like Mexican just because I look Mexican 
20. Don't assume I don't understand what you're saying." 

21. So we weren't surprised that she did it but 
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22. we were surprised that the secretary 
23.1 mean as soon as my mom started talking English to her 
24. She kinda felt, she had a look of offense on her face 
25. Like my mom offended her in some way. 

26.1 guess because she made the secretary feel like 
27. "oh, my god. Y'know 1 shouldn't have done that." 

28. That always stays in my mind 
29. Just because of the fact that 
30. That was my first real encounter with 
31. somebody assuming that we were other than 
32. y'know something other than what we were. 

For Muriel, registering for school is not simply a normative process. Instead, it is a 

sign, multiply embedded with a sociohistorical past of what it means to be Yaqui, of 

language, of people's assumptions about "what we were." I would argue that "school" 

for her resides as inner spcech in a complex fused sense, where sense predominates over 

meaning, and the word absorbs "absorbs intellectual and affective content from the entire 

context in which it is intertwined" (p. 276) as Vygotsky asserted. 

Volosinov, not surprisingly, discusses inner speech in the context of ideology. Again, 

he talks about the ideological nature of inner speech in ways that are compatible with and 

build on Vygotsky's work. The earlier discussion of the ideological sign is especially 

relevant for in Volosinov's view there is no inner speech without ideology and without 

signs. Volosinov's analysis of inner speech is not concerned with the syntax and 

structure of that speech as Vygotsky was. Instead, he is concerned with its' dialogical 

nature. He argues that inner speech only originates in social interaction and that the 

phenomena of that interaction organizes sign-sign relationships both in inner and social 

speech. 
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Like Vygotsky, he believes that inner speech is signs that speak to other signs. But he 

also emphasizes the relationship to already known systems of signs, a kind of inner 

dialogism. 

The understanding of a sign is, after all, an act of reference between signs 
apprehended and other, already known signs; in other words, understanding is a 
response to a sign with signs (Volosinov 1929/1986, p. 11). 

The argument that inner speech is organized around a dialogic reference to already 

known signs recalls Vygotsky's arguments about agglutination, diffusion, and the 

predominance of sense over word meaning. Bakhtin also argues that the development of 

inner speech is comes about through social interaction of speakers who are part of a sign 

community. "Signs," he says. 

Can only arise on interindividual territory. It is a territory that cannot be called 
"natural"in the direct sense of the word: signs do not arise between any two members 
of the species Homo Sapiens. It is essential that the two members be organized 
socially, that they comprise a group (social unit); only then can the medium of signs 
take place between them (ibid, p.12). 

In distinction to Vygotsky, Volosinov gives closer attention to the outward expression of 

inner signs, to the utterance. He sees the outer expression of the sign as being organized 

somewhere between two poles of expression organized by the psychological on one end 

and the ideological on the other. A simple example illustrates this idea. 

Table 3.1. 

The outer expression of the sign 

Psychological hybrid psychological/ideological ideological 

"Hurrah!" "I'm so happy!" "I feel joy." 
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An outer expression of inner speech can move in one of two directions. On the one 

hand it could be the expression toward the speaking subject and their direct inner 

experience. This is the psychological and is expressed through "Hurray!" above. On the 

other end of the spectrum is the ideological. This is the expression of inner experience 

through self-observation, through introspection, with reference of other sociohistorical 

signs (like what joy means). Thus the expression, "I feel joy." There are also hybrids, 

such as the example in the center. This has the quality of "erupting" from inner 

experience like the word "hurrah!" but also has the introspective reference to other signs 

through the indexing of "happy." All of these categories "leak" because the expression 

of experience is transformed by language, itself a social artifact. But Volosinov's 

discussion of what the utterance refers to in social contexts makes an important 

connection that Vygotsky did not give a great deal of attention to. This will become 

more important in the next chapter when I will discuss linguistic Anthropology and ideas 

of reference from that field of endeavor. For now, the point about Volosinov is that inner 

speech only develops and must be explained through reference to social interaction and 

social context. To finish this discussion of inner speech, I quote Volosinov again. 

The understanding of any sign, whether inner or outer, occurs inextricably tied in with 
the situation in which the sign is implemented. This situation, even in the case of 
introspection, exists as an aggregate of facts from external experience, the latter 
commenting on and illuminating a particular inner sign. It is always a social situation. 
Orientation in one's own soul (introspection) is in actuality inseparable from 
orientation in the particular social situation in which the situation occurs... the sign 
and its social situation are inextricably fused. The sign cannot be separated from the 
social situation without relinquishing its nature as sign (ibid, p. 37). 

As I present the context of nursing and biotechnology in Chapters Vl-IX, I will be 

using these tools to both organize and analyze the speech data. The idea of ideological 
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signs comes up constantly as students appropriate new word, many of which are 

sociohistorically in conflict with one another. The discussion on inner speech with its 

quality of abbreviation is particularly relevant when I present biotechnology students 

learning the literacy conventions they need to control in order to be successful as 

students. Units of analysis comes up in the organization and presentation of words, 

utterances, stories, conversations, and in the analysis of texts and student writing genres. 

The idea that there are multiple and constantly shifting units of appropriate analysis is 

particularly present in this study as students take up the practices and language of their 

particular discourse community. 

In the next chapter I continue to complicate these ideas with reference to more recent 

scholarship on practice, discourse, and language ideology. While both Vygotsky and 

Bakhtin offer powerful theoretical tools for the examination of thinking, speech, and 

ideology, more recent work both theorizes power in ideology, and examines language 

practice in situated social contexts. This next chapter both up-dates the theoretical 

promise of Vygotsky and Bakhtin, and moves me towards the discussion of methods. 
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CHAPTER IV 

PRACTICE, DISCOURSE, LANGUAGE, AND IDEOLOGY 

Introduction 

Embedding the work of Vygotsky and Bakhtin in more current social theory is the 

task of this chapter. I do this by focusing on two conceptual frames, practice and 

discourse, then an empirical field where these frames get tested. As I have argued in the 

chapter prior to this one, teasing out the connections between practical activity, speech, 

and the development of thinking was the main project of both Vygotsky and Bakhtin. 

They came at it from different perspectives and their ideas can usefully complement one 

another. Both Vygotsky and Bakhtin believed that language and thinking developed 

through practice and discourse. For this reasons, I spend part of this chapter talking 

about the strengths and weaknesses of two latter twentieth century thinkers. I look at 

Pierre Bourdieu's practice theory of language and action. I also look at Michel 

Foucault's work with the concept of discourse. Finally, I link this thinking up with 

empirical attempts to test their more theoretical work, primarily in the American school 
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of Linguistic Anthropology and its recent focus on the relationship between language and 

ideology. And within that, I focus on a subset of studies that pursue literacy and the 

creation of "New Capitalist" futures through school and work. 

The extension of Vygotsky and Bakhtin to more recent theoretical and empirical work is 

important for at least two reasons. First, there has been a great deal of theoretical 

literature that productively extends the relationships between thinking, speech, and 

context. Second, empirical work further elaborates on the instantiation of power 

relationships through social practices in micro settings with a clear articulation between 

language and ideology. 

Bourdieu and Practice Sociology 

There are at least two areas that link Bourdieu's theory of social practice with the 

preceding discussion about Vygotsky and Bakhtin. The first is in the attempt to 

overcome dualities. For Bourdieu, the duality of the subjective and objective in social 

life is to be overcome in the relationship between social structures and day-to-day 

practices (Calhoun, Li puma, & Postone 1993). Deriving from this concern with dualities, 

Bourdieu, like Vygotsky and Bakhtin, sees the link as embodied through repeated 

activity, and primary among these practices is language. Here he is following in 

Vygotsky and Bakhtin in using activity (with a language focus) to overcome the 

dichotomies that are the legacy of the Cartesian split of mind from body. Bourdieu gives 

the greatest attention to discourse and processes of education from a practice theory 

perspective in his Outline of a Theory of Practice (1977a), The Economics of Linguistic 

exchange (1977b), and Reproduction in Education, Society and Culture (Bourdieu and 
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Passeron 1990). In these pieces and in others he develops central concepts of habitus, 

capital, and field. 

Habitus is a set of durable dispositions and generative schemes that are largely 

unconscious. They are learned through repeated activity and are inscribed as a set of 

dispositions or attitudes through repeated social practices. An example from our society 

might be the overwhelming belief that literacy is a practice best learned through learning 

the smallest bits of the linguistic code through sound letter relationships, then moving on 

to syllables, whole word, sentences and so on. Not surprisingly, this has indeed been the 

practice whereby many of us did in fact start to learn how to read and write. When 

counter practices like the whole language movement are put forward to many they seem 

intuitively 'wrong' and this may be their habitus speaking. However habitus is not just a 

neutral set of practices. As Cicourel says, Bourdieu has developed: 

distinctive ways of calling attention to how power or forms of dominance are 
reproduced in settings of family or school such that they have lasting effects on the 
future behavior and the way in which social groups sustain themselves. (1993, p. 111). 

In their focus on education, Bourdieu and Passeron (1977) point out that linguistic 

habitus, what they call a "relation to language" (p. 116), pre-selects for greater success in 

schooling of upper class students. This is because the set of linguistic practices that goes 

along with that relation to language is what the school is going to reward. Bourdieu's 

focus here is on the interests of the state in creating a unified linguistic market and the 

mechanisms with which the educational establishment acts to sanction or legitimize those 

who already need to know what they need to know and act the way they are supposed to 

act. He has been criticized for being overly focused on the structural (Cicourel 1993; 



Collins 1993), where habitus is primarily imposed from above (Abu-Lughod 1985) and 

there is a very circumscribed notion of the limits of agency. While I believe this to be a 

helpful critique, 1 see no reason why his emphasis on the state cannot be connected to 

micro-interactional processed of discourse production to explore forms of ideological 

diversity that may exist within the construction of linguistic markets in state educational 

institutions. 

I agree with critiques of habitus that point to an overly strong emphasis on the 

structural, what Bourdieu calls the objective relations. However, both his concepts of 

capital and his concept of field can be of help here. Capital as related to habitus is the 

capacity to exercise control over different forms of power; symbolic power, cultural 

power, and economic power are all forms of capital that are deployed in social contexts. 

In the example mentioned above the linguistic habitus is a form of cultural and symbolic 

capital that mediates the accrual of economic capital for a particular class in French 

society. There is a structure to the language of status and those who are socialized to the 

habitus of this structure will be legitimized by the school. Those who do not will be 

sanctioned and this will be presented as a natural process. The 'natural' inability of some 

to master ways of speaking, thinking, and acting is "misrecognized" (it's the family, lack 

of values, the culture of poverty, and so on) and the arbitrariness of economic domination 

and creation of social hierarchy is made invisible. However, the notion of varying capital 

and different kinds of capital opens up the potential for conflict, struggle, and change. 1 

think that this possibility, along with Bourdieu's concept of field bring more balance back 

into the saying, "the more things change, the more they remain the same. 



125 

With the concept of field, Bourdieu argues that the multiple positions that a person can 

take in a given moment result from the interplay of that persons habitus, his or her place 

in a field of positions, and the distribution of capital in that moment. This takes us back 

to Bakhtin's speech genres. In military training situations if a sergeant said to a trainee, 

"what's your name?" the trainee would presumably give one and only one response. 

They would give their correct name, "Bill Jones, Sergeant." However if the field were to 

change to a local bar after hours the response might be just plain "Bill." Change the 

distribution of capital so the trainee was an officer trainee and the answer might be, 

"what's it to you, Sarge?" Change the habitus to a culture where only very close personal 

friends ask one another for their names and the question might not even come up in the 

same way. Thus we can see here that there is considerable room for ideological diversity, 

and as Bourdieu himself acknowledges, room for struggle at the site of the field. At the 

conclusion of "Economics of linguistic exchange" (1977) he says: 

To give an adequate account of speech, we must constitute in each case, first, the 
language habitus, the capacity to use the possibilities offered by language and to 
assess practically the moments to use them, which, at a constant level of objective 
tension, is defined by a greater or lesser degree of tension (corresponding to 
experience of a language market at a determinate degree of tension); secondly, the 
language market, defined by an average degree of tension or, what amounts to the 
same thing, a certain level of acceptability; and finally, the expressive interest 
(Bourdieu 1977, p. 662) 

Without trying to unravel the differing meanings of "degrees of tension" for the 

reader, my understanding of this quote is that in the relationship of habitus to linguistic 

market to expressive interest of the individual speaker, there lie relationships of tension. 

It is in these relations, as we saw in the example above from "military" speech, the 

possibility of agency and creativity lies. 
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One place where we can examine a socio-ideological semiotic and signs of Bourdieu's 

habitus is when people find themselves embedded in social speech genres of training or 

apprenticeship settings. In this dissertation those settings, multi-layered and cross-

contextual, are organized around 'learning' how to be a nurse or a biotechnology 

scientist. In these settings people take up particular generic forms, ones that are relatively 

stable and that constitute a set of inter-locking social speech genres. These include words, 

utterances that take on a particular grammar and syntax, and social practices connected 

with them. These all signal to others that the person is an apprentice member of the 

discourse community. As students master these signs, they also master their ideological 

content, the capital that accrues to them whether it be symbolic, social, or economic. 

They also take psychological control of the field, the places and the tools that are a part of 

those places. As we saw in chapter II these places are distinctive from what we would 

normally consider a classroom space. The biotechnology field is in fact a research lab 

like one would find at a biotechnology company. The nursing lab is hybrid, organized as 

a hospital floor might be and with many of its characteristic tools (beds, bed pans, 

needles, tools to check vital signs). But it is also organized like a classroom. In both 

cases we see evidence of a more diffused, pervasive discourse, that of new capitalism. 

Foucault: Discourse, and discourse 

Writing about Foucault in a few pages, like Boudieu, does not do justice to the depth 

and complexity of the ideas represented in the body of his work. What has been most 

helpful to me about Foucault is first of all the distinction he makes between discourse 

with a capital 'D' and discourse with a small'd.' Discourses, I have come to think are 



127 

like huge malleable vectors of organized thought that span ages. They vector through 

history. They organize the way that we think of language in its relations to social 

institutions, systems of power, the creation of knowledge, and the work of intellectuals. 

They can not be termed structural in the sense that someone like Levi-Strauss might have 

meant for they cannot be easily materially tracked nor mapped like a kinship system 

might be. In reading Foucault big 'D' takes on the quality of the Tao in the classic 

Chinese text, the Tao Te Ching. In naming it, you lose. Paul Bove (1992) says to get at 

Discourse we 

have to consider how within systems of thought various "scienccs" might be 
institutionally and even conceptually discontinuous; how they might be practiced, as it 
were, at disparate points within culture and yet, given "adjacencies" make up a 
coherent system of thought spread across a range of institutions and discourses whose 
"family resemblences" can be traced by someone interested in their multiple origins, 
transformations, and their value for the present (p. 7). 

By "adjacencics," the key term here, Foucault and interpreters like Bove look to material 

practices that organize knowledge and practice within culture. Foucault himself wrote 

about such issues as sexuality (1978), the medical gaze upon the body (1973), and the 

creation of the modem discourse on rights (1970). Through looking at these material 

practices we can begin see the "family resemblences" what Foucault calls "geneologies" 

that create and organize these over-arching and nebulous Discourse. Here is where 

Foucault saw the small'd,' that of actual dicourse communities. In the material practices 

of individual communities could be found the exercise of discourse, and through that the 

exercise of power, a "relation of force" (1980, p. 89). He said, "these relations of power 

cannot themselves be established, consolidated, nor implemented, without the production. 



accumulation, circulation, and function of a discourse" (ibid, p. At this point an example 

will help make this distinction clear. 

In a recent collection edited by the Historian and Ecologist William Cronon (1996) 

entitled Uncommon Ground: Rethinking the Human Place in Nature, he presents some of 

the contested and commonly used ideas that people deploy when talking about the 

concept of "nature" in western society. Each of these ideas actually encompass a 

discourse; nature as commodity, nature as Eden, nature as moral imperative, nature as 

uncontrollable and impersonal destroyer. These are some of the discourses he discusses, 

all of them deployed by various groups exercising power, a relation of force, within the 

culture. They come to have a political usefulness in the struggle for social, cultural, and 

economic forms of capital. Developers advertise gated communities as a form of 

"paradise," environmentalists talk about returning nature to its "pristine" state, people 

bemoan killer bees, earthquakes, and floods. Through all of these discourses can be 

detected the micro-mechanisms of power as a relation of force that can be and is 

exercised by all people rather than only in the Marxist or economic contractual sense. 

These ideas are useful to me in that they really help me focus in on the discursive 

mechanisms of learning a discourse community like nursing and biotechnology. They 

also help me talk about how people are also disciplined by and through those discourse 

communities, both in their exercise of power and in their ability to resist. In nursing this 

takes place as people apprentice into being a "carer" for the "patient" or "client," and for 

biotechnology students as they become "techs" or "research scientists." These ideas 

allow me to link up with a broader and more diffuse Discourse of capitalism, that is a 
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vector of ideas about people and their relationship to work. Bourdieu and Foucault, while 

theoretically 'up-dating' my roots in Bakhtin and Vygotsky, don't really help a great deal 

when it comes to the empirical nature of this dissertation. For that, the field of linguistic 

antliropology in recent years, with its focus on language and ideology is most productive. 

Language and Ideology 

Language and ideology perspectives build on all of the theoretical work done thus far; 

on Vygotsky, Bakhtin, Bourdieu, and Foucault. Added to that is an empirical method, 

that is the study of socially situated language practices that comes from linguistic 

anthropology. The rest of this chapter summarizes the variety of ways that language and 

ideology have been defined and then deployed in empirical study. I first explore what 

theoretical and historical perspectives are embedded in our use of this term ideology. I 

then look at what I consider to be the major concepts in the study of discourse that have 

made the linkage of language and ideology a fruitful enterprise both from a theoretical 

and a methodological perspective. This sets the stage for a discussion of more recent 

work and the diverse "sitings" of language and ideology in discourse studies generally, 

and in the study of literacy in particular. Finally, I end with a discussion of what 

phenomena the study of language and ideology brings into view that a culture and 

language perspective does not. It is my belief that through a study of language and 

ideology issues of diversity, struggle, and hierarchy are brought to the fore without losing 

sight of culture as having patterned structure and variation. This dissertation links 

language practice, apprenticing activities, the development of certain kinds of 

consciousness, and larger structural changes in the economy under new capitalism. It is a 
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dissertation that is fundamentally about the linkage of language with ideology. But both 

these terms and their interrelationship to one another have been organized in complex 

ways. Some connect closcly to my approach, others do not. Below I summarize uses of 

the terms, how they have been sited in empirical study, and where I see my own work in 

connection to them. 

Ideology as a concept has a history embedded in the enlightenment attempt to 

characterize and naturalize human "nature." As the study of linked systems of ideas, 

ideology characterized the way that people were different in their mental functioning 

from animals that operated on an associational level (Silverstein 1998). This notion that 

ideology afforded a unique fonn of consciousness was picked up by Marx as a way to 

link power, or the issue of dominance and subordination, to economic relations between 

the bourgeoisie and workers (Marx and Engels 1989). In a Marxist model there are two 

kinds of ideology; a pervasive one that is sited in the capitalist and bourgeois classes and 

a positive ideology of consciousness raising. Workers are largely unconscious of their 

oppression and through consciousness raising can address issues of unequal power in the 

capitalist system. Consciousness raising, at least implicitly implies discourse. But 

language in this model is transparent, passively transferring and reflecting ideology. 

Also, an objective/subjective dichotomy is set up where objective is the scientific, 

external, material and economic, and normative, while subjective is oriented towards 

phenomenological, internal, experiential, and particular. However the work of Antonio 

Gramsci (1971) and Marxist scholar Raymond Williams (1977) explored a less 

deterministic place for language while trying to overcome these dichotomies. 
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Granisci's concept of hegemony is similar to ideology but also distinctive in that it 

incorporates a theory of the state into Marx's theory of class struggle (Philips 1998). 

Hegemony is the process whereby the state builds coalitions and consensus across parties 

and blocs that agree over particular broad ideologies. It is a quality of state and civil 

organizations that are constantly creating coalitions in order to rule. In order to protect 

these coalitions the state uses coercion (most tacit) and force (least tacit). An example of 

hegemony in the United States would be the liberal disposition. Here we see a broad 

coalition that includes the stale, university professors in the social sciences, Hollywood 

and other media institutions, parts of the church, and so on. An ideology sustained by 

this particular hegemony might be the pro-abortion stance. The state uses force in certain 

instances to protect clinics and enforce this hegemony. A more tacit use of coercion 

might be in the way that the Rico racketeering legislation is deployed to go after the 

resources of anti-abortion gioups in court. Hegemony is a process, it is multiply sited 

unlike the binary Marxist framework, and ideological struggle is recognized in the form 

of subaltern groups. We see hegemony being built around new capitalism as well. The 

convergence of the WTO, business interests, media, as well as state and national 

governments to suppress dissent in the 2000 Seattle meeting (and major meetings since 

then) are sites where the tacit creation and protection of hegemonic positions has been 

very apparent in recent years. 

The work of Raymond Williams (1979) makes an explicit place for language in our 

understanding of hegemony, while at the same time challenging the binary objective-

subjective split of traditional Marxism. He argues that language is usually treated as an 
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expression of the subjective inner world and that it needs to be returned to the material 

world. His interest in literature and aesthetics leads him to theorize that experience, 

consciousness, and the literary all have a material basis. In this sense like many other 

Marxist scholars (Bakhtin 1981; 1986; Volosinov 1973; Vygotsky 1987) he is trying to 

overcome the mind-body DesCartian duality. By treating language as materiel, as I will 

elaborate upon later, he sets up a theoretical move that makes it possible to link ideology 

with material language practices like face-to-face interaction, communicative activities, 

and other discourse structures. 

Williams's notion of hegemony is distinct from Gramsci's. Counter hegemonies exist 

in relation to dominant ones but arc always tied to it and can be co-opted by the dominant 

ideologies. Rap music might be an example of a countcr hegemonic practice. The 

intersection of green parties, environmental, trade union, and gen-Xer's to protest in 

Seattle is another. Alternative hegemonies develop on the margins of the dominant ones, 

offering potential productive power in terms of ideological change. He offers the creative 

work of artists as having this function, of creating through social practices new 

"structures of feeling" (Williams 1979, p. 129). These social practices include language. 

Between Gramsci and Williams we find in ideological constructions of dynamic state 

hegemonies another site for language. 

Linking the term ideology to language orients our attention towards power, towards 

the social construction of degrees of consciousness, towards processes of state and civil 

hegemony, and towards social practice. These concepts around ideology fit well with the 

study of microetlmographic discourse practice as they interconnect to new capitalism 
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hegemonizing processes. This linkage keeps one oriented towards possible counter-

hegemonic process both at the micro level and at the macro. Both of these are presented 

in the data analysis of this dissertation. 

Ideology as practice and language as practice come together in language concepts that 

include discourse, communicative behavior, face-to-face interaction, and 

contextualization. Discourse as a general analytic concept means that we look at language 

in use (Schiffrin 1995). From the ethnography of communication, communicative 

behavior (Hymes 1972, 1974) shifts our attention to social activities and structures of 

participation. Goffman's (1974, 1981) footing introduces the idea of shifting identity 

positions within a communicative event, and contextualization cues (Gumperz 1982) 

introduces prior understandings and situational inference that are signaled in 

communicative events. All of these social practices can be demonstrated linguistically 

and linked to the concepts of ideology developed above so that what we were called 

language attitudes by William Labov (1972) in the early seventies are now identified as 

language ideologies. It is in this linkage that we see the great variety in 'sites' for 

language and ideology. This is partly a question of method and partly related to the 

historical development of the field. 

Anthropological work sites ideology and language in five places; linguistic structure, 

social speech genres, social activities, mediating structures like institutions and nation-

states, and cross-culturally. In this dissertation I provide empirical evidence that shows 

all but the last site, the cross-cultural one. Language and ideology is sited in linked and 

repeated linguistic structures although rarely is this the only site. This work, derived 



from pragmatics (Grice 1957) and speech act theory (Searles 1967) is most fully explored 

by Michael Silverstein (1979, 1981, 1994, 1996) who looks at how language structure 

influences consciousness and the limits of our awareness. Drawing from the work of 

Benjamin Whorf, he sees causation in English to be part of the structure of the English 

language embedded in noun-verb structures like red:redden, dieikill, and falhfell. The 

concept itself is a secondary rationalization based on the structure of language. In other 

words, causation is a typical western ideology structured through language. Another 

example is the western scientific notion of segnientable time. Silverstein argues that this 

also is a function of our particular language structure where English speakers beheve that 

time is segmentable based on noun phrases that reference tense use in a structure of 

number - size - formless substance, as in "three seconds of time." In this and later work 

Silverstein is interested in how linguistic ideologies limit our conscious awareness of 

what we can know and can do with language. In exploring what we can be conscious of 

in language structure he argues that what can be spoken of increases what can be 

reflected on. Linguistic ideology is deeply embedded in language structure and is often 

not accessible to consciousness. When I examine nursing and biotechnology grammars I 

analyze those structures as carrying deeply embedded language ideologies. 

Another siting of ideology and language is in genres. There are non-anthropological 

approaches like critical discourse analysis (Van Dijk 1985) that focus on texts but not on 

contexts. Cultural studies approaches like Mary Louise Pratt's (1990) "Imperial Eyes" 

look at the construction of ideological diversity over time in narratives about the 

colonized by the colonizer but do not analyze language. In this work, as in Benedict 
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Anderson's (1983) "Imagined Communities" we feel the presence of Foucault's broad 

epochal discourses (1972, 1980). Some work coming out of Labovian sociolinguistics has 

not been particularly ideological (Polanyi 1988; Linde 1990) but certainly can be when 

situated in larger institutional settings like school (Gee 1990) or economic relations (Hill 

1995). Linguistic anthropology in the folkloric tradition looks at a variety of genres but 

narratives are certainly the primary site for exploring language and ideology (Abu-

Lughod, 1986; Bauman and Briggs, 1990; Basso 1996; Briggs 1996a; Hill 1993; 1995). 

Language and ideology are explored through processes of the linguistic reentextualization 

of stories. Briggs (1996b) for example explores how a woman of the Warao indigenous 

community in western Venezuela takes the words of her husband's story in a dispute 

mediation and reports them in a different linguistic structure in order to support her own 

argument for spousal abuse. Bauman (1996) in a recent piece looked at the process of 

creating a nativity play in a Mexican state of Guanajuato that dates from the 16th century. 

In this play the Hermitano (hermit) substitutes lexical items using phonological 

parallelism to turn a stolid and sober character into a burlesque character that puns and 

rhymes about sexual liaisons with women. According to Bauman this is a camivalesque 

(Bakhtin 1968) subversion of the state religion community norms, a deployment of 

ideology through a particular social speech genre. In these studies we see how struggle 

for power is situated in social genres and in speech practice. Through genre we see how 

discourse in social practice creates something very much like Bourdieu's habitus or 

Williams structures of feeling. Similar to these studies I find genres of the nursing note 
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and the biotech lab report to carry deeply embedded ideologies, ones that students often 

struggle with and they take on new structures of feeling. 

Language and ideology in small contexts examines, for example, conversation in 

middle class family settings (Ochs, Smith, and Taylor 1996) and the role that dinner table 

stories play in the construction of gender identities and hierarchy. Co-narration is 

constructed as the sharing of power, but one where power can be differentially distributed 

as co-present interlocutors' co-author one another's biographies. Conversation analysis 

(Sacks, Schegloff, and Jefferson 1974) looks at on-going activity structures and the 

conversation that takes place within them. Goodwin's (1990) he-said-she-said activities 

of adolescent African-Americans hilight small context phenomena of creativity, the 

emergence of social structure, and the creation of multiple identities through discourse. 

While these studies of small contexts tend not to reference explicitly issues of ideology 

there is no reason why they cannot. Recently Ochs and Capps (1996) explored 

theoretical notions of narrative asymmetry and resistance as way to bring an ideological 

focus to their work. I also present texts and conversations that occur over time where the 

relevant activity, and the creation of ideology, is created in a processual way. 

In linguistic antliropology there is a strong commitment to exploring how institutional 

structures mediate between the micro instantiation of discourse and the construction of 

nation-states, economic, and political/historical systems. We find here an attention to 

power, to issues of what is tacit and implicit in language, to constructions of hegemony, 

and to practices. Scholars look at discourse processes in institutions like the legal system 

(Mertz 1996; O'barr and Conley 1996; Philips 1997), institutions of education (Gee and 
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political-economic structures (Gal 1987; Hill 1995; Mehan 1997; Woolard 1989a, 

1989b). Hugh Mehan's earlier work (1979, 1982) work on initiation-response-evaluation 

structures of discourse in schooling showed that students must not only master academic 

knowledge but discourse structures as well. His more recent work in education looks at 

the different discourse structures and constructed texts of the process of assigning a label 

of learning disabled to a child. In the various competing representations of the student by 

parent, teacher, and psychologist through a series of meetings and 'textual' productions 

he looks at how multifocal discourse generated in face-to-face encounter becomes 

devoiced and decentered and emerges in the form of frozen artifactualized texts such as 

student records as the decision-making process unfolds from classroom to final 

committee meeting" (p. 256). Mehan's work points towards discourse structures where 

ideological struggle and diversity are present. 

Woolard's (1989a) work on the anti-bilingual movement in the U.S. focuses on 

proposition O in San Francisco. Proposition O proposed the abolition of voting materials 

in any other language than English. Woolard shows how the discourse of pro-0 

supporters "was enabled by recourse not only just to Anglophile and/or xenophobic 

sentiment, but to traditional structures of significance in American political culture 

previously associated with liberal support of minorities" (p. 269). Tropes that 

constructed English only as leading to economic success, as creating informed voters, as 

countering anti-democratic "bossism," depicted proposition O "not as the revocation of 

citizen's rights but as an act of liberation" (p. 273). Woolard's reference to structures of 
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significance brings to mind William's "structures of feeling." Hegemony in her work is 

revealed to be both dynamic and creative where the English only movement can draw on 

political symbols and meanings that we would normally associate with a more liberal 

disposition. In this 'site' ideology is strongly present. Discourse mediates processes of 

hegemony, struggle between dominant and subordinate groups, and the social practices or 

habitus. Unlike Bourdleu's work, there is increasing focus on diversity in consciousness, 

both in terms of degree and of kind. So while Silverstein (1979, 1981) may see varying 

degrees of consciousness in terms of pragmatics/metapragmatics, Susan Philips can also 

uncover varying kinds of consciousness in the judges who take plea bargains in southern 

Arizona (1998). Like Philips, I find ideological diversity both within and across the 

contexts of biotechnology and nursing, while at the same time I argue for the notion that 

that diversity is itself structured. 

A final area of the siting of ideology, one that overlaps to some extent with what I 

have just presented above, is a cross-cultural siting. Linguistic Anthropology has always 

had a cross-cultural focus and this has been captured recently in edited volumes where 

issues of ideology are central (Schieffelin, Woolard, and Kroskrity 1998; Briggs 1996a; 

Street 1993). Here the naturalization of ideology is explored through comparing 

discourse in social practices across cultures. Street, for example (1993; 1995) draws on 

both his own work and that of others to challenge the idea of literacy as a naturalized 

thing that in and of itself promotes economic well-being, democracy, or cognition. While 

this dissertation does not have a cross-cultural focus 1 do believe strongly that the 

processes of apprenticeship that I present in later chapters in no way naturally socialize 
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students into a particular qualities of consciousness though the focus on social speech and 

written genres does to a certain extent hide individual personality. 

Language ideology has been a concern in educational studies of processes of literacy 

and schooling. The siting of ideology is quite distinctive from the one I outline above. A 

first distinction is the labeling of ideology and literacy as "the New Literacy Studies" by 

scholars such as Street (1993) and Gee (1990). This move seems to be a motivated move 

that sets up a dichotomy between old/new, neutral/ideological, situated/universal, and 

interested/transparent between more recent work and literacy studies of the past. Another 

distinction is that literacy studies in education are often linked closely to cultural 

psychology and situated cognition (Vygotsky, 1987, Lave and Wenger 1990). Perhaps 

this is because education is a highly psychologized field and to operate within that 

discourse community scholars have to have a theory of development. A Vygotskian 

cultural psychology and the notion of distributed and situated cognitions seems to fit well 

with concepts coming out of language and ideology. A final distinction, of course, is the 

focus on school practices while the variety of social practices examined in the typology 

mentioned above is very broad. While a focus on the school environment allows us to 

see the institutional mediation of micro-discourse contexts, it may lose the sense of how 

literacy is appropriated and practiced away from school. Collins, for example (1996) 

explores how dialect gets repaired by reading teachers. He found that variation in the 

repair of 101 (th) or final /-d/ deletions in AAVE occurred across ability groupings. That 

is, teachers suppressed dialect speech more with low level reading groups than they did 

with high level reading groups for whom AAVE was the standard vernacular. While we 
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see here an articulation of socially created inequality with discourse structures in the 

institution of school, the ways in which these children may appropriate and practice 

literacy in other contexts is missing. That is one major reason why this dissertation 

follows students out of school into apprentice and work contexts. 

What is underrepresented in studies of education and literacy is the one that I take here 

where I give close attention to micro-discourse contexts as mediated through larger civil 

and state institutions. While some of the pieces in Street (1993) try to make this 

connection, most do not explicitly analyze discourse (Lewis 1993; Rockhill 1993; 

Probst). Mehan's work mentioned above (1996), the work of the Scollons on 

intercultural discourse (1981), and Ron Scollon's work on intercultural understandings of 

plagiarism (1995) show that this kind of approach is possible. 

More well represented in literacy studies is work that focuses on genre and activities 

(Au & Jordan 1981; Gee, 1990; Heath 1983; Michaels 1981; Lipka, Mohatt, & Ciulistet 

1998; Philips 1983;). Gee's (1988, 1989,1990, 1995) focus on narrative looks at how 

temporality is structured episodically for urban black children as opposed to the more 

sequential-causative structure that is expected and rewarded through school. When 

schools fail acknowledge this narrative structure as legitimate they tend to silence black 

children, construct them as cognitively deficient, and track them into low-ability rote-

memorization literacy groups. Thus, schools maintain existing social hegemonic 

relationships of race. Work on activities with it's roots in the ethnography of 

communication looks at participation structures that differ from those of school, 

intervening to construct discourse and participant structures that were more culturally 
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relevant for students. While this work was not explicitly referencing issues of ideology in 

the early 80's, it is more ideological in focus now (Collins 1996; Lipka, Mohatt, and 

Ciulistet 1998; Moll forthcoming) 

The scholarship on literacy and work tends to be a subset of those mentioned above 

with similar theoretical and methodological underpinnings but with an emphasis on the 

context (or field) of the workplace. Norman Fairclough, in Critical Discourse Analysis 

(1995) talks about the "technologization of discourse" in the workplace as the "calculated 

intervention to shift discursive practices as part of engineering social change" (p. 3). He 

maintains that discourse is used as a tool to maintain existing social relations of 

hegemony. That is, actors who already have greater access to forms of capital in the 

workplace use discourse as a tool for maintaining that access. Katz (2001), quoting 

Fairclough says, "bosses in the workplace for example, (use discourse) to sustain 

hegemonic relations since "hegemony of a class or group., is in part a matter of its 

capacity to shape discursive practices and orders of discourse" (Fairclough 1995: 95). 

The speech that I present from nursing and biotechnology shows that the picture is more 

complex. I present nursing and biotech instructors both actively subverting and 

sustaining hegemonic relations as those relations themselves are in a dynamic state of 

flux. 

Gee, Lankshear, and Hull (1996) call this technologization of discourse another name. 

They call the discourse of this particular juncture "fast capitalism." This is because they 

argue that a major change in the current moment of capitalism is that workers are being 

increasingly asked to "continually adapt, change, and learn new skills, very often on the 
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site while carrying out the job" (Gee et al, 1996, p. xiv). Recently, there have been a 

scries of studies that look at the qualities of literacy and language in the workplace where 

language use and social interactions are highly constrained in terms of what is "good" or 

"appropriate" use in the eyes of workplace managers. (Gee, Hull, and Lankshear 1996; 

Goldstein 1997; Hull, Jury, Ziv, & Katz 1996; Katz 2001; Lankshear 1997; Street 1999). 

Katz (2001) believes that "current efforts merely represent the latest in a long historical 

pattern (p. 311) and cites Hochschild's (1983) The Managed Heart md Leidner's (1993) 

Fast Food, Fast Talk as examples. My own focus is on the presence of these market ideas 

in the transition from school to work, thus bringing in multiple contexts and a processual 

approach to this kind of analysis. It is an approach that links the critical perspectives of 

Critical Discourse analysis (Fairclough 1995) with its focus on hegemony to more micro-

interactional studies of the mechanisms of language use as illustrated by Michael 

Silverstein, Greg Urban (Silverstein & Urban 1996), and James Collins (2001). In the 

analysis of data we do indeed see "fast capitalism" practices in small contexts where 

much "just in time" learning is taking place. But the kind of learning varies, as does the 

site of hegemonic control, and the kind of thinking that is being enjoined. 

The concept of language and ideology orients us towards limits of static fixing of 

culture and language in anthropology. In the description of biotechnology and nursing I 

also try to show how the work contexts contain strands that point to the sociohistorical 

past and a varied new capitalist present that is both partial and fluid. We can examine 

how ideological diversity is instantiated and organized in discourse, how this process is 

processual and fluid, but also has limits So it is possible for an English only movement 
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hegeraonizing position (Woolard) and it is possible for an idea of caring to be both part of 

hegemonizing processes in nursing and be used as a tool for constructive and meaningful 

resistance. Both variation and structure and are embodied in particular activities. Thus 

we see diversity of ideology across the practices of judges (Philips 1997), through 

processes of discourse and textual production of the LD label (Mehan 1996), and across a 

range of voices that take on varied ideological stances (Hill 1995). At the same time 

there is definitely a structure to these activities, whether it is focused on at the linguistic 

level, through genres, or through social activities. So we do not lose sight of the fact that 

there is structure in culture and language, just that it is an variable, dynamic, complex, 

and processual. 

Finally, we see struggle and agency in language and ideology. While agency may be 

constrained by language structure and consciousness, in historically given genres and 

activity frameworks, or in nation-state hegemonic structures, people still use language 

creatively and struggle to legitimize what they want their words to mean. This, too, is 

presented in the data analysis of the dissertation on nurses and biotechnology students. 
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CHAPTER V 

METHODOLOGY 

Introduction 

Immediate poverty or immediate oppression produces immediate suffering, the small 
grindings of which are the very business of ethnographic research. Large forces 
which it seems cannot be known directly or controlled personally produce something 
on the micropowers of self They reappear as small embodiments in self-hood as 
resistance to power and, more strangely, through the very reproduction of that aspect 
of the self bound up in the reproduction of countervailing powers. (Willis 2000, p. 5) 

This recent quote from Paul Willis's The Ethnographic Imagination (2000) indexes a 

number of perspectives that infonn this dissertation. The method of this dissertation is 

very much about what Willis calls the "small grindings... the very business of 

ethnographic research." It is in the tradition of many recent enthnographies that are 

microethnographic (Philips, 1993; 1998), meaning they do not attempt a whole 

description of a "culture" as was the case of classical ethnographies for much of the 

twentieth century. I find these small grindings in the genres of work communication, 

both written and oral. Through these discourse forms I give a representation of fluid and 
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ever-changing work communities, that is communities where the communicative 

practices that people engage in are organized through the kind of work they are taking up. 

In addition, Willis's "large forces" are also embedded in these micro-contexts and it is 

part of the task of this dissertation to account for some of those, to account for what the 

people who are in these contexts themselves make of these forces, and to try to filter that 

through the explicit interpretive frame provided by perspectives on New Capitalism that 1 

have discussed earlier. While issues of gender, race, and class are palpable larger forces 

at play in the contexts I explore, the focus of this study is primarily on an interpretive 

frame that attempts to test some of the promises of New Capitalism. 

Finally, Willis's ideas on oppression and the "reproduction of countervailing powers" 

is also part of my methodolgical considerations in the study of school to work literacy. 

Part of the methods that I choose for collection and analysis try to account for 

relationships of power and the reproduction of work order through and about word orders 

(Lankshear 1997). 

This chapter has three sections. In the first I place the dissertation within the frame of 

ethnography, the anthropological approach of close description and participant 

observation. Because what ethnography is and it can do has changed so much during the 

course of the twentieth century I try to be explicit about where this study fits within that 

rich and varied tradition. The opening quote and brief discussion has, I hope, already 

signaled this to the knowledgeable reader. I end the discussion of ethnography with some 

explicit points about my placement within this study. The goals and questions of the 

dissertation, my own status as an insider/outsider within many of my research contexts, 
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pushed me into multiple placements. This has an impact on the kind of data I was able to 

collect as well as claims for "truth" that I may make about that data. 

The second section of the chapter talks about the analytic tradition that has impacted 

the data that I try to collect and analyze. While this tradition can and often is described 

under the rubric of New Literacy Studies (hereafter NLS), I believe that to do so here 

would not do justice to the variety and complexity of analytical approaches that have 

been appropriated into this area of study. Gee (2000), for example, identifies no less than 

14 different areas of scholarship that are central to what he says is part of the NLS. He 

describes the area of study in the following way; 

A massive social turn away from a focus on individual behavior (e.g. behaviorism of 
the first part of the twentieth century) and individual minds (e.g. the cognitivism of the 
middle part of the century) toward a focus on social and cultural interaction. Gee, 
2000, p. 180). 

While I will not cover all of these areas in my own discussion of analytical method I do 

want to give close attention to some of them that have had a particularly strong influence 

on my approach to analysis in this dissertation. 

The last section details the collection of data. I discuss how the questions I was asking 

changed over the course of the first year of this project. This then is connected to a shift 

in the collection of data and strategies I employed so that I would be able to be in a 

position to make certain kinds of data collection at least possible. This discussion is 

important for the reader to evaluate any claims for truth that might be made here. There 

is a fine line between searching for positions where one might be placed to observe and 

record socially situated phenomenon as opposed to going out and searching for only 

those data that support your thesis. I make a point of presenting data that goes beyond 
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beliefs of New Capitalism (which itself cannot be seen as somehow fixed and static) and 

New Work Orders of Nursing and Biotechnology. I also make sure to discuss some of 

the data that might work against a simplistic thesis of students being "worked" 

mindlessly into a New Capitalist framework through their taking up of the texts and 

discourse forms as they learn those identities. 

Finally, I discuss some issues of my own creation of a "text," that is what aspects of 

my own creation of textual coherence or dissonance J am trying to explicitly create. For 

finally, an ethnographic text is a kind of narration, and this particular narration should in 

no way be taken as presenting the whole story or a whole culture. It is, in ray mind at 

least, an attempt to find both diversity and relative stability in discourse forms that at the 

micro level connect up with much of the theoretical body of literature that both lauds and 

critiques New Capitalist practices. It is here that I believe some legitimate truth claims 

can be made as a result of this kind of research. 

Ethnography 

Willis uses the terms resistance and reproduction to talk about that relationship 

between the "small grindings" and larger forces. His seminal work, Learning to Labour 

(1977) is an attempt to link close attention to ethnographic detail and language use with 

what he called in The Ethnographic Imagination (2000) "large forces." Whatever the 

critiques one might have of this work today, Willis' research with the working class lads 

showed clearly a situation where resistance was at the same time reproduction. Learning 

to Labour came out in the same year as Raymond Williams most influential work 
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Marxism and Literature (1977) and Willis was also (and continues to this day) to be a 

member of that group. Marcus and Fischer (1986), referencing this kind of work, cite 

Williams, Willis and the work of the Culture Studies Group of Birmingham as being 

responsible for creating a turn towards a certain kind of critical ethnography. They say: 

Williams suggests combinatory texts, which link intimate, ethnographic-like detail 
concerning language and manners, with portraits of larger, impersonal systems that 
abstractly affect local communities, on one hand, and are an internalized component 
of characters (ethnographic subjects) lives, on the other. 

Williams major concept is the "structures of feeling," which, as the principal 
concern of realist writing, is the articulation of richly described experiences of 
everyday life with larger systems and the subtle expression of ideology. Williams 
uses this concept to escape from the habit, deeply ingrained, in Western theory, of 
fixing the states of society and culture as already formed and understood as such, by 
social actors. Instead, experience, the personal, and feeling all refer to domains of life 
that, while indeed structured, is also inherently social, in which dominant and 
emergent trends in global systems of political economy are complexly registered in 
language, emotions, and the imagination (1986, p. 77-8). 

The approach I have taken in this dissertation has been very much about people 

"learning to labour," just as it was in Willis's work of more than 20 years ago. One 

powerful aspect of this approach was clearly it connection between large and small. 

Another was its evocation of the mind and consciousness without making explicit 

connection to behaviorist or cognitive approaches to psychology. In fact the word 

psychological did not ever get used. Yet the mind and consciousness, represented through 

language and other discursive activity, is powerfully present. This exploration of the 

mind and culture as socially situated brings Gee's argument above to mind - that there 

has been a large turn towards social and cultural interaction. This argument would seem 

to gain more power if we consider that Sylvia Scribner and Michael Cole's translation of 

Vygotskian cultural psychology came out in 1978 and immediately received very close 
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attention while the publication of Vygotsky's Thought and Language in 1960 under the 

auspices of Jerome Bruner sank without a trace. To support Gee's point, and as is argued 

very lucidly in Click's introduction to Vygotsky's (1997) The Development of Higher 

Psychological Functioning, in the 1960s and into the 1970s educators and psychologists 

were still concerned with working out the weaknesses of a cognitive and behaviorist 

models, and in time many came to be unhappy with what they found to be an inflexible 

structuralism in Piategian psychology. Thus in 1978 Vygotsky's sociocultural 

psychology, its turn towards a less deterministic model of the development of mind in 

society, was welcome. Perhaps a parallel shift was going on in Anthropology, as scholars 

grappled with a similar determinism in Levi-Strauss's powerful structuralism, or in 

linguistics with questioning of a universal model of generative grammar. This may be 

what "led" to the social turn that Gee explores in his article, "From Socially Situated to 

The Work of The Social" (Cope and Kalantzis 2000). 

Certainly one aspect of a shift towards the social has been a returning to small social 

contexts, though clearly scholars have not wanted to lose the impact of large global 

trends. Capitalism is a natural focus of study when we wish to identify a large global 

trend. So this small-large dialectical connection has continued to be explored, and 

importantly, with the explicit intention of exploring some kind of cultural critique (as 

opposed to another ethnographic tradition - that of the primarily realist descriptive 

study). The recent work of Susan Philips on the ideologies of judges in organizing the 

speech of guilty pleas in Tuscon, Arizona, is one such example (1997). Another example 

is Katherine Woo lards (1988) research into processes of Catalan language building and 
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nationalism in and against the Spanish state in Barcelona. An excellent text from 

educational contexts is Lipka et al's (1998) study of attempts by the Yu'pik Eskimo to 

develop an indigenous curriculum based on Yu'pik language and ways of knowing. 

There are recent collections of work edited by Raymond Briggs (1996), Bambi 

Schieffelin, Paul Kroskrity, and Katherine Woolard (1998), and in the New Literacy 

Studies a collection entitled "Situated Literacies" (Barton, Hamilton, Ivanic 2000). On 

the face of it these edited volumes might appear to be quite different. The Briggs volume 

deals with conflict in cross-cultural settings as it is socially constructed through oral 

narratives. Schieffelin, Kroskrity, and Woolard bring together recent linguistic 

Anthropological studies that attempt to make explore how people deploy and construct 

ideology in various cross-cultural settings. The authors in Situated Literacies (2000) look 

at various reading and writing contexts of every day life, like those that take place in 

prison, or on Welsh sheep farms, or at Universities, in villages. While these collections 

all have a different content focus they do share the characteristics that 1 have identified 

with the Birmingham group and the ethnographic approach of Paul Willis. They focus on 

very small contexts, there is an explicit focus on language, ''structures of feeling" or 

habitus or mind and consciousness are implicitly evoked without specific reference to 

dominant psychological models, and an intention to engage in cultural critique is explicit. 

These are the primary characteristics of my own approach to Ethnography. 

My approach has led me to a complication of the notion of participant observation, a 

complication that arose out of my status in these settings as I observed and participated in 

students' creation of work selves. Anthropology has traditionally looked to a somewhat 
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endeavor. This often pushes us as researchers into what I consider simplistic either/or 

constructions of ourselves in relation to the social worlds we both study and inhabit. For 

example, researchers are pushed to identify themselves as falling along the fault lines of 

subjcctive/objective, descriptive/interpretive, distant/intimate, and advocate/disinterested 

as they do their work. In contrast, I think a more complicated tliree-part construction that 

focuses on language practice and creates a theoretical framework for thinking about 

relationships of power comes closer to describing the multiple positions I found myself in 

during this study. Pierre Bourdieu's (1977) linked concepts of habitus, capital, and field 

have been a richer construct than participant observation for me. While J talked more 

about Bourdieu's practice sociology in the last chapter, I want to spend a few lines here 

to talk about the methodological implications of the three ideas above for the 

positionality that I took as a researcher in the field. 

The first implication for me as a researcher is that in Bourdieu's formulation there is a 

concept that theorizes consciousness. This is the idea of habitus, or enduring dispositions 

brought about by repeated linguistic/social practice. The people who I studied were 

involved in immersion into an environment where they were practicing becoming 

members of a particular discourse community. As a result of this I was often as a 

researcher summoned to play two roles, that of teacher and that of translator (a role 

teachers are often called upon to play). Neither of these map simply onto a linear 

continuum that begins with observer and runs to participant. That is partly, at least 
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contexts, that were inhabited. 

For example, nursing professors would often send students to me in the clinical or lab 

setting with their practice "notes," telling the students that they should run them by me to 

see if they were ok. In this situation I held a great deal more symbolic capital (as teacher) 

and cultural capital (as bearer of knowledge) than the student did. But as a translator, for 

example, between Biotechnology students and lawyers who they were trying to educate 

about DNA testing, 1 would argue that the capital I held was not quite the same. In this 

situation the students were designated as in charge and did in fact direct the entire 

proceedings. They would call upon me at times when their embeddedness in the Biotech 

linguistic habitus made it difficult for them to make a point to lawyers about the process 

and importance of DNA testing. A student presenter might say something like, "well, 

first you PCR out a sample COX-2..." and then turn to me when they realized that no one 

in the room understood what they were saying. I might say something like, "you take a 

piece of genetic material, cut it up, and then grow the part that you are interested in so 

you have enough to work with." Then the student would go on. My point here is that the 

capital, particularly symbolic, was less due to the roles people played and the field we 

were in. 

Finally, of course, the field we were in played a role as to relative amounts of capital 

and linguistic practice of habitus. For example, in the lab rotations for Biotechnology I 

was never as expert as even a one-year student in my understanding of the scientific 

protocols that were practiced. In this "field" I was often in the position of asking very 
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I became more immersed in the two areas, I began to ask more detailed kinds of 

questions. But there was also a position that I often found myself in outside of the school 

context at social functions, parties, bars, and the homes of students. Because of the 

intensity of both the Biotechnology and Nursing programs students developed a strong 

bond with those who went through the process with them, something akin to family. 

While I was never as immersed as the students, I did stay with a group of students in both 

programs for more than two years and I was granted a kind of sibling status within those 

groups. By sibling, I mean to signal a kind of intimacy that is not covered by the other 

positions I have described thus far, nor encompassed by the construct 

participant/observer. In these kinds of situations the relative importance of capital 

became somewhat less and habitus, or being a member of a discourse community became 

more important. Naturally, the data from these sessions was also different; often 

personal, never taped, deeply subjective. 

Of course, I also was very often in the roles that are commonly called participant and 

observer. But I was also summoned into the position of the other three roles that 1 

mentioned and I consider all of them to be relevant, salient research stances. I came to 

this study inhabiting a complex position as both an insider and outsider, having great 

cultural capital in some instance, less or very little in others. I was also, particularly with 

the Biotechnology students, in a situation where the fields inhabited were very fluid, thus 

both the capital and habitus were also constantly shifting. My point here is that having a 

method for theorizing power in the form of capital, consciousness in the form of habitus. 
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and context in terms of field, helped me make sense of multiple positions and the kinds of 

data I was collecting. In my field notes I was always trying to explicitly make sense of 

multiply shifting positions of these three and trying to place myself within them. 

Data collection 

When I began this project I theorized that I would be collecting and analyzing 

primarily three kinds of discourse. I thought that I would be collecting and analyzing 

narratives, literacy events, and conversational events bounded by larger activity settings 

such as a lab conversation for nurses or a teaching session in the Biotechnology lab. 

While I did collect these kinds of data, the overall process of the project ended up being 

driven my need to learn the context, by the organization of the curriculum, and finally by 

the discourse forms themselves that were repeatable and relatively stable. 

There were a number of different kinds of data that I collected in and around the two 

programs. First, there were text documents. Text documents included ECCC 

institutional documents about the inception and history of the programs, outside 

evaluation documents, self-study documents, and internal curricular documents with a 

particular emphasis on literacy. I also reviewed program textbooks although in the case 

of Biotechnology this proved to be impossible as there was no textbook. I talk about this 

in the Biotechnology case chapters. 

A second kind of data that 1 collected was interview data. Following Seidman's (1981) 

three-interview format that covers life history, the present, and then ends with a 

concluding interview, I interviewed program heads, professors, and six students in each 

area. In the case of the students, I also tried to interview many of students as they left the 



program to get a sense of the variable constructions of student success and failure that 

held in the two programs. These interviews typically took between 45 minutes to an hour 

to complete and took place in contexts that were convenient to the interviewee. All 

names used in the dissertation are pseudonyms and all subjects were given informed 

consent forms, these forms were read and discussed in detail. They were then signed. 

Language data was not used if the person objected to its use and many off-the-tape 

conversations that helped me understand the contexts from the a subjects point of view 

are also not presented. Formal interviews covered the history and context of the 

programs, kinds of reading and writing that students did, and student understandings of 

typical practices that they were learning. Particularly with students, these interviews 

would often head into realms not anticipated like the politics of the program, conflicts 

and struggles, the ways that life inter-twined with school, and the work context. Many 

interviews took place at ECCC, but as the study progressed interviews increasingly took 

place in work and home settings because students were less often on campus and more 

often at work. A number of interviews also took place at social gatherings; bars, parties, 

restaurants, and baseball games were all places where less structured interviews took 

place. 

1 also engaged in written observation, audiotaping of lecture and classroom discourse, 

audio-taping of students in apprenticeship "fields," and video-taping of student 

presentations. The kind of data I collected shifted as the project went on and below I 

detail how that took place so that the reader can get a sense of the processual nature of 

this project and how my questions changed over time. 
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Earlier in the project I engaged in large amounts of participant observation and in 

reading texts that the students were using. This is because 1 had no clue as to what was 

going on around me in either the nursing context or the biotechnology context. During 

the academic year 1999-20001 engaged primarily in participant observation that covered 

introductory lecture courses and apprentice lab courses at the college. This involved 

sitting in on 16 lectures by five different instructors in the nursing program. I also 

observed four lab sessions where students were being introduced to more hands-on kinds 

of activities. In Biotechnology I attended 10 lectures by the two primary instructors in 

the program. I also made 12 visits to the lab where students worked on learning the 

primary procedure called a Western blot. About half of these visits were taped. My 

process would be to flesh out my field notes as soon after I took them as soon as possible 

on a computer. I would try to transcribe mostly on the weekends. Not surprisingly, 1 

often fell behind on this schedule. At the end of the first year I interviewed with all the 

program chairs, four of the nursing instructors, and with two students per program who 

had made it through the first year. I also sought out and interviewed two students who 

had left the program in biotechnology and three who had left the nursing program. 

Together with ECCC's own institutional texts detailing the history of the college this 

provided the initial corpus for my ethnographic work, it also caused me to revise my 

questions to focus on how literacy might be embedded in changes going on in capitalism. 

In the second year, 2000-2001,1 gave closest attention to data collection of oral and 

written discourse forms that were constantly repeated. I also tried to record the activity 

settings around within which these literacies were organized. This involved greater 



attention to activities and events in lab and in apprenticeship settings than I had done in 

the first year. It also involved, as time went on, shadowing students in the work setting 

after they had finished their program. Thus I was able to get a representation of shifting 

discourse forms as students moved from more 'school-like' settings, to hybrid settings, 

and finally to working. During this time I made 18 visits to area hospital and nursing 

homes to observe small groups of students learning documentation processes with a 

clinical instructor. The ratio of teacher to students varied from 6:1 to 8:1. 1 was able to 

tape record 12 of these visits and often speak with students individually about their 

understanding about what they were doing. Thus the recordings include literacy events, 

impromptu interviews where students reflect on their own understandings, teacher-

student teaching interactions, and students talking to one another. The number of visits I 

made to the Biotech lab for observation during this second year was 36. Of these, 12 

were recorded and for the rest I took field notes. 

In the final stage beginning in the spring of 2001 and going into the fall of the same 

year I shifted the locus of observation to work settings. Some students were working (in 

biotech particularly) before the end of their first year in the program. Many of the 

nursing students were also working in nursing homes as aides or as Licensed Practical 

Nurses, a one-year degree. Of course, some of the students that I had known for two 

years graduated in May of 2001 though for most the program took longer than that to 

complete. The observations and recording gave two ways to set up contrasts and 

comparison. The first obviously was a comparison/contrast matrix that looked at literacy 

within the work settings as students moved from school to apprenticeship to work. As 1 
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imply above this transition was often not a linear one and this is true for both the nursing 

students and the biotechnology students. Many of the nursing students had prior health 

care experience. Often students who had no experience were actively advised to get 

some before they entered the program or to do it concurrently. In the Biotech program 

many of the students came with four-year Biology degrees, with lab experience, and 

many were working in commercial labs by the end of their first semester. This is in part 

because the demand for workers in the field currently far outstrips the supply. It was also 

in part a result of the very active publicity that the director. Dr. Jay, had created about the 

program over the period of its ten-year existence. Thus, the trajectory that students took 

through these programs varied a great deal and my own data collection methods had to 

stay fluid. Having said that, there were a number of discourse forms that repeated 

themselves over and over again in both settings. These are the ones that I tried to 

repeatedly collect. 

The first were solicited and unsolicited narratives (Linde 1990; Shuman 1986). The 

solicited narratives came from research intemews with students, relevant administrators, 

and teachers in the program contexts. Unsolicited narratives came from observational 

data in classrooms, from informal learning contexts like student study groups, and from 

contexts outside of the institution in the work place and in the students home 

communities. These were often conversational narratives because they were embedded 

in larger conversational and activity structures (Goodwin 1993; Shuman 1986). 

The second discourse form that I collected were explicit and implicit literacy events 

(Gee 1995; Heath, 1983; Street 1993). I originally thought that these would mostly take 
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place in the school but found in fact that they took place across all contexts. I make the 

distinction between explicit and implicit as a way to account for the actors own sense of 

whether they were engaged in a literacy event or not. More often than not I found that 

actors did not see themselves as "doing" literacy whereas I saw the activity that they were 

engaged in as being very much a literacy event. In short, what I found is that in the 

school contexts their was often a great deal of implicit teaching wrapped up in a literacy 

event whilst as students moved to the work setting literacy became a tool for recording 

what had transpired. What also became clear was that the purposes and forms of that 

recording varied both within the individual work settings and between biotechechnology 

and nursing. 

Some of the literacy events were what 1 call formal and some were informal. For this 

part of the dissertation will draw strongly from the New Literacy Studies and the concept 

of events as it is applied to learning literacy (Gee 1990; 1995; Heath 1983; Hymes, 1974; 

Michaels 1981; Scribner & Cole 1979; Street 1993; 1995). By formal, I mean teacher-led 

activities that engage participants in practice that either explicitly or implicitly carries 

messages about what it means to do literacy and to be a literate person. Formal settings 

that I examined were those of the program of study at the college and the apprenticeship 

field setting. The fonnal settings included explicit teaching of literacy even if the actors 

did not necessarily see it as such. A lecture to nursing students where they were being 

taught the grammatical structure of a nursing diagnosis would be one example of a formal 

literacy event. Informal settings that I included were ones where students come together 

to study or talk with no designated 'teacher' presented and discussed "what did you do" 



160 

kinds of questions. This happened a lot in both contexts and students would share, 

comment, and critique one another's attempts to record what had transpired. 

The final spcech fonn that I was capturing were those bounded by larger activity 

settings that occured over periods of time. Similar to the "he-said-she-said" narrative of 

black teenage girls in Philadelphia (Goodwin 1993), I tried to keep myself open to the 

possibility that literacy was embedded in activity and conversational structures over time 

and that these larger structures might reveal connections to New Capitalism, the 

connection of small discourse with the big D of Discourse (Gee 1995). 

I did use video to capture certain emblematic group demonstrations (Silverstein 2001) 

where students and teachers were presenting on the research they had done during the 

semester in the Biotechnology program. I was not able to get permission to videotape in 

any of the hospitals that 1 observed. My purpose in collecting video data was to connect 

discourse and the practice of literacy to other relevant semiotic systems in the field. I do 

transcribe some of the speech data and present it at the end of the Biotechnology 

chapters, but I will not be making the kind of multi-modal connection to other systems of 

symbolic meaning in this dissertation. That will have to wait for the book. 

These linguistic anthropological methodologies of narrative analysis, analysis of 

literacy events, and activity analysis, gave me discourse data that helped me answer my 

questions about literacy forms, linking small contexts to larger discourses, and the claims 

of New Capitalism. Literacy in this study became for me any activity or set of linked 

activities (like Goodwin's 1993 he-said-she-said stories) where reading and writing 

practices/ideologies were being explicitly or implicitly engaged in. The issue of 
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Capitalism came to underly the collection and analysis of data from the very start as it 

became clear that lexicon, practice, metaphor, and practice all oozed the "cant" of this 

"new" juncture. 

Analytic methods 

I take up here the issue of the various analytic methods that I use to analyze speech 

and written texts. As I discussed in chapter III both Bakhtin and Vygotsky strongly 

influenced the choosing units of analysis. There are two points to be made generally 

about my method and they are both derived from Vygotsky (1986, 1997) who influences 

me at a very basic level. The first has to do with perspective and the second has to do 

with using holistic units of analysis to both create praxis and to illuminate the 

phenomenon I am interested in. In The History of the Development of Higher Mental 

Functions (1931/1997), he introduces the book by stating; 

A change in the usual aspect from which the facts of mental development are regarded 
is an indispensable prerequisite without which a proper formulation of the problems 
that interest us is impossible. But it is easier to assimilate a thousand new facts in any 
field than to assimilate a new point of view of a few already known facts (p 1). 

I may well be looking at 'facts' that others have recorded and analyzed before. But 

because of my theoretical stance that combines mind, discourse, and ideology, these facts 

will appear in a different 'light.' I will also strive to maintain a sense of holism in the way 

that Vygotsky spoke of, in the analysis of units. He used a water analogy in order to 

argue that the smallest unit of analysis that connected thought and language was the 

word. This is his "single molecule of water" argument and in it he says: 

When one approaches the problem of thinking and speech by decomposing it into its 
elements, one adopts the strategy of the man who resorts to the decomposition of 
water into hydrogen and oxygen in his search for a scientific explanation of the 
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characteristics of water, its capacity to extinguish fire or its conformity to Archimedes 
law for example. This man will discover to his chagrin, that hydrogen bums and 
oxygen sustains combustion. He will never succeed in explaining the characteristics 
of its elements. Similarly, a psychology that decomposes verbal thinking into its 
elements in an attempt to explain its characteristics will search in vain for that unity 
that is characteristic of the whole (1987, p. 45). 

While I agree with Vygotsky that we must derive the single smallest unit of analysis that 

is relevant to the object of study, I do not draw on the word, a unit derived from viewing 

language as a static system as is done in the study of formal linguistics. Instead, I draw on 

the more flexible and socially situated term of "utterance" (Bakhtin 1981; Volosinov 

1927/1979). This allows me to methodologically bring in a variety of discourse 

structures from sub-lexical forms like grunts (ugh!), to single words, to utterances of 

various lengths, all the way up to complex oral narrative or written texts of great length 

like a Doestoyevskian novel. All of these units can, in my opinion, operate as the 

relevant and meaningful holistic unit of analysis depending on the specific field of action. 

The theoretical literature that I outlined above all have either an explicit or strongly 

implicit commitment to issues of perspective and holistic analysis that I outline above. 

This includes, clearly, the cultural psychology derived from the work of Lev Vygotsky 

(1987, 1986). But this focus can also be found in practice sociology and the ideas of 

Pierre Bourdieu (1979a, 1979b, 1981) and in the discourse analytical implications of M. 

M. Bakhtin's (1981,1986) social speech theory. All this theoretical work genuinely 

"reaches" beyond itself for new perspectives by re-articulation of the theory/method 

relationship, but just as importantly, all have a central concern for issues of mind, 

discourse, and ideology. 
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My analytical approach also has this central concern, but with the added emphasis of 

trying to extend the larger theoretical focus of the scholars above to micro-interactional 

examination of discourse. To do this I will draw from discourse analysis (Schiefferin 

1996), sociolinguistics and conversation analysis (Goodwin 1993; Labov, 1981; Shuman 

1986; 1993), and linguistic anthropology (Duranti 1996; Hanks 1996; McDermott & 

Varenne 1999; Philips 1997). In the past I have analyzed narrative structure, the 

linguistic construction of person, the relationship between verbs and adverbs to orient 

action, and the use of reported speech. I have done this to focus on the theoretical 

concerns that drive this paper. I anticipate trying to continue to build my own unique 

construction of these elements both through greater theoretical depth and through the use 

of new linguistic analytical tools. The study will be both distinctive and complementary 

with what is currently being produced in this field of study. 

For one kind of data I draw on sociolinguistics and linguistic anthropology for the 

analysis of solicited and unsolicited narrative from a more structural perspective 

(Bauman and Briggs 1990; Briggs 1996; Hill 1995; Labov 1972; Labov and Waletzsky 

1967; Ochs and Capps 1996). Transcription forms followed Jackson and Sacks (1974) 

and Charlotte Linde's (1993) form for representation of speech but were also modified to 

highlight the questions that I am asking in the dissertation. Sociolinguistic analysis 

conventions were used to parse the flow of oral speech to construct utterance units, 

stanzas, and thematic groups of stanzas (Chafe 1981; Gee, 1988; 1989; 1990/95; Gee and 

Hill 1993; 1996; O'Connor 1992). The choice of the analytical transcription forms as 

well as the emphasis on particular linguistic features of the narrative served to highlight 
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the theoretical issues raised paper. For example, in the past I have analyzed narrative 

structure to highlight the ways that a story is also a complex sign that stands between a 

person and their external world. I have also looked at how people construct point of view 

in their deployment of pronouns, verbs, and verb modifiers. Finally, I have examined 

reported speech as a sight of "multiaccentuality" (Volosinovj and struggle over what the 

story will mean. These were the main analytical methods used to help me highlight the 

research questions of the dissertation. However there were others that developed out of 

the data itself. For example, the elision of certain grammatical forms became important, 

particularly in the case of pronouns and verbs. Also, the exclusion of certain verb forms 

and the preponderance of others became important for the analysis of the various holistic 

units in speech events. Finally, the creation of minimal texts (Mehan 1996) became 

important such as the two-sided term used to refer to the person in the bed as either and 

both client and patient. This term resonates with the sociohistorical past, a struggle over 

what words will mean, and is itself a story, though a minimal one. 

The representation of speech in the dissertation is centered first and foremost on the 

utterance units. Each unit, often a clausal phrase including noun, verb, and modifier is 

presented as a numbered line. However, these units are also both longer and shorter than 

a clausal phrase, depending on pauses in the speech pattern of the interlocutor, and on the 

quality of answerability (Bakhtin 1981) that I discussed in chapter III. Utterances in 

much of longer story-like speech data were often grouped into units called stanzas. 

These units were meaning units, often had longer pauses, and often (though not always) 

would constitute a sentence made up of multiple prepositional phrases. Finally, larger 
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thematic units were defined, particularly in my presentation of lecture speech. This 

presentation of speech serves to hi-light structure of the written and oral speech genres. 

Table 5.1. 

Discourse Conventions 

Convention Example 

1. Utterance 1. If we say 
2. health related behaviors 
3. related to 
4. absence of cxercisc 
5. as a risk for heart disease 

2. stress You can't use vague terms 

3. Call and response L: What's normal mean? 

Sts: Average. 

L: Average. What else? 

4. Overlapping speech St: So I give her {the shot} 

L: {right} 

5. elongated words pat:ins (patterns) A:nd 

6. indecipherable speech ( ) 

7. Reported speech 

8. other phenomenon 
a. collective speech 
b. exophoric 
c. explanation of lexicon 

d. voice quality 

1. So she says like 
2. "what's your problem?" 

(laughter) 
(student leaves room) 
(diaphoretic means sweat) 
(creaky voice) 
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It also has a downside in that, as Luis Moll puts it, speech genres "de-person" 

(personal communication, 2002), or they take the individual personality out of the 

speech. In the conversational speech with many actors the structure is much looser and 

the personality of individual social actors becomes more evident. 

Other discourse conventions that 1 used were italics for stress, overlapping speech was 

{bracketed}, utterances that fell into a call and response pattern followed one another 

from left to right separated by a line, elongated words were separated by a colon, empty 

brackets went around indecipherable specch ( ), and reported speech was set off with 

quotation marks. Brackets were also used to represent collective speech, (students shout 

out various answers), exophoric phenomenon (student leaves room), or specialized 

lexicon (diaphoretic means sweating) where these phenomenon were important to 

understanding and analysis. Above I have set out these conventions. 

Processes that engaged participants in the practice of literacy in some way were for 

the most part the ones I considered most relevant. Data analysis concentrated on those 

practices that are most durable and represent typified understanding that students and 

teachers develop about language and literacy through the course of their programs. 

Below I lay out the relationship between questions, the collection, and analysis of data. 

This representation should be taken as the ideal whereas the actual process ended up 

being much more messy as any who has undertaken this kind of work will know. The 

reduction of data concentrated on typical practices or genres that helped me answer my 

questions emerge from interviews and observations. 
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Table 5.2. 

Questions, Data Collection, and Analysis 

Questions Data collection Data Analysis 

1. structure of language 
literacy genres 

-practice structures 
-collect written genres 
- 3 area texts 
-personal interviews 

literacy practice/activity 
written genres over time 
program genres 
metaphors/value reputed 
to literacy and practices 

2. typical forms whereby 
discourse becomes Discourse -activities/event structures 

-interviews 
discourse analysis 
retrospective analysis 

3. word orders to work orders -interviews 
-activity/event structures 
-interactional conversations 
-informal structures 
-school 
-outside of school 

noun-verb relationships 
emblematic displays 
discourse analysis 

Typically speaking, it could be said that the most inpenetrable or highly structured 

genres tended to exist at the sight of early teaching in school. For example, explicit 

conversations or instruction about recording what had transpired constituted a typical 

genre in the programmatic courses in Nursing and Biotechnology. However, as students 

moved into apprenticeship and work settings these genres would often open up or be 

questioned in particular ways. Often the ways pointed towards possible contradictions 

between the form for recording and students understanding of what it meant to take on 

the work identity. For example, students in Nursing using a form for recording problems 

would question the elsion of verbs of affect, indexing an understanding of nursing 

identity as someone who is caring. 

Not surprisingly, this led me to look for repeated linguistic patterns that would help 

me with metaphors of value that both students and teachers invoked as part of becoming 

a certain kind of person. While I will not be explicitly trying to build "cultural models" 
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as a structural construct (Hill 1995; Holland et. al., 1998; Lakoff and Johnson 1979) 1 did 

examine metaphors as they were linguistically deployed in discourse structures such as 

activities, events, narratives, and texts. This led me to such linguistic features as point of 

view, the construction of action, the use of other's voices, and contextual ization cues. 

These linguistic features made it possible for me to talk about identity, what it meant to 

say "I am a nurse," or "I am a Scientist," which is what Biotechnology students are 

learning. It also allowed me to make some initial claims about why certain groups of 

students are systematically excluded from taking on those kinds of identities and draw 

some conclusions about these kinds of people in the New Capitalism. 

In this chapter I have talked about the theory of method and how it informed the 

collection and analysis of data. The actual process was both more processual and 

recursive than is represented in this somewhat linear account. But a theory of method 

connected to actual data collection and analysis did develop and the chapters which 

follow was powerfully shaped by that vision. These chapters about the nursing and 

biotechnology teaching and learning begin with background and history of the field, 

move on to typical texts and repeated practices, and then go on to work or work-like 

demonstrations, what Silvertein has called emblematic displays of in-groupness (2001). 

As these linguistically rich studies progress they present the presence of new capitalism 

at every level of language and practice. Through this analysis I can make some strong 

claims about what is new about new capitalism, what isn't, and some of the ways that 

people situate themselves in relation to this discourse. 
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CHAPTER VI 

NURSING: HISTORY AND IDEAL LITERACY FORMS 

Introduction 

In the following 2 chapters I present the major written and oral discursive forms that 

repeat themselves daily through the process of nursing education. This includes a brief 

historical overview of nursing documentation and an examination of documentation 

forms in current nursing texts and in the ECCC program. That discussion comprises 

chapter six, what I call the presentation of ideal forms through texts and lectures. In 

chapter seven I then look at the practice of these forms through lab practice and through 

apprenticeship in the clinical settings. In all of this I am interested in showing the 

processual construction of a social speech genre that is open to certain ways of thinking 

and working with words, but also one that limits speaking and thinking. This is part of 

the socialization process of becoming a nurse as nursing texts are quick to point out. 
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History 

Socialization is a process that involves learning theory and skills and internalizing 
and identity appropriate to a specific role. Internalizing a specific role allows one 
to participate as a member of a group. 

Students often enter nursing with the perception that their professional identity 
will center on providing service to individuals who arc ill or who require care in 
regaining health. Although this initial perception may be true, it is only a small 
part of the professional identity that students must internalize when they join the 
profession. Socialization to nursing involves changes that ultimately affect a 
student's knowledge base, attitudes, and values regarding professional nursing 
practice. (Craven and Himle 1996) 

This quote from the introductory textbook for incoming nursing students at ECCC 

signals clearly that becoming a nurse is part of joining a distinctive discourse community. 

Oral and written forms of discourse within this community are their own genre, a 

discipline-based genre with a rich social history. This case study examines the 

intertextual relationships of oral and written discourse forms in present day nursing. It 

does this by examining the typical forms of reading, writing, and speaking that nurses are 

required to do on a day-to-day basis. 

All of these forms could be listed under the title of writing down "what happened." 

However it is not simply a matter of recording objective data in a chart or a record, 

regardless of the fact that this is often exactly how the discourse genre is presented to in

coming nurses. As the quote above explicitly acknowledges, documenting "what is 

happening" like "providing service" is "only a small part of the professional identity that 

students must internalize when they join the profession." We might expand the "what 

happened" description in the following ways; ''what happened written down in such a 

way that is acceptable and understandable to other nurses, doctors, and health care 

professionals; what happened so that it meets legal needs of the profession by writing 
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down just the right in information in just the right way; what happened so that 

documentation meets efficiency standards of managed health care through a particular 

use of grammar, syntax, and lexicon." This kind of "what happened" complicates the 

genre, pushing it out of an "objective" recording form and embedding it in both social 

and historical constmctions of what it means to be a nurse. 

That what happened is more than simply acting as a recorder of data is clear from an 

examination of nursing literature. For example, Florence Nightengale is generally 

accepted as the founder of modem nursing documentation (Dolan et al, 1983; Kelly 1985; 

Mitchell & Grippando 1993). Her Notes on Nursing (1859) sets out the basic tenets of 

nursing that still hold true today. In a discussion about observation she says; 

What you want arc the facts, not opinions - for who can better have any opinion of 
any value as to whether or not the patient is better or worse, excepting the constant 
medical attendant, or the really observing nurse (p. 59) 

Her assertion that the nurse is the best person for evaluating the health and welfare of 

the patient, the nurse's "opinion of value," remains true in nursing today. The way to 

provide this professional level of care is to get the "facts." Nightengale's book marks the 

beginning of nursing as a profession, with professional standards for behavior and 

documenting information. This professionalization is still explicitly spoken of today in 

nursing texts. One current text on documentation (Springhouse 1999) says "legible, 

accurate, and clearly written charts that demonstrate professionalism and diligence will 

withstand litigation, ensure reimbursement, and satisfy reviewer requirements of the 

medical record" (p. 16, italics mine). One of the cores of this professional identity is a 

particular system of observing and documenting information. As Nightengale says, 
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"what to observe - how to observe - what symptoms indicate improvement - what the 

reverse - which arc of importance - which are of none" (Nightengale 1859, p. 59). As 

we saw from the initial quote learning these forms of observing and documenting is a 

central part of the nursing socialization process, of becoming and being a nurse. While 

the forms of documentation have indeed changed radically over 150 years, many of the 

core reasons for that documentation have remained similar. Nurses still assert themselves 

as professionals, they observe the "facts" and keep them strictly separate from opinion, 

they are concerned with the legal issues, with clarity and conciseness, with issues of 

gender, with how nursing documentation should represent nurse thinking, identity, and 

activity. (Craven and Himle 1996; Committee for the Study of Nursing 1923, 1928; 

Gordon 1994; Nightengale 1859). 

This case presents idealized forms of documentation in nursing as one representation 

of what it means to be a nurse, as an index of nursing identity. The idealized forms, 

shown here through institutional documents and texts, provide us with a glimpse of 

boundaries of that identity. They provide the institutional voice that to large extent 

"frames" a discussion of what a nursing identity will be (Lankshear 1997). However, to 

be a nurse is never simply revealed through an idealized form. Thus, this case also 

follows students and teachers as they co-construct their understanding of how nurses 

assess, diagnose, communicate, and ultimately document the process of caring for 

patients. These parts of the case concentrate on how the idealized forms are first 

complicated in the classrooms through lecture and "lab" learning contexts. Finally, the 

case follows nursing students in clinical settings as they practice the genres for 
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documentation, as they begin tentative positioning of themselves in the early stages of 

their nursing identity. This positioning is always co-constructed as students and teachers 

practice the forms of documentation together. And always, there are people who for 

many complex reasons, do not to position themselves within the boundaries of nursing 

identity. Their positioning is also part of the case, and I will give these students and their 

positioning greater attention at the end of the two chapters. 

As mentioned above, modem nursing practice is still powerfully impacted by Florence 

Nightengale's 1859 Notes on Nursing. Based on her nursing experiences in the Crimean 

War she defined nursing as having two missions; "sick nursing" was for helping sick 

patients get well and "health nursing" was for the prevention of illness. This basic split 

of helping the sick and providing prevention still underlies modern definitions of the 

nursing role (Craven & Himle 1996; Dolan et. al 1983; Kelly 1985). The subtitle of 

Nightingale's (1859)slim Notes on Nursing, "What it is and what it is Not," guides the 

reader in a discussion that attempted for the first time to set out guidelines for the 

professionalization of knowledge, work, observation, and documentation for nurses. 

Through setting out professional work standards in the management of care Nightingale 

tried to offer a picture of nurses as intelligent, educated, and kind (Dolan et al., 1983). 

This contradicted the popular image of nurses as criminal, abusive, of low class and 

character, a picture widely spread by Charles Dicken's portrait of the nurse Sarah Gamp 

in the 1857 novel Little Dorrit. Nightingale also began the first professional schools for 

Nursing, first at Kings College in London, and later at St. Thomas's Hospital. Her model 
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for training nurses in hospitals provided the standard in The United Kingdom and in the 

United States for over 100 years. 

In the United States the professional work standards and training methods that 

Nightingale pioneered were picked up by Dorothea Dix who established the Army Nurse 

Corps during the Civil War and Clara Barton who founded the American Red Cross in 

1873. The American Medical Association developed a committee on the Training of 

Nurses. As in the United Kingdom, the U.S. developed hospital-based schools under 

medical supervision for the training of nurses. With the consolidation of health care into 

large urban and suburban hospitals that took place in the early 20'^ century, all nursing 

training and supervision was also consolidated into large hospital settings where training 

had the express purpose of teaching students what it meant to be a nurse. 

Another important shift began in 1923 with the publication of the Goldmark report 

through the Carnegie Foundation. This report advocated financial support for university-

based nursing schools for the first time and ushered in a transition from hospital-based to 

university-based education for nurses (Dolan et al., 1983). By the early 1990s hospital-

based programs had almost completely ceased to exist. Currently in the U.S. there are 

still three such programs. By contrast, in eastern Massachusetts alone there are 8 

programs based at community, state, and university campuses. This shift from hospital-

based to university-based education is seen in nursing literature as an important milestone 

in creating professional status (Dolan et al., 1983; Himle 1996). Of crucial importance in 

this process is that in hospital-based programs' nursing education was under the 

supervision of doctors who were almost all male. By contrast, nursing education 
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programs today are staffed mostly by women who were professional nurses and went 

back for professional degrees at the masters and doctoral level. Instead of having 

medical degrees they have degrees in nursing education. 

A last very important strand to this brief hi story is how nurses organized the "facts" 

that they were observing and recording. Nightengale's objective/subjective split for 

observation and recording continued to be used right up through World War II. But after 

1945 medical knowledge and practices began to gain incredible complexity and this 

complexity has only accelerated towards the end of the twentieth century. Rapid 

scientific advances, increasingly complex technologies, and increasing life spans meant 

that the work of nursing changed and the knowledge base that nurses had to command 

grew. 

Nursing became increasingly specialized across function. Nurses became surgical 

nurses, emergency room nurses, radiology nurses, obstetrics nurses, and so on. 

Specialization occurred not only along work function but also along a hierarchy of 

responsibility. For example, nursing assistants, at the bottom of the hierarchy, do very 

little beyond feeding and cleaning patients. They are often found in long-term care 

facilities for the dying and the aged. They are paid little and often have no benefits. 

Licensed Practical Nurses have a year's worth of school and take on more work of a 

"practical" nature. Registered nurses can give medications and make diagnoses of certain 

kinds often referred to as technical or "skilled" diagnoses. Baccalaureates, or four year-

degree nurses are called "professional" nurses and their education often includes a work 

specialization function such as those mentioned above. Master's and doctoral degrees 
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provide nursing education faculty, unit directors, nursing management personnel in large 

hospitals, and nursing academics. 

Seeing the need for organizing the increasing complexity of content knowledge and 

specialization, many in health care tried to reorganize the knowledge of the field so that it 

could be more readily understood and made useful to all kinds of nurses. Of the many 

people who wrote on this issue, the two who are most central to documentation processes 

currently in use are Abraham Maslow (1970) with his hierarchy of human needs and 

Marjorie Gordon's (1974; 1994) functional health patterns. 

Maslow broke human needs into five categories based on order of importance for 

survival. They were in order, needs for self-actualization, esteem, love, safety, and the 

physiological. A nursing theoretician, Maijory Gordon took this framework and adapted 

it to the more focused needs of nursing when she developed her "functional health 

patterns" (1974). Like Maslow's approach this is an approach that tries to see the whole 

human system. It is holistic and has 11 health function pattern areas. First is an over

arching pattern of the patient's own perception of how they manage their own health. 

Under this "umbrella" lie the biological health patterns such as nutrition and metabolism, 

activity and exercise, and elimination. There is the cognition and perception functional 

health patterns. These patterns relate to observable patterns of cognitive abilities that 

nurses can document with health perception on the part of the patient/client that can be 

elicited through nursing communications. Then there are a series of functional health 

patterns that relate to a "person's level of adaptive psychological functioning" (Himle & 

Craven 1996 p.35). These are self-perception, self-concept, roles and relationships. 
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sexuality and reproduction, coping and stress, and values and beliefs. What is important 

to remember about these functional health patterns is that they guide the organization of 

the documentation processes. As will become very apparent when we look at the text, 

the lectures, the lab, and the clinical experiences, in all of these areas Gordon's functional 

health patterns are almost always used as a way to organize "what" the focus of 

documentation will be and "how" it will be documented. 

Nursing at ECCC 

ECCC opened its doors in 1961 in an urban setting close to the city center. As 

mandated at that time by the regional policy board the college initially offered a liberal 

arts transfer program and a business/secretarial program. Five years later in 1966, an 

Associate Degree in Nursing (ADN) program was added. It was the first such program to 

open at a community college in the state. As I have discussed earlier, most nursing 

education programs at the time were "diploma" programs, meaning that they were 

located in the teaching hospitals of the area. However, the shift to having nursing 

education housed in institutions of higher education had been underway for some time 

and opening an ADN program at ECCC was part of this shift. As of this writing hospitals 

have gotten all but completely out of the business of teaching nurses. Many higher 

education programs are located in two-year colleges. For example there are eight nursing 

education programs in eastern Massachusetts. Six of them are located in community 

colleges 

Of course, 1961 and the year 2000 are very different in other ways as well. I have 

touched on these differences before, particularly in Chapter II. To recount these points 
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briefly, one change is that the college had shifted from "select" preparatory to a more 

truly open enrollment population. This commitment was really seriously undertaken in 

1983. Related to this is that open enrollment policy made ECCC a magnet for students 

not bom in the United States. The immigration of the 1980's and 1990's to this country 

is manifest clearly at ECCC where there is a huge ESL and developmental writing 

program. Large numbers of Haitians are drawn mostly to the health care professions. A 

community of Brazilians settled about 10 miles to the east and they arc strongly 

represented in the student body. The greater metro area has seen a great influx of 

Russians and they are represented in increasing numbers here. Like many who come 

here they are drawn to the college for its strong transfer programs or to get associate 

degrees in hi-technology fields like fiber optics or computer assisted design. 

Second, ECCC changed its location and pemianently moved to a "metro" location 

located about 10 miles outside of the city center. While ECCC draws strongly from 

Boston, it is now located just outside of the city in the suburbs. 30% of its students come 

from that city center but it also draws from the surrounding communities of this metro 

area. Interestingly enough this move has appeared to bring greater diversity to ECCC 

rather than less. 

As I imply above, ECCC draws from immigrant groups that have cither settled in this 

metro area or who are drawn here for a particular program. Demographic studies done by 

the college research office indicate that this group makes up between 15-20% of the 

college population. One quarter of those go immeiately into an accellerated English as a 

Second Language program. With 4,500 full time equivalent students enrolled at ECCC 
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that works out to approximately 112 students each year. Russians make up 2.0% of the 

current population as do students self-identified as coming from "Africa." Chinese 

students make up 1.5% and Haitians, by far the largest group, make up 7% of the 

population, close to 350 students. These numbers and those of other cultural/language 

groups also probably understate the actual numbers. The director of institutional research 

spoke with me about this over lunch one day. 

"Actually, the numbers as shown are probably low though we don't know by how 
much. A lot of students who weren't bom in this country but moved here at some 
point will report themselves as American. That's to be expected. Then there are those 
populations, like people from the Middle East, who don't want to report bccause they 
are worried about the image of Arabs in the states. They're worried about 
discrimination. Like, the numbers show that there are almost no people from middle 
eastern countries here. They show, like maybe 10 to 15. Now I know that's not true. 
The Arabic club has a membership of over 50. And the Brazilians, well a lot of them 
haven't got a green card. We're just now getting the children in of people who 
probably came here without a green card in the eighties." ( Director of Institutional 
Research, ECCC, personal conversation, Spring 2000). 

ECCC has a broad range of students in terms of age and socio-economic status. Using 

data collected by the dean of nursing and myself for fall entering classes of 1999 and 

2000, we found that average age of the entering classes day class programs was 27 and 

28, respectively. The vast majority were women. In the 1999 entering class there were 

two men out of an entering class of 77. The following year there were three. While we 

gathered no specific socioeconomic status (SES) data for the nursing program, a survey 

that I gave out asking for brief job descriptions was a direct fit with two of Jean Anyon's 

(1986) class categories; working class and lower middle class. These occupations 

include nursing aides, grocery store clerks, secretarial, and manual labor. This 

accounted for 90% of the sample. 10% of the sample answered, "not working living at 
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home" which we took to indicate middle class status or better. The point that I want to 

make here is that ECCC in the year 2000 has a population that is probably similar to a lot 

of two-year colleges in large metropolitan areas around the United States. It is very 

diverse in terms of language and cultural groups, the ages of people vary a great deal 

though in the actual programs like nursing students tend to be older. Finally, while SES 

is varied, it tends to vary at the lower half of the socioeconomic scale. These 

characteristics are all a part of the nursing program. They impact the success of students 

as they learn nursing documentation processes and what it means to become a nurse. 

Another transformation at ECCC seems to be related to the growth in licensure 

requirements. Instead of a single program in Nursing ECCC now has the Division of 

Allied Health. There are four programs for nursing alone. These arc a day and night 

Associate degree in Nursing requiring 77 credits of course work, and the day and night 

Practical Nursing program requiring 48 credits of work. However there are also 

programs for jobs in health care that did not exist in 1961. At the two-year degree level 

ECCC has occupational therapy, physical therapy, radiologic technology, and respiratory 

therapy associates programs. The college also certifies emergency medical technicians 

(EMT), medical office administrators, surgical technicians, and medical operating room 

technicians. The key year in explaining this transformation at the college is 1983. As I 

discussed in chapter two, this was this year that the school was given its high-technology 

and health sciences mission. 

Finally, with the changing of the mission statement to explicitly include high-

technology and health sciences, the infrastructure and internal spaces of the college have 
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changed dramatically. These changes have directly impacted the nursing program. The 

college completely "re-wired," that is, invested in the best computer technology and 

wiring on two separate occasions. The first was in 1986-88, the second in 1995-97. This 

led to the creation of what is now officially called "High-Tech Tower," with the signs 

going up to prove it in 1999. Currently, in 2001-2, the school is going through its third 

computer upgrade in 15 years. In the basement are computer-assisted design laboratories. 

On the ground floor is the "advanced technology center," more popularly known as the 

"temple of technology" because it resides in the former Catholic school chapel. Here, 

underneath stained glass windows that portray Jesus and the apostles in various scenes, 

students work at 150 computer stations. On the sides there are three lab settings for 

classroom teachers in the former nave and wings of the chapel. This area provides much 

of the computing support for all of ECCC. All computers have high-speed internet 

connections and many computers are designated to support particular program curricula. 

The nursing program introductory course, NU 100, which accounts for eight credits of 

the first semester course load for nursing students (three lecture, one lab, four clinical) 

has now put all students onto Blackboard.com. This is a software program that through a 

web-site allows students and teachers to post and receive assignments, ask questions, 

share responses and resources, or simply "chat" about struggles they are having. For the 

most part, nursing faculty have used this tool to post due dates and test times. 

The second floor of the Tower holds the computer support for the entire college. Here 

are housed the network computers, a lab for faculty use, and the offices of the computer 
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support staff. This section of the college is the least accessible one, with doors locked to 

students and faculty alike. 

The third floor of Tech Tower is mostly classroom space. All classrooms have a 

computer in the front, together with audio and screen projection technology so that 

lectures can be supplemented with support software like Microsoft Powerpoint. With one 

exception, all of the lectures that I observed, six different professors and 16 lectures, 

supported their lecture with Powerpoint as part of the presentation. 

All programs in High Tech Tower have "laboratory" environments that are hybrid in 

nature and in the nursing program these are to be found on the fourth floor. By hybrid, I 

mean they look partly like a schoolroom, partly like the work setting as I discussed in 

greater detail earlier. They are all wired to the internet via PC stations, and are full of the 

technological tools of the field. For example, the nursing laboratory has a dry board, 

tables and chairs that face the board, and something that looks like a lecture podium. 

Students face the podium. When the nursing faculty talk to the students they often do so 

from this point. There is a desk at the "front of the room that is in the spot where one 

often sees the "teacher's desk." At the beginning of each lab session I observed one of 

the lab teachers would stand at the lectern and talk to the class about what was going to 

happen in the lab and what they ought to be learning from it. The lab had a lot of 

physical aspects to it that made it "look" like a classroom. I go into this in more detail 

when I talk about "lab" times. 

However, the lab also has one dozen beds around the outside of the room that are set 

up very much like a transition unit of the hospital two miles down the road. There are 
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dummies, wheelchairs, crutches, stethoscopes, bed pans, all the accoutrements that a 

nurse would run into in their daily work. Students often role play, particularly in the first 

year, and always use the tools as part of that role play. There is a work station of six 

computers over in one comer. During my time in the lab 1 did not see these stations in 

use. I surmised that the use of these stations had not yet been integrated into the formal 

lab curriculum. By the end of my study this station had been dismantled. 

Briefly, the fifth and last floor of Tech Tower comprises the bio-technology and 

chemistry labs. These labs now have one PC for every two lab stations. The 

biotechnology lab is similarly outfitted and they have one PC that is always connected to 

the internet and a gigantic student constructed index of biotechnology sites. This serves 

as the textbook for the course. Again, notably, none of these spaces existed in 1983 and 

most of them have been constructed from 1990 onwards. This is because, as I outlined in 

chapter 2, the basic network infrastructure was put in place from 1984 to 1989. Putting 

that infrastructure in place made it then possible to build these particular hybrid spaces. 

In 1983, the year that the new mission was officially given to ECCC, the nursing 

program had 91 students enrolled. By the early 1990s this had grown to an average of 

300 students enrolled and the numbers have remained at this approximate level until 

today. Demographic information from 1983-1991 indicates that the majority of students, 

82-90%, were white, female, and native speakers of English. These percentages were 

steady during these years even as the overall school population was becoming more 

diverse. However, beginning in the early 1990s the diversity in the general population 

was beginning to filter into the nursing program and the failure rates of non-native 
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speakers in particular was enough so that formal conversations were going on to talk 

about this issue. This was in part a conversation that impacted on my being hired at 

ECCC. For the nurses themselves saw much of the problem in terms of reading and 

writing abilities, and the dean of Allied Health sat on my hiring committee and 

questioned me closely about my thoughts on this issue. 

Another interesting piece of information that comes from self-studies for accreditation 

agencies and yearly reports to the board of nursing is that as population grew in the 

eighties the percentage of students graduating fell significantly. In 1983 the nursing 

faculty graduated 90% of the students who had entered two years previously. By the 

early 1990s this percentage was closer to 65%, and from 1997 to 2000 the percentages 

are between 40-50%. This picture is supported by data collected by the nursing board as 

well and is reflected nation-wide as the need for nurses grows and the diversity of the 

students increases (Alvarez 1993; Courage & Godby 1997; Keane 1993; Memmer 1991). 

Members of the faculty, the associate dean in charge of all nursing programs, and the 

dean of the Allied Health Division at ECCC, all spoke of this as the central and most 

important barrier that they faced as nursing educators. A snapshot of this diversity can be 

seen in data collccted for the fall of 1999 entering class and the fall of 2000 entering 

class. This information, collected with the dean of the nursing program, got much more 

detailed information about the make-up of students and also allowed us to track them 

tlirough their first year. It was these cohorts that came to form the basis for the case 

study. A few interesting patterns are clear. 
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The first characteristic was that while the cohorts were still largely made up of 

women, they were no longer primarily made up of white native speakers of English. In 

1999 35 of an N=78 were either non-native speakers of English or self-identified 

ethnicity as other than white, a percentage of 45%. The percentage for 2000 was 

virtually the same. This data shows that the diversity of the general ECCC population 

was now mirrored in the nursing program, a characteristic that was not true in the early 

1990s. 

But more importantly, at eight weeks and again at 16 weeks in both years we collected 

data on students in the program. The dean organized this data into three groups; those 

who had failed out of the program, those who were close to failing or "on the bubble," 

and those who were succeeding in the program. Of crucial importance here is how 

students are evaluated. In the first eight weeks students must pass two multiple choice 

tests of 100 questions each. They must maintain an average of 75 or they are asked to 

drop the program. In the next eight weeks they have two more multiple choice exams, a 

final multiple choice exam, and a lab component that is graded pass/fail. Again, they 

must maintain an average of 75 on the exams or they are asked to drop the program. In 

1999 at 8 weeks 14 had been failed out and 21 were "on the bubble." By 16 weeks of 

the starting N of 78, 38 had been required to drop and 40 were left. In the second year 

with the entering class of 2000 the same pattern emerged, though delayed. Again, the 

most significant pattern to emerge is that of the 38 who were no longer with the program, 

30 were either non-native speakers and/or non-white. This meant that of the 40 

succeeding only five or 12.5% were non-native speaking and/or non-white. However, 
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this does not mean that this is the only significant factor. Students differed in other ways 

as well. 

The successful group, and by this I mean the one that was able to complete the first 

semester curriculum with passing grades, were older, with an average of 32 in 

comparison to 26 years old. They successful group had a higher GPA in their pre

requisite courses at ECCC, 2.99 in comparison to 2.46. The successful group scored 

much higher on average in a standardized test of math and reading with a sciences 

emphasis called the HOBET. The most significant gap between the two groups was in 

reading, with the successful group scoring in the 70"^ percentile and the non-succeeding 

group at the 40^"^ percentile. 

As I write this case the cohort from 1999 is finishing its third semester in the 

registered nursing program with a cohort of 32. There are three non-native speakers of 

English stili in the program. One is from Kenya, one from Russia, and the third is from 

Jamaica. All three had eight or more years of English instruction before coming to this 

country. The year 2000 cohort that has just finished their first semester and without 

giving detailed data, the picture is much the same as the one I gave above. The major 

difference is that overall failure rates seem to have been delayed somewhat. A very 

detailed set of test-taking strategy workshops were designed by faculty and the Academic 

Achievement Center at the college that emphasized learning as one specialist put it, "that 

nursing is about learning a different way of thinking." Test scores were higher in the first 

eight weeks and a much higher percentage of the overall cohort was passing. As the 

semester continued however, the same pattern emerged as the one above and in the 
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cohort of 72, 33 were required to drop the program. The vast majority were non-native 

speakers of English. 

It would be too simple to say that this pattern of failure is a form of discrimination. A 

more complex picture emerges when one looks at the kinds of reading, writing, and 

evaluation that students must make sense of in a very short period of time. These include 

the nursing textbook, the documentation process, and the multiple-choice tests. One 

question on a multiple-choice test given at four weeks indicates that all written and 

textual material is saturated with what it means to be a nurse. An example of this is given 

below: 

You are a nurse in a short-term care facility. 
There is no smoking allowed in the facility. 
You come upon one of your patients smoking. 

What do you do? 

A. Take away the cigarettes 
B. Offer them some literature on cigarette smoking 
C. Advise them of the dangers of cigarette smoking 
D. Call the doctor 

The correct answer here indexes one aspect of nursing identity, that of nurse as 

teacher. But it also indexes what kind of teacher a nurse ought to be and what kind of 

teacher a nurse ought to be in that context. One student from Russia who was a licensed 

physician in Russia, said in conversation, "In Russia we take the cigarettes away." She 

found the whole notion of any sort of teaching to be preposterous. Another student from 

the Dominican Republic who had been a nursing aide tliere and here in the U.S. chose 

"D" saying, "nurses call the doctor if there are any problems." As we talked about this 

further she said, "where I come from, nurses do just what they are told. They don't do 
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anything more." These two students were indexing their own cultural models for 

understanding what a nurse is and it got them the wrong answer, at least wrong in the 

context of what their teachers want them to understand and lake on with respect to 

nursing identity. But other students who did not get the correct answer and who 

understood the idea of nurse as teacher could also not see any difference between the two 

answers, B and C. They had guessed and the guess had been "wrong." The key to the 

correct answer lies in the verbs used, offer and advise, as well as the context of short-term 

care. The correct answer to the question is C. One teacher said to me: 

Umm, to offer is somewhat passive. I mean, what if they don't take it? Advise is 
more direct, more, it's an intervention. Also, it's short term care and so what if they 
are leaving that afternoon? Maybe you can't get the literature to them. The advising 
is immediate, (personal communication, Nurse M, October 4, 1999). 

Students in a testing situation would have to complete 100 questions in 50 minutes that 

covcred about 350 pages of text. If we consider further that the section on nurse as 

teacher was one half of one column on one page of that text, then we can start to sec how 

difficult it might be for a student who is a non-native speaker to get this question correct. 

Nursing textbooks, for example run on average to about 1200-1400 pages. In the classes 

that I observed students were responsible for about 100 pages of the textbook each week 

together with numerous hand-outs and pamphlets. That is about 3 chapters a week with 

text such as the following; 

Selected risk factors for phlebitis include the type of catheter material, chemical 
irritation of additives and drugs given intraveneously (e.g., antibiotics), and the 
anatomical placement of the cather. (Potter & Perry, 1995, 879) 

Of the nursing textbooks I reviewed (six), there were six major strands of change that 

were either mentioned or embedded in the texts. These strands have impacted on nursing 
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education and practice over the last 30 years. The first was that nursing education was 

now out of the teaching hospitals and into higher education with the result that nursing 

education has become both more efficient and more professionalized. This is connected 

to the next two strands. First, nursing itself has become less hospital-based and has 

moved into a variety of community contexts like transitional care, long-term care, and 

hospice care. Second, managed care with its drive for cost cutting and greater efficiency 

is also a part of this transformation. Much of the growth in privatization has come from 

for profit long-term care that existed on a much smaller scale 30 years ago. The fourth 

strand mentioned in all texts is the tremendous technologization of nursing work. That 

point, I hope, is self-evident at this point in the study. The last strand that many of the 

texts identified is the women's movement. When 1 asked one of the nursing faculty about 

the latter she said; 

I think it means that the nurse as handmaiden is out. When I first came into nursing 
as a seventeen year-old in 1971 if a doctor came into the room all the nurses would 
stand up. That no longer happens. I think it's as simple as that, (personal 
communication. Nurse P., November 12, 1999) 

While nurses have created greater professional status and standing in the field of 

health care, a review of recent texts and interviews with nurses and nursing students 

would indicate that the women's movement strand may be more complex than the 

indicated status shift that the above quote points to. In addition, there are distinctive 

characteristics that adhere to the identity of the nurse. As indicated by the multiple 

choice question above, nurses now create themselves as teachers, for example, and this 

aspect of nursing identity is embedded in nursing texts. It is this that I see as a sixth 

strand to changes in nursing over the last 30 years, one that is somewhat explicit but often 
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left unspoken. That is, the assertion of professionalism in nursing points to certain 

distinct characteristics; nurse as teacher, as care giver, as manager, as leader. And these 

identities have certain frames. The teacher advises, s/he does not tell or command. 

The rest of this case looks more closely at the oral and written discourse of nursing 

and nursing documentation as presented in idealized texts and as practiced in various 

apprenticeship settings. This examination provides insight into how literacy, broadly 

construed, gets presented and practiced in various contexts. It also gives many examples 

of literacy as an index; as an index of a restricted form of thinking, of a sociohistorically 

contingent set of identity practices, and of the presence and power of 'New Capitalism' in 

this particular context. 

Documentation Processes in the School 

Documentation is a way of telling what happened during a shift or what happened in 

the context of taking care of a particular problem. We can think of it as a set of 

institutional story-telling genres and as such we should not be surprised to find the mores 

and values of the institution embedded in them. There is in fact no one ideal form for 

documenting "what happened." Instead there are a number of genres that are used in 

different contexts. Jn this chapter I present the genres through three school texts and 

contexts. First I look at idealized forms from the textbooks, then their presentation in 

lectures, and finally in their first practice in the nursing lab. 

The range of forms that nurses use can be said to exist on a continuum from most 

constrained to least constrained and this chapter examines those situations that are most 

constrained. It is important to remember that all forms of communication in a nurse's 
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day have their documentation form. From the moment a patient/client enters the building 

until the time they leave, the hospital will have some well-developed format for 

documenting information that pertains to care. There are forms for patient history, a form 

for each and every test that they are given during their stay, a form for any medical 

procedure (although this will be the doctor's responsibility), a form for recording 

medication, a form for food intake sometimes, a form for what happened during a given 

nursing shift, a form for any nursing diagnosis and intervention, and an exit interview. 

All of this must be written down in ways that have their own strict grammar, punctuation, 

vocabulary, syntax, and contextualized meanings. This case does not concentrate on all 

of these forms. Instead, it looks at the ones that were practiced every day as part ofbeing 

a nursing student. These came down to just three forms and tended toward the less 

constrained end of the continuum for documentation. That is, students in the ECCC 

program did not spend much of their time with what one student called a "check-off 

where for example, a range of acceptable measurements for vital signs would be checked 

off at hourly intervals by the nurse. This is a form that students reported as being used 

primarily by nurses aides. It was not, they said, "nursing work." The three forms of 

documentation that were practiced the most in lecture, lab, and clinical settings, were 

called the narrative note, the problem-focused note, and the nursing diagnosis. These are 

the forms that I observed and followed through three contexts of lecture, lab, and clinical 

as students struggled to inscribe what it means to be a nurse and to these I now turn. 
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Texts 

If we think of the grammar as a kind of road map to the form, what is presented in the 

books tells us a lot about what is important in the world of nursing. Much of this is stated 

and much is implied. For example, below I give an example of a "correct" narrative note 

and an "incorrect" one. Narrative notes give the information of what happened in written 

sentences or phrases, usually in a timed sequence. They are usually done to record 

nursing activities through a shift and sometimes they will be of a single visit. Sometimes 

nursing notes focus on a single problem but in the situations I observed this kind of note 

constituted its own distinct genre. A sample (Craven and Himle 1996: 236) is given 

below: 

F/gwre 6'./. Narrative Note 

Correct 
0730 Client awake, alert, denies complaints, sitting up in bed watching TV, VS taken, 
Iv infusing s difficulty, IV site R hand s redness, L hip drsg dry and intact. 0830 Full 
BF take 100% 0900 Partial bath at bedside during linen ( ), pt tolerated sitting in 
chair x 30 min s fatigue. 0930 { ) Drsg to L hip approx 50cc pink dmg, sutures intact 
0 redness or edema at incision line, pt tol s pain 1015 lOOOcc 05 1/5 NS added to 
present IV to run at 125 cc/hr, pt resting. 1100 To x-ray via stretcher. 1145 Returned 
from x-ray, back to bed for rest. 1200 Reg lunch taken MS Gorski RN 

Incorrect 
0730 Ct fine, states "I like the TV program." 0830 took a good breakfast s problems. 
0900 linen changed with ct up in chair, used own toothpast and hairbrush, doesn't like 
our brand. 0930 change drsg, incision site looks good, new dressing applied with 
cloth tape. 1015 new bag hung. 1145 returned to room, tol procedure went well. 1200 
sating lunch. MS Gorski RN 

The first interesting quality to note about the narrative note and the examples that will 

follow is that of abbreviation. Nursing narrative notes are severely abbreviated when 

compared with normative forms of the English sentence, and they are abbreviated in 
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systematic ways. It is through this systematicity that we can begin to discern some the 

characteristics of being a nurse. 

One aspect of the abbreviation comes through the syntactic structure of sentences. 

These are not sentences in the usual sense at all. Instead they tend to be noun-verb-

predicate phrases and the verb is often left unstated. Often these are verbs of being as in 

"Client is awake, is alert." But other verbs are elided as well, as in line 3 where the verb 

given/gave, an action verb, is left out of the phrase "partial bath." When verbs of action 

are included they are constructed in the present tense passive voice as in "sitting up in 

bed," or "Reg lunch taken." Another category of verb that is left out entirely, not just 

elided, are verbs of affect. As we shall see when we look at incorrect examples, verbs of 

affect do not belong in nursing documentation. Systematically then, verbs of being and 

of action tend to be elided and when verbs of action are present they are created in the 

present tense passive voice. Verbs of affect are not acceptable except, as we shall see, 

under very constrained conditions. If we look at the verbs as a whole, the client/patient 

is passive. The site of action is in observations made by the nurse. Most of the verbs are 

those of observing through the eyes (sitting, watching, taken, infusing, added, run, 

resting, returned, taken), and a few are verbs where observation is both with the eyes and 

the ears (denies, tol(d)). The present tense characterizes most of the account with the 

exception of the verb "taken" in the first and last sentences of the note. The past tense 

appears to bracket an overall present tense character to the note. Together w ith the 

sequenced use of military time there is a simultaneous creation transparency, of a clear 
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at one time. I shall have more to say about this as the case continues. 

The grammar of pronouns gives us more insight into the nature of this relationship 

between client/patient and nurse. Pronouns that identify the nurse are completely absent, 

strengthening the creation of nurse as distant observer. There are only two pronouns for 

the person who is being cared for in the health care document; client or patient. Older 

textbooks tend to use the word patient; newer ones either go back and forth between the 

two. One recent book that I reviewed with a "critical thinking" focus used the word 

client only. As I shall argue later in this case, this is an example of the sociohistorical 

past presenting itself in the vocabulary and practice of nursing documentation. 

Obviously, vocabulary is also abbreviated. Many abbreviations refer to typical 

nursing procedures like taking vital signs (VS), intravenous procedures (IV), or the 

observation/change of a dressing on an incision (drsg). Other vocabulary abbreviations 

used often come from typically documented regions of the body, like the central nervous 

system (CNS) or left upper extremity (LUE). In addition, any kind of measurement is 

given in numbers as shown above, time is always written in numbers, and many symbols 

are used like the Greek delta symbol for the word change. Some abbreviations are purely 

idiosyncratic to nursing like the letter "s" with a line over it for the word "no". 

Looking at the incorrect narrative note indexes much of what is not part of a good 

note. For example "Ct fine" has two problems. It is both imprecise and describes an 

affective state that cannot be verified through observation. The statement from the 

patient, "I like the TV program," is irrelevant to the care of that person. It is not concise 
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(BF) can be contrasted with the "BF take 100%," meaning that the whole breakfast was 

eaten. What "good" means is transformed into an objective measure. The irrelevant 

"linen change" contrasts with the very relevant "partial bath at bedside during linen 

(change sign)." Physical hygiene care is an important nursing intervention that needs to 

be recorded. Again, irrelevant information makes the can often make note long as in 

"used own toothpaste," and "doesn't like our brand." A "good" incision site contrasts 

with a very detailed observation of what the wound looks like (size, color, sutures, 

draining). If an action is taken it must be clear why this action is taking place as in "New 

bag hung" in line 3. This contrasts with the detailed description in the correct narrative 

where the NS meaning "normal saline" would signal to another nurse that there is a drip 

feed for this patient to be sure they remain hydrated. 

However, the detail of the correct note in the textbook raises potential problems for 

the novice nurse. Excessive detail can make the note too long and lead to inefficiency 

and this is the contradictory tightrope that nurses must learn to walk. They must be both 

detailed and efficient. Below I describe some newer documentation genres where the 

institution has tried to overcome this problem. It is clear that a nursing note ought to have 

particular qualities. First it must be concise in the sense that only relevant information is 

acceptable. This observable information, as in the wound description, must pertain 

directly to the patients' care. Why actions are taken should be clear to others who read 

the note. They should not have to guess. So a note must be concise, but it must also be 

complete. Accuracy is important and measurement must be precise. The flow of time is 
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chronologic and times when something "happens" have to be recorded. Clearly time 

helps to organize the note as well, helping to create a logical and systematic grouping of 

the information. Looking at the examples in textbooks it is also clear that legibility is also 

important. In many settings notes are still hand-written although the movement is 

towards computer-based documentation systems. If another nurse or relevant staff 

member cannot read the writing then the note is unacceptable. A nurse should not make 

statements of affect that are general such as "good" or "fine." However, there are certain 

situations where the note does allow for affect to enter into the written record, althougli 

this takes place in very constrained ways. One place where this takes place is in a so-

called SOAP note, an example of which is discussed below. 

Figure 6.2. SOAP Note 
Correct 

8/18/96 
"S" 0900 M y head hurts right in the back of my eyes. Client describes pain worse 

bending over, like sinus headaches in the past 
"O" Eyes closed, lights dim, hesitant to move head when questioned. 

HRSO R20 BP 140/90 T98.6 
"A" HA probable 2 (degree sign) sinus pressure 
"P" 1. Decongestant prn as ordered 

2. warm wash cloth to eyes 
3. monitor temp, q 4 
4. Assess pain after med and contact physician as indicated MS Gorski RN 

Incorrect 
8/18/96 

"S" 0900 Ct states "My head hurts." 
"O" History of constipation, ate well at breakfast, took shower without assist, lungs 

clear. "I hurt all over now." 
"A" Headache 
"P" Contact physician for further orders MS Gorski RN 

The SOAP note, which stands for Subjective, Objective, Assessment, Plan, is a genre 

that constrains and organizes the note more tightly than the narrative note that I presented 
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above. Therefore it answers the problems posed by the requirement of being both 

detailed and efficient. The way this is done is by focusing on a particular problem that 

arises during care. The nurse documents subjective information, objective information, 

how that information ought to be assessed, and the plan of care. In contrast to the 

narrative note example, this one is clearly much more focused. 

The SOAP is a more focused kind of documentation process than the narrative note. 

The nan ative note was the "story" of a shift and is usually used for that purpose. The 

SOAP note and example III, the DAR note, focus on only one health problem. SOAP 

stands for Subjective, Objective, Assessment, and Plan. This genre of documentation 

gives focus to another characteristic of nursing documentation, namely the strict 

separation of subjective data from objective data. Textbooks discuss objective data as 

"signs or overt cues that are observable, perceptible, and measurable. They can be 

verified and validated by others... (and) "obtained by the senses, measuring devices, or 

diagnostic procedures" (Himle & Craven, 1996, p. 160). Subjective data, on the other 

hand, come from "the client's feelings about his or her health problems" (Himle & 

Craven, 1996, p. 160). In other words the site of subjective data is embodied in the client 

while the site for objective data lies with the nurse. Further, while textbooks will present 

both kinds of data as important, there is clearly a hierarchy embedded in the form. 

Subjective data is only relevant, and will only be recorded, if it can be verified by 

objective data. If it cannot be verified it will not be documented. So while the "S" above 

from the incorrect SOAP note is wrong because it lacks relevant detail (My head hurts), it 
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is also wrong because the "O" fails to provide and verification. The "O" of constipation, 

eating breakfast, and showering is irrelevant to the problem of the headache. 

Another important characteristic of what it means to be a nurse, that of nurse as active 

intervener to support care, is also embedded in this form. The incorrect "contact 

physician for further orders" is contrasted by the direct, detailed, and active care being 

given in the correct note. Doctors should not be called in this situation unless nursing 

care does not work. This indexes the difference between doctors and nurses. Doctors 

cure, either through surgery or through treatment of disease. Nurses, on the other hand, 

give active care to promote health. The idea of nurses as active interveners on the behalf 

of patient care is supported in the other problem-oriented note that is often used, the DAR 

note. DAR stands for Data, Action, and Response. It is another kind of problem-oriented 

intervention that skilled nurses make and must record. If DAR or SOAP notes are used 

instead of the narrative note then the nurse may have to record a number of interventions 

during the course of a shift, but with SOAP notes an intervention must be an identifiable 

problem. 

Figure 6.3. DAR Note 

0/2 Injection 
0900 instruction 

10/3 Injection 
instruction 

Data: Referred to injection room for teaching re injection 
technique as wife will be discharged and need IM injections 
of Compazine for nausea control. Husband states willingness 
to learn, yet states anxiety re "sticking wife and causing her pain." 
Action; Demonstrate injection technique including drawing up 
medication in syringe, locating site, injecting medicine, keeping 
record of medication administered. Have husband verbalize steps 
and then demonstrate technique. 
Response: Husband demonstrated good technique giving wife 
injection, without cuing. Wife will discharge in AM with 
visiting nurse follow-up. - J. N. Morales RN 
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DAR notes can be broader as indicated above. They can document a moment of 

teaching, as they do above. Nursing faculty and students I worked with said they liked 

them because it allowed them to also document positive growth and client's strengths. In 

addition the DAR note shows the pathway for allowing affective states to be a part of the 

nursing record. Under data the "husband states willingness to learn, yet states anxiety re 

sticking wife and causing her pain." The affective state is one of anxiety, here confirmed 

by a direct quote of the husband signalled and set off from the official nurses language 

through the use of quotation marks. Using this direct quote in the note provides 

verification of the subjective data and a subjective state. Nurses are taught to note facial 

movement, bodily stance, the sound of voice, and other physical descriptions that indicate 

affective states. For example, I have seen states of distress verified and described with 

such terms as "furrowed brow," "high stuttered speech," "sweating," and "fast 

breathing." While all of these signs can signal distress it is also worth noting that in 

nursing, as in many walks of American life, evaluating affective states such as distress or 

anxiety is often done in ways that reinforce a cultural norm of how those states are 

externally expressed. 

These three notes reflect historical trends and shifts in nursing that have taken place 

over the last 30 years. The narrative note is one that was used widely when health care 

was still primarily hospital-based. Many nurses still came out of 4-year programs, and 

managing health care costs had not yet become a national obsession. Yet while the 

narrative note discussed above does point to its antecedents all the way back to Florence 

Nightengale, it does not resemble the note of 30 years ago in terms of the abbreviating 
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aspects that were analyzed above. While clear and detailed record-keeping has been the 

purpose behind narratives for 150 years, over time, notes have become more and more 

abbreviated in the ways that I detail above. One product of the growth of managed care 

has been to intensify that abbreviation and organize it so that efficiency is maximized. 

Data is also recorded in such a fashion that nurses, doctors, and the institution are 

protected from legal action. The focus on the problem as in the SOAP or DAR note, 

comprise a further way of abbreviating through recording only one particular aspect of 

the whole experience of being cared for. Finally, in the DAR note we see that patient 

responsibility, wellness, and teaching become important. Part of the managed care 

phenomenon has been to move care out of the hospitals into transition- and long-term 

care kinds of settings. A further movement outward includes pushing responsibility for 

part of that care into out-patient settings where the individual patient is "taught" as the 

man above was so that his wife can leave the health care setting entirely. While this kind 

of teaching certainly is laudable, it is also true that in these kinds of instances care is 

managed in such a way that the health care system no longer has to bear the cost of shots, 

hospital visits, and so on. The burden of this has to a great extent been shifted to the 

individual husband and wife through a teaching process. Costs are lowered for the 

industry. 

Many textbooks in nursing will precede a discussion of documentation with chapters 

about a larger set of concerns called Nursing Communication and Nursing Process. The 

nursing documentation examples discussed thus far represent what it means to 

communicate as a nurse, what it means to live the processes of being a nurse. At the 
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heart of this process is a relationship, that of the nurse to the person they are caring for. 

As we have seen, this relationship in its ideal form as represented in textbooks, is framed 

by many things. For example, the strict separation of objective and subjective as we saw 

above, is a constant part of what it means to be a nurse. Another kind of writing that 

nurses often do, but that seldom gets into the formal record, illuminates yet another frame 

that nurses must work within, the frame of creating constrained understandings about 

causes and effects. This form is called the nursing diagnosis and leads to nursing 

interventions. I give an example below. 

In order to provide care, nurses must organize knowledge about the person they are 

caring for. This must be done in certain ways. For example, a nursing diagnosis, as 

distinct from a medical diagnosis, describes a human response to a health problem that 

nurses are responsible for treating independently. A medical diagnosis describes a 

disease or pathology of specific organs or body systems that treatment focuses on 

correcting or preventing. The knowledge difference between doctors and nurses has to 

do with domains of certified expertise more than anything else. 

Figure 6.4. Nursing Diagnosis 

Nursing Diagnosis 
Ineffective Airway clearance related to obesity 

Interventions 
- Place client in high Fowlers position 
- Have client cough and deep breathe every two hours while awake 

Start weight-reduction diet (1200 calories) to decrease obesity. Encourage family to 
visit during meals. 

For example, if the above diagnosis was that breathing blockage was due to a crushed 

trachea then that would call for a medical diagnosis and a doctor would be called. Do 
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doctors treat obesity? Of course they do, but the point is that if a person with obesity 

struggles with breathing while under the care of a nurse, then the nurse has the 

professional responsibility to diagnose. This is the area of nursing knowledge. 

A nursing diagnosis is a very short statement about cause and effect. The phrase used 

between the cause and the effect is always "related to." Also, nurses are instructed to 

organize their diagnoses under the rubric of functional health patterns that I introduced 

earlier in the chapter. This is a second way that knowledge is organized in nursing 

processes of communication. Gordon's 1994 functional health patterns are a holistic 

approach to organizing knowledge of health as a system of interrelated variables. Nurses 

can choose from NANDA approved (National Association for Nursing Diagnosis 

Assessments) diagnoses within the domains of Gordon's health patterns, but they cannot 

go outside them. Here we see at work very powerful standardization processes that 

provide one of the frames for the ways nurses can read and write. The diagnosis of 

"ineffective airway clearance" above for example is approved as a diagnosis in exactly 

those terms stated above by NANDA under the functional health pattern health 

perception/management. 

These ideal forms of documentation in nursing represent the frames of the field. As 

soon as these forms enter into forms of discourse in social settings, they get complicated. 

As nursing students move from reading the text, to lecture, to lab, to the clinical 

experience, the forms take on life. First in lecture the documentation processes are 

brought to life in interesting ways through the voices of nursing teachers. Occasionally 

one hears the voices of the students. In lab and in clinical these documentation forms get 
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practiced with greater variation, but a variation that has systematicity. In the first 

instance this systematic variation is framed by the ideal forms discussed above. Below I 

present first, the lectures in some detail, and then the lab context. 

Lectures 

The lecture room for Nursing 100, the introductory nursing class, is on the third story 

of Tech Tower. The third floor was transformed during the latest renovation effort in 

1996 and has large classrooms that seat about eighty students at individual single desks 

organized in rows. The rooms are carpeted and have large windows facing towards the 

northeast. At the front of the room is a lectern with a computer connected to video screen 

technology. Most Nursing lectures are now presented in Powerpoint by the nursing 

faculty so it is fair to say that this technology has been successfully integrated into the 

nursing curriculum. When I attended lectures I would get there about ten minutes early. 

The room would usually be about half full, the rows in the front of the room already 

taken. I would sit in the back and set up my tape recorder and on some occasions, with 

the instructors and students permission, I would videotape. The room would slowly fill 

up, and the instructor would usually show up about five minutes before the hour. The 

lectures I saw were all done by women faculty. Indeed, the entire full-time faculty of 

nursing at the college totals 26 and is made up entirely of women. The adjunct faculty 

who work part-time at lower wages totals 47, 46 of whom are women. 

There were often hand-outs and the first few minutes before the actual lecture started 

would be taken up with managerial matters. Students might be reminded of some paper 



work that had to be completed, or of due dates and test times. Then the lecture would 

start. 

Lecture usually lasted for two-and-a-half hours. What is most interesting about 

lecture is how little the documentation processes are discussed. Of the 7 lectures that I 

attended where documentation was to be discussed only two made any specific mention 

of documentation. Nursing faculty and program directors told me that documentation per 

se was rarely talked about. The two specific times where documentation was discussed 

are presented below. However there was always time given to written general 

communication processes in nursing, especially in the first four to eight weeks of the 

course. During these lectures students would be introduced into smaller units of writing. 

These were often called something other than documentation. They were called goals, or 

nursing statements, nursing interventions, or as mentioned above, the nursing diagnosis. 

This kind of lecturing was constant through all the classes I attended. It was very 

detailed right down to the level of grammar, punctuation, syntax, and lexicon. Lecturing 

often indicated for students what the building blocks were, the smallest grammatical 

pieces of the documentation forms. For example, nursing goals or intervention 

statements were always parts of longer narrative notes that students wrote. As I will 

show, these small lessons within lecture on process and communication served to frame 

the few explicit discussion of documentation in important ways. For this reason I present 

sections of the lectures where nursing communication were central to the lecture. Then I 

present two lecture sections on documentation. My point here is in part to show that 

while nursing instructors would say to me "we don't teach reading and writing," my data 
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shows that they were very much involved in teaching of that kind when they talked about 

processes of communication. Another point is to show that instruction was oriented to 

teaching reading and writing in a very particular way. In all of my obserxations nursing 

faculty gave the greatest attention to the details of grammar, and in a very prescriptive 

way. 

These lectures all took place in the first 4 weeks of the first year of the nursing 

program. After this time students would spend 12 --16 hours a week in a clinical setting 

and be writing two nursing notes each week for the next year and three quarters. The 

lectures both confirm the ideal form and vary from it. Teachers bring in their own 

understandings, stories, metaphors, and sociohistorical pasts as they lecture, it is 

inevitable. Lectures in this context were very much like stories, the title of which might 

have been, "what it means to be a nurse." 

In this example below, the teacher Louise, is giving a lecture to about 75 first-

semester nursing students. Louise is in her mid-forties, speaks with a noticable Boston 

accent, raising her "r" to "h" quite a lot and sometimes dropping them altogether like on 

words like pattern which she pronounces as "pat:in." She also often drops the "g" at the 

end of words ending in "ing." This is another characteristic of "Boston" dialect. 

Normally Louise supplements her lecture with computerized overheads that she has done 

with MS PowerPoint but this evening she does not have her "stuff with her so she says: 

1. Alright 
2. Here's what I'll do 
3. I'll give it to you verbally 
4. L ike a real lecture 
5. And I'll have these made 
6. And I'll give them to you next week (referring to lecture note hand-outs) 
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The lead in to this lecture focuses on how nurses communicate so that it is relevant to 

the discussion of documentation that comes at the end of 3 hours of lecture. What I 

present here are moments in the lecture when Louise concentrates on nursing processes 

of communication that are particularly salient when it comes time to document those 

communications. The diachritics that I use here are quite simple. Words that are 

emphasized are signaled with italics like grimace. Sometimes a single syllable is 

emphasized and this I show the same way, gr/mace. Sometimes words are elongated and 

I signal this with a colon as in grimace. Finally I signal overlaps between Louise and 

student talk with overlapping horizontal lines. I also used utterance units rather than the 

line to separate out speech imits. These are signalled by short pauses in people's speech 

patterns as they finish one utterance phrase and begin another. I also group utterances 

into larger thcmatic clauses of lines that are demarcated by topic shift and/or longer 

pauses between speech. These diachritics help hi-light the structure that teachers use to 

place emphasis on certain concepts. It also gives the lecture segments a narrative feel, 

that is lectures often have many of the structural components of oral stories. Hi-lighting 

this aspect lets us see that Icctures, like stories, have a profoundly moral aspect to them 

and through these morally laden practices students enter into (or not) the community of 

discourse. 

One of the characteristics that Louise concentrates on is the idea of being exact in 

what you describe. Here she gets her idea across by having students write down what 

they understand through the word "normal." 

I. What does Good Mean # 1 
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1. I want you to 
2. I'm going to write a word down here 
3. I'm going to write down the word "normal" 
4. And I want you to 
5. Write down one word describing that word for me. 

6. What does the word normal mean to you? 

7. St: Good 

8. L: Good! 
9. He said good. 
10. What does good mean? 

11. Go ahead. 
12. What's normal mean? (to another student) 

13. Sts: Average. 

14. L; Average. What else? 

15. Sts; Regular. 

16. L: Regular. 

17. Sts: Baseline 

18. L: BaseXme\ 

19. (laughter) 

20. Normal's different! 
21. Right? 
22. What is normal? 

23. You can't use vague terms 
24. Normal to you 
25. Is not normal to me 

26. Normal is a relative term 
27. Good is a relative term 
28. The patient is good 
29. Good how? 
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30. Good what 
31. Good behavior? 
32. What? What? 
33. What does good mean? 

34. You cannot use generaUzed words. 

While this is not a discussion about documentation it is certainly part of the 

socialization process for becoming a nurse and for documenting what happens. "You 

cannot use generalized words," says Louise. Words like good and normal are not part of 

the vocabulary of nurses. They are also not a part of the written communication form 

either. In fact they are not part of nursing discourse at all. So what do nurses use and 

record if they are not allowed to use general word? The words they use must be 

descriptive, concrete, measurable, and verifiable in the sense that another nurse or 

professional would also be able to document the same phenomenon in exactly the same 

way. 

11. What Does Good Mean 2 

1. Does good mean 
2. you're assessing a limb 
3. Does it mean the color 
4. is pinkl 
5. that the pulse 
6. is present! 
7. That the patient 
8. can move 
9. his or her toes'! 
10. That's good. 

11. When I read that 
12.1 need to know it. 
13. because my interpretation 
14. is going to be 
15. much different from yours 
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When Louise says "When I read that I need to know it," she is indexing one of the 

underlying characteristics of the nursing written form, it's collective character. Nursing 

notes are always created for a collective community, the community of people who either 

carc for or are involved with the cure of that individual patient. Since nurses usually 

work in 8-hour shifts there will typically be a number of nurses responsible for the care of 

an individual person. There will be many people adding to the documentation of care. In 

other words, care is a collective responsibility that drives the social organization of 

reading and writing. 

Louise defines knowing through reading in a very particular way. She links pairs of 

words color-pink, pulse-present, and move-toes. These are all verifiable, measxirable, and 

they index concrete phenomena. They taxonomies of nursing knowledge that all nurses 

learn are often constructed word pairings. That is to say, one word means one and only 

one thing. For example, there are a number of words that all nurses in this country are 

taught as descriptors for a limb. Of all of those, pink is the one that means healthy. 

Nursing teachers are very conscious of the grammatical parts of speech and they speak 

directly to them when teaching nursing students how to communicate. The next example 

shows this. 

III. Explicit Directions 

1. The components of a goal and outcome 
2. the subject 
3. the noun right? 
4. the patient 

5. The patient's a subject. 
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6. A:nd the observation 
7. That you or 
8. Whoever is reading that chart 
9. You want to see 

10. So it's the observable direct behavior. 

11. So "the patient will" 
12. it's an active verb. 
13. Do you know what we mean by active verb? 

14. The patient will walk 
15. five steps. 

16. You can have conditions to this. 
17. The patient will walk five steps with a walker. 
18. Right? That's a modifier 

19. Or with a cane 
20. or with assistance 
21. still a goal 
22. but you've modified it a little. 

23. It's to help the next person. 

24. For example if you were bakin a cake 
25. and you left the directions for me to make that cake 
26.1 need explicit directions 
27.1 need how much flour. 

28.1 don't just need flour 
29.1 need half-a-cup of flour. 

30. I need specific directions. 

Louise gives direction at the level of grammar and uses standard grammatical figures 

of speech. This was common to all the classes that I observed. Nursing teachers spoke 

of subjects, verbs, and modifiers so that students would understand the degree of 

specificity that nursing communication required. Louise herself often used the metaphor 



of following an explicit recipe as she does above. So in lecture leading up to a discussion 

of documentation the tabic is set, so to speak. They are introduced to vocabulary, often 

linked vocabulary like identifying the word "pink" with good health in a limb. As Louise 

says to her students over and over again, "that tells you something." Students are also 

presented with basic grammatical structures for nursing communication. Teachers let 

them know what the subjects are (patients), what verbs to use (active when setting goals), 

and what modifiers go with what verbs. Finally, lectures always have many metaphors 

embedded in them like the recipe metaphor. Of significance here is that recipes are to be 

followed exactly. The nursing communication and documentation forms presented here 

appear to be highly defined and rigidly constrained. In fact, for purposes of 

communication, efficiency, and because of the threat of legal action they are meant to be 

that way. But of course when social actors begin to take them up they get "worked" on. 

Lectures can introduce the messincss of social action just a little bit. One can 

begin to see that nursing documentation might possibly vary more than would appear if 

one were just to look at the textbooks and much of the lecture. In the next 15 minutes of 

lecture Louise talks about documentation for the first and only time. While this is one 

unbroken utterance, in the sense that an oral story would be, I interrupt it at times to talk 

about particular sections in detail. In all of the classroom observations I made this was 

the longest specific discussion about a written documentation form that nurses use every 

day. Because of it's length I have also numbered the lines to help with the discussion. 

The structure of this lecture, which I organize below, gives focus to the aspects of 

documentation that Louise wants to get across. It also gives focus to the fact that lectures 
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are often akin to stories: they have orienting sections so that the audience has the 

opportunity to connect and interact with the story line; they have complicating sections 

where problems are presented; finally, they have resolutions so that the problems get 

taken care of These are all qualities that stories also have, although they present in very 

different ways. 

Table 6.1. 

Structure of the Documentation Segment 

A. Orientation 
B. Examples 

1. alteration in pain 
2. subjective data 
3. Objective data (vital signs) 
1. Writing - vital signs 
2. writing - non-verbal 
3. writing - quality 
4. location 
5. signs and symptoms 
6. precipitating events 
7. resolved 

D. Resolution 

I present each of these sections in turn, giving closest attention to part C, Louise's 

detailed instruction and organization of how and what to write. 

Documentation 

A. Orientation 
1. Documentation. 
2. If I told you normal 
3. you don't know what normal means 
4. it needs to be descriptive. 

5. And it's very difficult to document 
6. and we don't' do it very well 
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7. it's a national problem 
8. it's a national problem 

9. Pick up any article anjwhere 
10. it's a national problem of documentation. 
11. We're doing a terrible job. 

12. And probably when you get out into the clinical arena 
13. you're going to see some of that. 

14. You're going to be looking at some of your notes 
15. the patient uh, chart 
16. and you'll be reading the notes 
17. and you'll be saying 
18. "god that didn't really tell me anything," 
19 or "that told me a lot of nothing." 

20. Remember 
21. more is not better. 
22. Just cause you write a lot 
23. Doesn't meant that it's more uh, pertinent 
24. or appropriate. 
25. Just means that it's a lot more words 

Just as in the beginning of an oral story when a teller orients the listeners, so Louise 

orients her listeners to what she is going to say and how she wants them to understand it. 

She indexes her earlier discussion of "normal" to again make the point that 

documentation needs to be descriptive (4). She then makes reference to the world of the 

social when she says "we don't do it very well" in line 6 and when she says in line 11 

"we're doing a terrible job." What exactly does she mean by this? Answering that 

question is the point of the orientation, to be completely clear with students exactly what 

she means by this. The lines 14- 19 use an imagined situation where the documentation 

does this terrible job through the reported speech of the imagined student who is out in 

the field as a novice nurse. "God that didn't really tell me anything" or "that told me a lot 
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of nothing" (18-19) seem to be the two biggest problems with documentation in the 'real' 

world. That is people who document either don't say enough or what they say is not to 

the point as Louise points out in lines 20-25. The relevant words here are pertinent and 

appropriate. They are balanced with the requirement that notes are both detailed and 

concise. The next sections of the lecture give an example of a specific note, as Louise 

says at the end, a "good note." In part B Louise introduces the scenario and the framing 

concepts (subj ective/obj ective) for documenting, and in part C she areas of 

documentation itself. 

Bl. alteration in pain 
26. Ok I'm going to give you a patient. 
27.1 have a patient that has 
28. a pain 
29. let's do the alteration in comfort. 

30. We're going to document 
31. that this patient has an alteration in comfort 
32. so I'm going to write a note. 

33. In the first part 
34. Are you doing SOAP notes in the lab? 

35. Sts: Yeah. 

Lines 26-35 present the scenario to the students. In nursing, any time there is a change 

in the pain that is experienced by the patient, then this must be documented. The format 

that she is going to discuss is the SOAP note, with the four letters denoting Objective, 

subjective, assessment, plan. This is the form that most strictly represents the separation 

of objective and subjective between patient and nurse, observed/intuited, 

complain/collected. 

B2. subjective data 
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36. L; Ok 
37. So, is subjective 
38. those are the symptoms that he/she is presenting. 

39. So what are the symptoms? 
40. Lets guess some. 
41. So I'm the patient 
42. say, "I have pain in my left shoulder. (creaky voice) 
43.1 just had surgery." 

44. So my "S" is what? 
45. "I have pain." 
46. In left shoulder 
47.1 had surgery. 

Louise begins this section by saying that subjective is, "those symptoms that he/she is 

presenting. Signs and symptoms are terms that are used together so often in nursing that 

they are represented by the shortened symbol "S/s." Capital S stands for signs, that is the 

data that can be collected through what the nurse can see, take (as in a diagnostic test), 

hear, and touch. The creation of a hierarchy exists even at the level of letters here with 

the distinction between large and small, first and second embodied in the "S/s" symbol. 

However, this separation becomes blurry in the next section where Louise presents the 

objective data. 

B3. Objective (VS) 
48. Ok, my "0" 
49.1 always start off with 
50.1 always put vital signs in. 

51.1 didn't do them for a while 
52. then I went back to them. 
53.1 can't really give you a rationale 
54. why I do that 

55. But 1 think 
56. they're good to have 
57. as sort of the first line. 
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58.1 don't know what your clinical teacher's going to do 
59. but I like them 
60. so we're gonna do them. 

61. So we'll guess at blood pressure. (She writes vital signs) 
62. Apical pulses. 
63. Remember, I like apical pulses? 
64. Respiratory rate 
65. and temp, right? 

Louise always takes vital signs, that is the blood pressure, heart rate, temperature, and 

respiration. But for a while she didn't, and now she does again. So a question might be, 

does this basic information go into the objective data or not? In the clinical settings I 

observed nursing faculty almost always directed students to include vital signs. Louise 

does in fact give a rationale of sorts, the idea in line 57 of a "first line." This could be 

interpreted as a baseline of information. It could also be thought of as the "first line" of 

defense, a metaphor that seems to hang in the air. Her "I like them, so we're gonna do 

them," gives a subjective rationale for gathering objective data. She is clearly aware of 

this. The idea of choice and judgement enters into the decision of what data to collect for 

the first time. It is brought in by an active human agent. 

Vital signs are further complicated by different ways in which data can be collected. 

Louise mentions that she likes "apical pulses" in lines 62-3. There are in fact 10 pulse 

sites that nurses routinely use. Each one is taken for somewhat different purposes to 

assess somewhat different things. For example, pulse sites in the legs and feet are used to 

assess circulation to those parts of the body, the large femoral artery in the thigh is 

regularly taken to assess for shock or cardiac arrest when other pulses may not be 

discernablc. The apical pulse, taken from the back about 2/3 of the way up the torso and 
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towards the left, is typically taken for heart sounds. It is also typically taken with infants 

and young children. The point is, taking a pulse reading involves a lot of choice and 

ambiguity. It is not just the simple collection of an objective piece of data. 

After writing vital signs down, the bulk of the documentation occurs. This is where 

Louise answers the question, "What am 1 going to write?" What is going to be written is 

organized in terms of verbal and non-verbal communication, quality of pain, location, 

signs and symptom, precipitating events, and resolving. The last section gets cut off in 

the lecture because Louise runs out of time. Resolving the pain would have involved 

writing down an assessment based on the "S" and "O," then coming up with a plan. 

CI. Writing - verbalizing 
66. Ok, I always start with my vital signs 
67. but under that 
68. what am I going to writel 

69. So that I can show the next person 
70. or whoever gonna read that note after 
71. that that patient had pain. 

72. Sts: (various responses) Facial expression. 

73. L: So let's start with 
74.1 can say that patient verbalized pain 
75. numerous times. 
76. So that's good 
77. even though that's 
78. subjective. 
79.1 can say how many times she's verbalized it. 

80. So "patient complaining of pain 
81. all shift, right?" 
82. and you could put times for 
83. or whatever. 

84. Just to give the next reader a sense 
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85. that it really was on-going. 

86. Chronic complaint. 
87. it wasn't just once. 

88. St: So subjective is when she can't ( )? 
89. With objective you also 
90. she's also expressing with her face? 

The most interesting aspect of writing down verbal comments is how subjective data 

can be turned into objective data. For example, when someone verbalizes that they are in 

pain by saying that "I am in pain," this is a form of subjective data and rightfully ought to 

be documented in "S." However, if the person verbalizes pain a number of times that can 

be counted then the nurse can report this as objective data. So often, the subjective can 

be turned into the objective. The line between the two gets blurred in practice. 

According to Louise this can be done in a number of ways. One can write down, "all 

shift," use an inexact number "numerous times (75), or write down the exact number of 

times. Each of these three, going from most general to most specific communicate to the 

next person "a sense that it really was an on-going chronic complaint. It wasn't just 

once." The different choices present for writing, as well as the communicating of a 

"sense," again seem to muddy the divide between objectivity and subjectivity as 

expressed in the form. Louise presents this as legitimate as long as the communication to 

"the next reader" (84) gets across the sense of chronic pain. Again, in the practice of 

communication between people, the form seems to become less rigid in it's dictates for 

exactly how communication will take place. Louise continues with non-verbal 

communication. 

C2. Writing - non-verbal 
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91.L: yeah 
92. and we're also gonna write 
93. non-verbal. 

94. And then I could put 
95. "non-verbal, right? 
96. Signs, 
97. gr/macing 

98. St: Grabbing shoulder 

99. L; Grabbing shoulder 

100. St: Hunched over 

101. Ln: Hunched over 
102. Splinting, right? 
103. Ok. 

In non-verbal communication the choice of words is important. Because these are 

observations that the nurse makes, ofte about facial expression, non-verbal 

communications are signs. As mentioned above, symptoms are subjective data elicited 

from the patient and signs hey are a form of objective data observed by the nurse. 

Treating facial expression as a fomi of objective data is a tricky business. The word 

grimace, for example, indexes an internal state of pain. Therefore it is not easily 

measurable. How does one measure a grimace? Also, it is not necessarily easy to verify. 

That is, two nurses might well look at the same expression and use two different words to 

describe it like "grimace" and "frown." So non-verbal signs are a special form of 

objective data. They are treated, as if they meet the criteria for "objective" when in fact 

they do not. That is because they are external representations of a internal phenomenon. 

Because of this they often cause difficulty for students when they are learning to 

document. 
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C3. Writing - quality 
104. So we want to define actually in our "0" 

105. the quality 
106. Don't we? 
107. Quality meaning intensity. 

108. St: Localization 

109. L: localization where it is 
110. But we want intensity and uhh 
111. duration. 
112. That's the other word I was looking for 

113. We want to describe 
114. that pain 
115. very specifically. 

As indicated above, words like intensity and duration often get quantified in the 

nursing note and presented as a fonn of objective data. Much subjective data is 

quantified. Intensity, as mentioned above, scaled from 1 to 10. Duration, of course, is a 

time period, reported as objective data if the nurse observes the duration as in "all shift." 

Again, we see the "bracketing" of a subjective state, pain, with objective descriptors that 

segment pain and time. Constructing these brackets in terms of numbers makes it 

possible for nurses to include this information as part of the objective section of the note. 

Again, the purpose of all this is to communicate with the next person on shift, and the 

person after that, and on down the line of nurses who care for this patient for the period 

of their stay at the facility. 

C4. Writing - location 
116. So we also want to say here 
117. "patient" 
118. want the patient to always point to where their pain is. 
119. Tell them "Use one finger 
120. and point exactly where the pain is" 
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121. If it's generalized pain it's different. 
122. But if it's here or here or here (points to body parts) 
123. and that way you can describe it. 
124. so "patient pointing to mid-stemum" 
125. or mid-shoulder 
126. or mid-thigh. 

127. Because if he or she has surgery here (shoulder) 
128. and they're complaining of pain here (sternum) 
129. What does that tell you? 
130. Something else is going on, right? 

131. Doesn't that help 
132. doesn't that help qual:if:y the pain? 
133. to describe the pain 
134. so you want to write that 

135. How intense was it? 
136. Ask them to describe it? 

137. Was it sharp? 
138. Was it aching? 
139. Was it dull? 

Identifying spatial location is also very important. In health care the body is split into 

quadrants. They are upper right and left, and lower right and left. These quadrants are 

defined by body part like like "torso" or "knee" and are further delineated through their 

distance from a medial quadrant point like "left lower extremity" or "below left knee." 

Finally, in the note they are abbreviated in standardized ways so that "LLE" is a standard 

abbreviation, usually found in surgical settings, and it is an abbreviation approved by the 

American Nursing Association. These are reviewed and revised every three years at the 

national level. There are approximately 100 abbreviations approved at the national level. 

Of these about 20 organize the body. Each institution will have some idiosyncratic 

abbreviations as well. And nurses have many of their own abbreviations they use to 
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communicate with one another. On one shift that I observed a teacher reviewing the 

nursing note of a student and wrote on it, "cya." The student thought about this for a 

moment, nodded her head, then went off to re-write the note before entering it into the 

record. The teacher then turned to me and said: 

'There's umm, a really important part of the note that students have a hard time 
learning. Umm, sometimes they write something that could, maybe, get them or the 
hospital in trouble. That's when I write "cya." Cover your ass." (personal 
communication, Professor C., January 22, 2000) 

C5. Writing - signs and symptoms 
140. Were there associated signs and symptoms? 
141. meaning 
142, were they diaphoretic? (visible perspiration of forehead and upper body) 
143. were they nauseous with the pain? 

144. Granted, you can't 
145. some of this is subjective 
146. but diaphoresis you can see 
147. that's sweating. 

148. Nauseous, I mean 
149. patients can go 
150. "I feel nauseous." 
151. Certainly they can also 
152. that can also be an objective sign 
153. cause every time they have pain 
154. they have this nauseous feeling 
155. and even though you can't see it 
156, you can certainly associate it 
157. with that isolated event 

Again, we see the line between objective signs and subjective symptoms get blurred. 

Nausea," even though you can't see it," is something that can be associated with an event. 

As in time and pain, it is something that can be segmented, and then it can be counted. 

So for example, nausea could be constructed in the following way to make it a piece of 
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the objective data: "patient stated "I feel nauseous 4X during shift," or "patient stated 

they felt nauseous for 30 min." 

Finally, in the objective part of the note, the nurse states what might have 

"precipitated" or caused the pain and how it was resolved. In these last two sections 

Louise is hurrying because she is running out of time. This is particularly reflected in 

section C7 where Louise wants to talk about resolving the pain, that is documenting what 

the nurse might have done to alleviate pain. But after the first two lines she (179-80) 

takes a tangent to introduce another possible cause, another possible precipitating event 

in the fonn of a prior condition. 

C6. Writing - precipitating events 
158. So we want to do the quality 
159. how long did it last? 

160. Did it last two minutes? 
161. What were the precipitating events 
162. that needs to go in our "0?" 

163. Did they just run up the hallway 
164. and now they have pain? 
165, Were they just lying in bed? 
166. Doesn't that tell you something? 

167. If I was just lying in bed 
168. and had pain 
169. versus just running up 
170. up the hallway 
171. which one is worse? 

172. Sts {Lying in bed} 

173. L: {Lying in bed} (highly raised for emphasi 
174. Right?! 
175. You don't need to know another thing (still very high in her register) 
176. you don't need to look it up 
177. you don't need to do research 
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178. it's worse. 

CI. Writing - resolving 
179. You need to write what re:solved the pain, (back to normal register) 

180. Did they need something special? 

181. Have they had this pain in the past? 
182. That goes under the "0" 
183. "consistent with patient's angina" (prior condition that might cause pain) 

184. Now even though that's a subjective 
185. they're telling you 
186. that this pain 
187. how they described it 
188. the location 
189. the duration 
190. the intensity 
191. is consistent with their angina for example 
192. and you need to write that. 
193. That's part of the "0." 

194. "Patient describing pain consistent with their angina." 

195. Someone looks confused. 
196. Any confused? 
197. No? 
198. Ok. 

199. How the pain got resolved 
200. that's very important. 
201. This is the same kind of experience as in the past. 
202. We've got to describe exactly what we did. 

D. Resolution 
203. Ok, that's all the time that we've got for today. 
204. Sometimes y'see notes that you don't want. 
205. But y'know what 
206. this is a good note. 

207. Alright guys 
208. I appreciate you coming in an hour early. 
209. I'll sec you in a couple of weeks. 
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In the final section of the lecture Louise notes confusion when she again takes what 

appears in the text to be a fomi of subjective data and gets recorded in the objective part 

of the note. Students are confused at this point. Time is running out in the lecture. 

Louise very quickly introduces the idea of a prior condition that should go in the "O." 

The two relevant parts of the sentence that directly connect to one another in terms of 

functional relationship are lines 184 and 193. "Now even though that's subjective," 

"that's part of the 0." The utterance clauses 185-192 are repetitive conditional clauses 

that repeat the conditions under which subjective data is turned into objective data. 

When it is turned into objective data then it can be recorded. This process is not 

transparent to students because it appears to violate the strict rules that are presented in 

the book, in other lectures and in earlier parts of this particular lecture by Louise, in the 

situation outlined at the end of the lecture we see an instance where people, in this case 

the teacher, work the form rather than the form working on people. This is significant. 

Anna, another professor in the nursing faculty, provides a lecture that helps fill out the 

picture that I have presented above. Anna is in her late fifties. She is a diploma nurse 

meaning that she graduated from a four-year program in a teaching hospital. She also has 

an Ed.D. in nursing education. She is a Boston native from her accent but speaks with 

much clearer enunciation and more slowly than Louise does. She tends to not emphasize 

through accent or elongation. She does not raise or lower as much as Louise, speaking 

mostly in a voice where local dialect traces (like raising "r" to "h") have been erased. 

She never uses the word client in her lectures, always referring to people as patients, 

whereas Louise used the word client when speaking from official texts. Anna's 
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discussion of documenting is done in terms of writing down a nursing diagnosis and 

writing down goals for intervention actions based on the diagnosis. If we think back to 

the different note forms presented earlier, the nursing diagnosis relates most closely to the 

problem-focused notes, the DAR and SOAP. But, as I showed earlier, even in narrative 

notes that students write we find very structured subject-verb-condition kinds of 

statements. Structurally, the section of Anna's lecture that I present below has two main 

sections; one on coming to a nursing diagnosis and one on writing the goals for a nursing 

intervention. While the topic of the lecture or the "story" title might be called "Nursing 

Diagnosis and Intervention," I also have tentatively given it the title "How to 

Communicate like a Nurse." Below I discuss why this title is the holistic "sign" that 

organized the overall presentation. 

The structural representation of Anna's speech represented above gives us a picture of 

her lecture's organizational characteristics. While Louise began with a discussion of the 

word "normal" in order to make the point that nurses cannot use general terms, Anna 

comes at nursing communication from a different direction. She talks about the overall 

organization of knowledge. This is one large area of contrast between the lecture "story" 

structure of one instructor in comparison to another. In the structure, and the overall 

story line, we see the personality of the instructor, their idiosyncratic approach to similar 

information. This is represented in table 6.2 below through as a structured account of the 

lecture on "How to Communicate Like a Nurse." 
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Table 6.2. 

Structural Representation of a Nursing Diagnosis; Nursing Diagnosis, Intervention, and 

How to Communicate Like a Nurse 

I. Nursing Diagnosis 
A. Data processing 

1. Classifying 
2. Interpreting 

B. From processing to problem 
1. recognizing a problem 
2. coming to a nursing diagnosis 

C. From problem to cause 
1. Kinds - one and two-part 
2. Etiology 

D. Examples 
1. stomach ulcer 
3. legally inadvisable statement 

II. Writing it down somewhere - Goals for intervention 
A. Guidelines 

1. long-term 
2. short term 

B. Grammar 
C. Criteria 

1. Time 
2. Quantity 
3. Quality 
4. Modifiers 

D. Test and Signing 

There are contrasts between the two instructors as well, particularly when Anna takes 

time to contradict official "textual" knowledge, indexing a possible alternative identity 

(alternative from the one officially sanctioned in the text) for the apprentice nurses in the 

classroom. However, the similarities between the two lectures stand out more than the 

contrasts. These include instruction at the level of grammar for nursing communication, 

metaphors that index a very particular model of communication, and the strict separation 

of subjective from objective knowledge. Taken together they show us a form where the 
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organization of words and what they will mean is very highly structured and controlled. 

As I have done with Louise's lecture I present each section of the lecture in turn. 

I. Data Processing 
A. Classifying 

1. A: The reason you do assessment is to arrive at....? 

2. Sts: diagnosis 

3. A; diagnosis 
4. And the first step 
5. in figuring our a diagnosis is 
6. data processing 
7. now that sounds like a computer doesn't it? 
8. But that's what we want to do 
9. have a computer file in our brain. 

10. So data processing 
11. is the first step in 
12. the diagnostic process 

13. Under data processing 
14. the first step is to classify 
15. the data. 

16. So 
17. before we analyze it 
18. we have to classify it. 

19. Because it's a lot easier to deal with 
20. if you have 30 things to look at 
21. if you can classify it 
22. into 2 or 3 categories 
23. it's easier to deal with. 

B. Interpreting 

24. First you classify the data 
25. then you want to interpret the data 

26. And interpreting the data involves 
27. figuring out what's important (tape 0-37) 
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28. which is identifying significant data 
29. significant for the patient's health. 

30. And then how you know if its normal or not 
31. the second thing is you compare it to the norm. 

32. and thirdly you want to recognize patterns 
33. remember what Marjorie Gordon said 
34. these are functional health patterns 
35. it's not a one time occurrence. 

36. So you're looking for cues. 
37. Pieces of data that you collect with your senses. 
38. It's also sometimes called sign and symptoms. 
39. Those are words that are used a lot 
40. for medical diagnosis 

41. But signs are different from symptoms. 
42. A sign is something that is objective 
43. something that we can gather 
44. by reason of our senses. 

45. A symptom 
46. is subjective 
47. something that the patient experiences 
48. and you can't always see. 

The first two sections introduce the students to processes for organizing knowledge. 

Anna begins with a generic schooling call and response form identified by Mehan (1979) 

as the initiation-response-evaluation strategy. Given the size of the student population at 

75 this strategy seems to be less of an evaluation strategy and more of a tool for creating 

social attention. It is similar to a kindergarten teacher singing the same song every day as 

a way to orient the children's attention towards the idea that the day has "begun." Lines 

six through nine index the cognitive and physical model that Anna wants students to use 

in "figuring our diagnosis (5). 

6. Data processing 
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7. now that sounds hke a computer doesn't it? 
8. But that's what we want to do 
9. Have a computer file in our brain 

This overarching metaphor is one that Anna uses at the beginning of the lecture and 

comes back to at key points. Data is to be classified into categories. We want a 

"computer file in the brain." This includes classifying (13-15), analyzing/interpreting 

(24-29), comparing to the norm, recognizing patterns (32-35), and collecting the "pieces 

of data" (36-48) strictly separated into objective and subjective. Classifying is defined in 

the classical sense, that of making categories of "like" things. In another lecture Anna 

gave an example of this with food groups. She had various food items and asked students 

to categorize them. Students responded by calling out such categories as "meats," 

"Vegetables," and "grains." Underlying this activity and her statement of making 

"things... easier to deal with (23) is the notion that creating categories is natural, that 

there is only one "natural" way to do it. 

Once one has the data organized into categories then you have to figure out what data 

is important (27). That is, the process of analysis/interpretation is deictically connected 

to data that is important. And what makes data important? It's relationship to established 

norms, that is what is normal. 

30. And then how you know if its normal or not 
31. the second thing is you compare it to the norm 

These norms are organized in terms of the functional health patterns that I mentioned 

earlier developed by Marjorie Gordon. They organize both physiological and 

social'psychological health into functional patterns. These patterns of organizing data 

frame any interpretation, as Anna suggests in lines 26-9. That is, they will organize the 
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"figuring out what's important" (27). Data is organized into "pieces" that the nurses will 

"collect with your senses" (37). Like Louise, she makes a clear distinction between the 

data that is collected by the nurse and the data that as she says "a patient experiences, and 

you can't always see" (47-8, emphasis added). Here "you" is clearly the nurse. The 

word "see" indexes the objective-subjective split where objective knowledge is privileged 

in terms of seeing. The operative grammatical connections are between nurse-sign-

objective on the one hand and patient-symptom-subjective on the other. What is 

important about this data organization tool, that is what it is happening in terms of 

making meaning, is that the purpose of creating this data is to get to a problem defined 

through these patterns. Anna makes this clear in the next section. 

B. From Data to Problem 
1. Recognizing 
2. Unmet need 

10. A: how do we arrive at the recognition of a problem? 

IL I looked at a text one of those computer-assisted instruction 
12. and it gave some steps 
13. to know how to 
14. arrive at recognizing 
15. a problem. 
16. Ok, let me give you those. 

17. One thing is to organize the data into categories 
18. like we did. 
19. Either functional health patterns 
20. like oxygenation 
21. elimination 
22. mobility 
23. so we know how to do that. 

24. The second step is to ask 
25. does the data in one category 
26. indicate an unmet need 
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27. because an unmet need is really what..? 

28. Sts: 

29. A: 

30. St: Is this still falling under diagnosis 
31. or are we on to "O" now? 

32. A: "O"? 

33. St: Are we still on diagnosis? 

34. A: diagnosis 
35. We're trying to arrive at a problem or a diagnosis 
36. so does the data in one category indicate an unmet need? 
37. Can the patient meet the need with resources? 

38. Is the unmet need really a problem? 

39. A: and I'd like to give you a small definition of nursing diagnosis 
40. just so we can stay on the right track 

41. Ok so the nursing diagnosis (reading voice) 
42. is a statement 
43. of the potential or actual problem, 
44. in the patients health status 
45. the level of existence 

46. that the nurse is licensed 
47. and competent 
48. to treat. 

Anna begins this section with a passive verb "arrive" with the modifier "recognize" that 

again privileges cognition through seeing in line 49. She uses "steps" not unlike the 

earlier use of "recipe" as a way to "arrive at recognizing a problem," a phrase that is 

repeated twice. In the second section she reprises the discussion from section one and 

then in the third section, or as she says "the second step" (63), students are introduced to 

the question that guides the collection and organization of data. In the initiation-

{problem} 

{right, a problem} 
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response-evaluation section (66-8) we see a clear example of students socialization into 

nursing identity through discourse. 

66. A: Because an unmet need is really what? 

67. Sts: problem 

68. A; right, a problem 

At the level of discourse the example above is part of the creation of a collective 

nursing ideology, in the sense of linked systems of ideas. The ideas here that are being 

linked in a way that is unique to nursing are those of "unmet need" with "problem." 

Lectures are full of these kinds of idea linkages. "Unmet needs" and "problems" are also 

linked here to "facts as pieces, to classi fication of knowledge in like categories, to 

categories defined through socially constructed "functional" patterns like mobility, 

elimination, and oxygenation. The whole process of defining a problem takes on an 

ideological dimension. The student response is significant here as well. Sometimes 

student responses cover a variety of answers in the IRE format. Sometimes, the body of 

75 or so students is largely silent. However in this instance the response is large and 

immediate. The collective response "problem" in line 67 receives an immediate 

evaluation from Louise with "right, a problem" (68). So while students are largely silent 

in terms of speaking during the lecture it would be wrong to assume that they are not 

active and engaged. On the contrary, the IRE moments of the lecture indicate that 

students are actively taking on the identity of nursing through discourse and the creation 

of a nursing ideology. 
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The following lines (69-73) support just as clearly that this is not simply a process of 

transmission where students take on the discourse forms and identities of the field. One 

student (70) is not clear as to whether this discussion is about a diagnosis or about the 

"O" where presumably the discussion is about the subjective-objective divide. Possibly 

the student thinks that the discussion has moved on to a documentation form, the SOAP 

note. Anna is confused by the question until the student asks the "proper" question "are 

we still on diagnosis?" (72). At that point Anna brings the lecture back to the "right 

track" (79) by giving a clearly enunciated definition of the nursing diagnosis, one that she 

reads and that comes directly from an official text (80-7). 

80. Ok so the nursing diagnosis (reading voice) 
81. is a statement 
82. of the potential or actual problem, 
83. in the patients health status 
84. the level of existence 

85. that the nurse is licensed 
86. and competent 
87. to treat. 

Anna pauses between utterances so that students can write down the definition. She 

makes a long pause between the definition of the diagnosis and the final statement of 

official sanction (85-7). Part of the definition of a nursing diagnosis, significantly I think, 

is the idea of licensure and competency. These ideas are linked deictically to line 84 

through the word "that" in line 85. That line curiously refers to "the level of existence," 

perhaps indicating that the problems that nurses can treat are not only circumscribed by 

their quality, but also through their seriousness in terms of degree, or "level of 

existence " 
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C. From Problem to Cause 
1. kinds - one and two-part 
2. contradicting the text 
3. parts 
4. etiology 

88. Your book mentions a one-part statement. 
89. One is a syndrome diagnosis. 
90. This is when the factors are obvious 
91. so we don't have to say 
92. "post-trauma response related to trauma" 
93. cause we don't need the extra word. 

94. and the second one that your book mentions 
95. is a wellness diagnosis 
96. that we would usually see in a clinic 
97. or a school 
98. or in the doctors office hopefully. 

99. And your book mentions that this is a one part statement 
100. which would say something like 
101. "health related behaviors." 

102. but I disagree with that 
103. cause I think that 
104. if we had what it was related to 
105. it would help us to direct 
106. our assistance to the patient. 

107. For example (241) 
108. if we say 
109. health related behaviors 
110. related to 
111. absence of exercise 
112. as a risk for heart disease 

113. if you write this down 
114. then you already know 
115. its helpful to write it down 
116. what it's related to so 
117. that helps us advise the client. 

118. At this point in time 
119. we won't be using this one part statement too much 
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120. we'll be using a two-part statement 
121. and under two-part statement 
122. we'll look first at an actual problem. 

123. In writing it 
124. the first part of it 
125. deals with a human response 
126. like a human response to an illness. 

127. The second part of it deals with 
128. causality 
129. or it gives us direction 
130. to treating the patient. 

131. Nursing diagnosis 
132. consists of the problem 
133. and the cause 
134. or the contributing factors 
135. in the problem. 

136. The word etiology 
137. is used if there is 
138. a connection 
139. between the cause 
140. and the problem statement. 

141. So when we write it down 
142. we like to have 
143. the cause 
144. and what its related to. 

This section is significant for Anna's contradiction of the official text and assertion of a 

kind of nursing knowledge and associated activity that indexes a "professional" identity. 

She begins with one-part statements in terms of a syndrome diagnosis "when the factors 

are obvious" (90) and wellness diagnoses. What she means by "factors are obvious" is 

that one-part diagnoses are descriptive only. There is no interpretive element to them. 

Anna explicitly rejects this definition of a nursing diagnosis and with it the restriction of 

nursing activity to description only. The one-part statement can be found in recent 
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nursing texts whereas older nursing texts from 1995 and earlier will tend to the two-part 

organization that Anna teaches the students. In lines 102-6 Anna lays out a clear 

rejection of the one-part statement and comiects it to her understanding of a professional 

nursing identity. 

102. But I disagree with that 
103. cause I think that 
104. if we had what it was related to 
105. it would help us to direct 
106. our assistance to the patient 

Assistance to the patient, the professional nurses role, is directly connected to relating 

causes and effects. This helps them to "direct" (105), a word that indexes an area of 

action over which nurses are the people who should be in control. Her example (107-

112) of health related behaviors related to absence of exercise is then explicitly framed in 

terms of a knowledge (114) that "helps us to advise the client (117). The one-part 

statement is maximally efficient and controlling of nurses, the judgements they might 

make and the actions that may come from those judgements. This kind of a statement 

indexes part of the "new" capitalism of managed health care, an ideology of social 

control and efficiency. However, as Anna says: 

118. At this point in time 
119. we won't be using this one part statement too much. 
120. We'll be using a two-part statement 
121. and under two-part statement 
122. we'll look first at an actual problem. 

Nurses deal with, as Anna puts it, actual problems. This is organized into two, as she 

says, "parts," the "human response to an illness" and the "causality" (123-30). This 

basic syntactic organization is so basic and central that Anna repeats this idea three times 
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before going on the give an example. She repeats it twice in the sections from 123-35, 

then introduces an example of professional vocabulary "the word etiology" (136) that is 

defined as "if there is a connection between the cause and what its related to" (137-9). 

She then repeats this very central syntactic organizational structure one last time. 

141. So when we write it down. 
142. We like to have 
143. the cause 
144. and what it's related to. 

There is a power here to the process of a kind of parallelism, or simply put, the power 

of repetition of generic forms. Anna repeats the form twice, introduces a piece of 

professional vocabulary to describe the form, then repeats it again. She continues this 

process in greater detail in the examples that follow in part D. That is, Anna lays out 

some of the grammatical characteristics of a professional nursing identity at the level of 

a professional grammar, vocabulary, and syntax. She also explicitly references some of 

the limiting frames to that identity as well. 

D. Examples 
1. fluid volume deficit (establishing the professionalized vocabulary and syntax) 
2. stomach ulcer (the doctor-nurse frame/boundary) 
3. legally inadvisable (the legal irame/boundary) 

145. A: I'll give you one more example 

146. Fluid volume deficit. 
147. This is really the person who's dehydrated 
148. related to difficulty feeding self 
149. as evidenced by 
150. increased temp 
151. decreased turbor 
152. dry tongue 
153. low urine output. 
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154. A: Stomach ulcer related to increased hydrochloric acid 

155. Sts: No 

156. A: no 
157. Maybe we could say 
158. altered nutrition 
159. or related to stomach pain. 

160. A: There are many kinds of mistakes you can make 
161. in writing a nursing diagnosis. 
162. One of them I call 
163. a legally inadvisable statement 

164. It implicates someone 
165. shows blame 
166. on somebody's actions 
167. or lack of actions. 

168. So legally inadvisable statements 
169. such as 
170. "degenerated skin condition related to improper position." 
171. What does this tell us? 

172. St: somebody {put her} 

173. A: {They did not}get good care. 
174. I do not want to have to go to court with you. 

175. So what we would have to do 
176. Is certainly correct that situation. 
177. Did that really happen? 
178. Do we have to go to supervisor? 

179. The real reason 
180. or physiological reason 
181. is that 
182. the patient had inadequate circulation 
183. and maybe this is not the best 
184. and maybe we didn't mean it that way. 

Anna gives the students three examples of nursing diagnosis. The first one is the 

"fluid volume deficit" example and this is clearly a context where students are being 



240 

situated into the vocabulary, syntax and "grammar" of nursing. The second example is a 

test, where the example Anna gives students for a diagnosis transgresses the boundary of 

nursing competency and expertise and crosses over into the realm of doctors. That is, it's 

an example of a situation where nurses are neither licensed nor competent (one supposes) 

to diagnose. The final example crosses the boundary of legality. All three examples 

define characteristics of what words will be allowed to mean in nursing. 

The first example introduces professional vocabulary, syntax and grammar. So "fluid 

volume deficit" is both specialized vocabulary and syntax. As Anna says in line 147, 

"this is really the person who is dehydrated." So she acknowledges that this is 

nursing/'medical discourse. The syntax of the phrases as well as the overall phrase 

structure is also highly organized. I have presented it as utterances that are separated by 

Anna's own pauses. Hi-lighted in this rendering are the short 2-3 word phrases that can 

often be found underlying the documentation forms presented earlier in the case. 

145. Fluid volume deficit. 
146. This is really the person who's dehydrated 
147. related to difficulty feeding self 
148. as evidenced by 
149. increased temp 
150. decreased turbor 
151. dry tongue 
152. low urine output. 

As with the idealized form presented in the text the example above has very little 

mention of people, the only pronoun being "self in line 147. There is no "nursing" 

presence in the text. The basic utterance unit is a noun that is modified once or twice. 

Verbs, of which there are two, are passive (related, evidenced, feeding). The overall 

structure, though, is not really two-part as Anna has stated, but three-part. There is the 
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statement of the problem "'fluid volume deficit," followed by the cause or etiology, 

"related to difficulty feeding self." Notice that the grammar is a truncated version of 

standard grammar. For example, in the "norm" those phrases would have to be 

something like, "(Mrs. Jones has a) fluid volume deficit (and this is) related to (a) 

difficulty (in) feeding (her)self." The third part of the statement is a series of two-word 

prepositional phrases that establish the evidence. Both the vocabulary and the syntax are 

those of the professional nurse. Words that are abbreviated like "temp" or specialized 

vocabulary like "turbor" are clear examples but also the word order, as in "fluid volume 

deficit, are professional and belong to this particular social speech genre. As I mention 

above, Anna knows this kind of special speech needs elaboration to her students when 

she explains that "this is really a person who's dehydrated." (147). 

The second example indexes what nurses cannot diagnose, or at least one major area 

of diagnosis where they must not trespass. This is the area of the doctor. A stomach 

ulcer is a medical diagnosis, not a nursing diagnosis. Again, Anna uses the IRE and 

students imm.ediately give the response that signals their understanding of this boundary 

with a collective "no" in line 155. 

153. A; Stomach ulcer related to increased hydrochloric acid 

154. Sts: No 

155. A; No. 
156. Maybe we could say 
157. altered nutrition 
158. or related to stomach pain 

Interestingly, Anna also provides a way for nurses to record this "kind" of information 

in a way that fits into the nursing genre. So, while a nurse could not document an 
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increase in hydrochloric acid because this would have to be a test ordered by a doctor, 

they could document an "altered nutrition." This is an example of people working the 

form to suit their needs, and not being completely determined by the speech genre. 

The last and longest example indexes the world of legality. The example itself is quite 

short but the explanation is long. As Anna introduces this kind of mistake, she stakes out 

an entire area of activity that cannot be documented by nurses. As she says, the "legally 

inadvisable statement implicates someone (163-4, emphasis mine). So if we think about 

the example, "degenerated skin condition related to improper position," the word 

"improper" points deictically to that someone. It points as she says to "somebody's 

actions or lack of actions" (166-7). This is an area of discourse that is not allowed into 

this genre of speech or documentation. Remember that nurses never show up in their 

own documentation in terms of pronouns or other identifiers. Again, it would be possible 

to document the giving of medications by saying "nurse gave medications" but in fact 

that is never done. It is always "patient took," or "patient was given," or "meds given" 

but the nurse as an actor in the document is never presented in this genre. This is a very 

important quality of the genre that I will return to in the discussion. 

Anna presents this to her students as a situation that needs "correction" (176), going so 

far as to ask, "Did that really happen?" Nurses are allowed to document what she calls 

"the real reason" which is, as she says: 

179. The real reason 
180. or physiological reason 
181. is that 
182. the patient had inadequate circulation 
183. and maybe this is not the best 
184. and maybe we didn't mean it that way. 
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As in all social discourse genres there are boundaries to what words are going to be 

allowed to mean. Meaning here is deictically pointed, "that way," back to the real reason, 

which is physiological only, and the wrong documentation that constitutes a "legally 

inadvisable statement." Nursing documentation not only provides a form of collective 

understandings represented in official notes. It is also a collective form of protection 

through the creation of boundaries around what words and phrases will be allowed to 

mean. In this case a physiological change such as degenerated skin condition can only 

have a physiological cause. Causes and effects cannot include the actions or lack of 

actions of the nurse. Thus causes and effects, represented in cause and effect statements 

that go into the record, are substantially restricted. Since causes and their related effects 

or "etiology" form a part of critical thinking, we see here how exactly what critical 

thinking will entail is bounded. 

Finally, it is significant to note where the site of correction will be. If a nurse wrote a 

diagnosis that needed correction, how does that get done? Anna clearly states that you go 

to a supervisor. This person is also a nurse. This keeps the site of correction within a 

community of nurses, protecting nursing and nursing forms of knowledge production. At 

the same time, the documentation correction creates what "really happened" in a very 

particular way as I have argued above. 

175. So what we would have to do 
176. is certainly correct that situation. 
177. Did that really happen? 
178. Do we have to go to supervisor? 

The second section of this lecture segment is about "writing it down," specifically the 

writing down of goal statements for an intervention based on the nursing diagnosis. An 
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intervention is a change in the care of the patient/client that addresses the "problem" 

documented in the nursing diagnosis. As she did with the nursing diagnosis, Anna 

carefully lays out the grammar and syntax, both explicitly and through the examples she 

gives. She also defines what kinds of verbs are allowed and the kinds of modifiers that 

will put boundaries on those verbs. Modifiers also help create units that will be used for 

measurement and evaluation as to whether the goal has been met or not. She begins with 

a discussion of the two kinds of goals that nurses write; long-term and short-term goals. 

II. Writing it down Somewhere - Goals for Intervention 
A. Guidelines 

1. long-term 
2. short-term 

141. A: The fourth step is to document 
142. which means to write it down somewhere. 

143. And we'll be doing this in clinical 
144. if you come out with a new problem. 

145. A: So we have a few guidelines for writing goals 
146. and one that I have found is 
147. remember the diagnostic statement 
148. has two parts to it, right? 

149. The diagnostic part 
150. and the related to 
151. the etiology. 

152. When you're writing long-term goals 
153. the long-term goal 
154. focuses on the first part 
155. of the diagnostic statement 

156. and the short term goal 
157. focuses on the etiology 
158. or the second part of the statement. 

159. If we had a diagnosis 
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160. of ineffective airway clearance 
161. related to pain 
162. the short term goal would focus on what? 

163. Sts: pain 

164. A: Pain. 
165. So the goal of what we do 
166. minute to minute would focus on that. 
167. The long term goal 
168. by the time of discharge 
169. would help them 
170. get rid of 
171. the ineffective airway clearance. 

The first characteristic that adheres to goals is that they derive from the nursing 

diagnosis, from both parts of the statement. The diagnostic part of the statement 

determines the short-term goal that will be written and the etiology determines short-term 

goals. Like diagnoses, goals are statements of cause and effect. Thus, they constitute an 

example of what it means to be a critical thinker in a nursing environment. And just as 

the diagnostic statements, written goals are restricted in various ways. 

B. Grammar 

172. A: So all they're saying is 
173. what does a short term goal consist of? 

174. It consists of a subject 
175. which is the noun 
176. which is the patient 

177. And then you have a verb 
178. like the verb is what the patient will do. 

179. And they give you examples in the book 
180. of good verbs to use 
181. those that are measurable 
182. and then you need to have criteria. 
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Here Anna shows the grammar and syntax of a short-term goal. Short-term goals always 

begin with the subject which is always a noun and more importantly, always a patient. 

There can only bo one subject of a written goal and that is the patient. Notice again that 

this grammar makes it impossible for the form to ever represent actions of someo«e else. 

Any action then, must be taken by the patient, since they are the only kind of subject 

noun that will be allowed to enter into the written goal. The next word in the syntax of 

the goal will be a verb, as Anna says, "what the patient will do." (222). There are good 

verbs and there are examples in the text. These verbs must be measurable and acceptable 

verbs are in fact listed in the text. So this means that whole classes of verbs are either 

excluded from nursing documentation or, as I have argued earlier in this case, they can 

only enter into the documentation if they are re-created as measurable and verifiable. 

Verbs ofbeing and affect, for example, generally do not fit into the acceptable form. But 

when they are used they will tend to be organized first as subjective (coming from the 

patient) and second as segmented ("tell me on a scale of 1 to 10 just how unhappy you 

are"). 

The third part of a written goal Anna calls criteria. She also calls it "condition" and in 

the section of lecture that comes next also uses the grammatical term "modifier." Like 

nouns and verbs, modifiers are both highly defined and rigidly constrained. The basic 

unit of noun-verb-modifier is again repeated here, as it was in the nursing notes that I 

presented earlier. Criteria are also classified. Not all modifiers can be used in nursing 

documentation. The classes that can be used are time, quantity, quality, and conditions. 
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The last two classes are qualitative classes that are re-conceptualized in terms of 

measurable quantities. 

183. Now criteria are important. 
184. I'll give you some examples of that 
185. when you're writing a goal. 

186. Now criteria can be stated in different ways. 
187. One way they can be stated 
188. is as a time 
189. limit. 

190. An example. 
191. The patient is the noun 
192. "will walk" is the verb 
193. the criteria time is 
194. "will do that by September 29^^ 

195. Another criterion 
196. is quantity 
197. which deals with the amount 
198. of something. 

199. So 
200. if this person were learning about 
201. the disease 
202. say the patient will verbalize or tell you 
203. two out of four symptoms 
204. that's how many we want the person to know. 

205. Or 
206. say the person was dehydrated 
207. and you wanted them to drink a lot 
208. how much is a lot? 

209. "The patient will drink one quart" 
210. of liquid 
211. so that's the quantity 
212. or the amount. 

213. 
214. 

So there's two ways 
for stating criteria. 
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These first two criteria, time and quantity, are the ones that are used most of the time by 

nurses. Of those, as Anna says next, time is the one that "we see the most" (252). The 

noun is always the patient, verbs are of doing (drinking, verbalizing, walking) and 

conditions of time and quantity set the boundaries that will "limit" the action of the 

patient. There are two other classes of modifiers that nurses use; quality and condition. 

215. What we see most of all is the time limit. 
216. A third way of doing it 
217. the third way 
218. is quality. 

219. Quality of per formance 
220. is how well the person will do it. 

221. So here the patient is going to change the dressing. 
222. The triangle is the symbol 
223. which is on your abbreviation list 
224. the symbol for change. 

225. So the patient will change the dressing. 
226. How well will they do it? 

227. They'll do it so well that 
228. they'll be using sterile technique. 
229. That's how well they'll do it. 

Here the quality of the action is connected deictically to a measurable and verifiable 

process. "They'll do it so well" (264) points to a well-defined standard, that of "using 

sterile technique" (265). The same is done with the next example, mobility. In both cases 

quality makes reference to activities and procedures that have been standardized in 

nursing practice, that are to be understood by all nurses in all places as indexing exactly 

the same thing. In the IRE that Anna uses below, students indicate that they are rapidly 
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taking on the practices, metaphors, and understandings that are crucial to becoming a 

nurse. 

230. Or you have mobiHty. 
231. You're going to show this person 
232. how to lift items that are dropped on the floor. 
233. The person will do it so well 
234. that he will always use... 

235. Sts: proper body {mechanics} 

236. A: {body mechanics, right} 

It is worthwhile to discuss for a moment the examples of quality that Anna and the 

students create in these examples. Modifying phrases evoke the cultural world that is 

understood by nurses and others in health care where "using sterile technique" or using 

"proper body mechanics" are standardized and highly defined at every step of the 

process. They mean one thing. These processes are also highly metaphorical, evoking an 

ideology of nursing understandmg that has certain qualities. Some of these qualities as 

we have seen are creation of verifiable knowledge through measurement, the exclusion or 

re-organization of subjective and/or affective knowledge, and the creation of steps in the 

process that are to be followed rigidly one after the other. "Using sterile technique" 

cannot for example be done any which way. There is a first step, a second, and so on. As 

sterile technique is taught, and largely practiced, these steps must be done one after the 

other. This is also true for the last class of criteria, the circumstances (249) under which 

patients will do things. 

237. Ok. 
238. Anotlier criteria 
239. and I think it's the last one 
240. is the condition 
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241. the condition under which the person might perform 

242. or your book might say 
243. these are modifiers 
244. like what will they have to do 
245. or where will they be. 

246. This indicates the circumstances 
247. under which 
248. the person will perform. 

249. So here the patient will select foods 
250. referring to 
251. the American dietetic association diet booklet 
252. so that given that the person has a booklet 
253. they will be able to select the proper foods on their diet. 

254. Or if somebody's 
255. on this diet 
256. say "the patient will lose one pound a week 
257. given that 
258. they are using their proper calorie diet." 
259. Or 
260. "the patient will walk the length of the hall 
261 provided that they are using their crutches," 
262. cause they can't do it otherwise. 

263. Now if you're saying something like 
264. the patient needs to drink a lot of water 
265. that's not adequate enough. 
266. You have to really specify 

267. Or if you're trying to say 
268. that the patient will improve walking 
269. you really want to specify 
270. exactly what that means. 

Again we see the reference to the 'American dietetic association booklet" (254) or 

"proper calorie diet," (261). These are standardized knowledges. Having standardized 

knowledges allows for understanding between nurses, sometimes many nurses, who are 

often communicating only through the documentation of the patient. But as Anna also 
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specificity possible. The actions that are written down, we can now say, can be made 

specific in three ways: through time, through quantity, and through reference to 

standardized processes. All of these areas can be measured and verified in standard ways 

as well. Of course the actual practice of these things always gets messy. Even in the 

little IRE's that Anna uses to see if students are collectively with her can quickly fall 

apart if Anna is not very precise as in the final "test" that she uses below. 

With the data that I have presented thus far it would be easy to conclude that the 78 or 

so students in the room are silent and passive. This is not the case. Students are writing 

fiiriously, nodding assent, munnuring responses, a kind of collective murmur that slips 

into the lecture and gives Anna cues as to their understanding or lack thereof It is very 

difficult to adequately document or qualify this collective interaction between Anna and 

the body of students. One place where the students voices do step out somewhat from 

this collective interaction are in short initiation-response-evaluation activities that Anna 

holds at the end of her lecture. Student responses become more specific and 

individualized, as opposed to the collective and diffused responses that underlie much of 

Anna's lecture prior to this point. 

C. Test and Signing 

271. A; Alright. 
272. If you were using that information 
273. in writing 
274. a goal 

275. so patient will walk 
276. is what part of the 
277. goal? (1.0) 
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278. tThe subject, the verb? 

279. Sts: (various) 

280. A; The verb. 
281. Patient will walk 
282. with his crutches. 
283. That's a condition. 

284. Ten feet three times a day? 

285. Sts: Quantity. 

286. A: Quantity, 
287. The time is September 27'^. 
288. and if this were not here (covers S. 27'^) 
289. you could tell me what is missing from this goal, right? 

Students get confused in this last test. Although Anna has been very precise in her 

separation of the noun from the verb from the modifier, her question in line 276-7 "so 

patient will walk is what part of the goal," understandably confuses students and the 

"response" that they give, silence, reflects this. Her question has both the subject and the 

verb so students don't give the response that she wants, which is "the verb" (283). Even 

when she steps in she emphasizes "will" instead of the actual verb "walk" (284). She 

gets students back into the proper IRE mode with quantity in line 287, and finishes with 

time. This exercise is done with the three sections written on the overhead on separate 

lines as shown below. 

Patient will walk 
With his crutches 
10 feet three times a day 

At line 292-3 above she covers up the last line and rather than wait for a response ends 

with the word "right." She then goes on to finish the lecture with a repetition of the 
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overall form and a final directive that is a crucial component of any documentation, 

signing. 

290. Say you figure out your plan 
291. and you want to document it 
292. for someone else. 

293. In other words 
294. you want to write 
295. nursing orders 
296. was that term used in the book? 

297. Sts: {murmurs, nods of assent} 

298. A: {Yeah} 
299. What do need to have nursing orders. 
300. You need to write the thing. 
301. You need an action verb. 
302. and the action 
303. the nursing order 
304. is going to be based on the etiology of the ( ) 
305. because if you get rid of what's causing the problem 
306. you get rid of the problem. 

307. So your nursing intervention 
308. which are your nursing orders 
309. will be attacking the related to 
310. or the etiology part 
311. of your problem. 

312. And then 
313. you need to sign i-t. (separates the "i" sound from the "t" for emphasis and 

aspirates the "t" after separation) 

One of the aspects of lecture that has not been discussed is the power of repetition. 

Anna ends the lecture by going back to the basic form where the nurse writes "the thing, 

you need an action verb, and the action" 303-5). She repeats the very important 

professional vocabulary word, "etiology" and again indexes the point to all this, the 



254 

documentation and getting rid of "what's causing the problem" (308). Bourdieu speaks 

of habitus in the sense of dispositions or habits brought about by repeated practice. 

Socio-cultural psychology, whether through language centered or activity centered 

processes, acknowledges the power of repeated social practice. Anna and Louise both 

spend a great deal of time not only defining, specifying, and standardizing, but also 

repeating. Repetition is part of building largely unconscious dispositions that become 

deeply held. We see this going on through the texts and through the lectures. It 

continues with some important variations through the labs and the clinical settings. 

This chapter has focused on the teaching and learning of in nursing classrooms where 

the primary interaction process is the lecture. In first semester nursing classrooms the 

lecture is the primary teaching mode and a tremendous amount of information is 

presented to students in the first sixteen-week semester. The book, as I illustrated, is very-

long and the language is very complex with a great deal of content specific vocabulary. 

While nursing professors say that they don't teach reading and writing, observations of 

lecture reveal that on the contrary the instruction is extremely detailed and prescriptive. 

Students must use a narrow range of nouns, verbs, and modifiers in the communication of 

nursing activities in very particular ways. These ways appear at their most inflexible in 

the lecture, but as students practice them in lab and in the clinical setting they become 

more malleable to human creativity. But the form presented here is important. While it 

is manifestly true that forms do not determine, they do set the table, or in a Vygotskian 

sense, they provide the psychological tools that one will have at their disposal. How 

people do interact with those tools becomes clear in the following chapter where I present 
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how students practice with those tools in interaction with teachers, contexts, and activity 

settings. 
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CHAPTER VII 

NURSING PRACTICE IN LAB AND CLINICAL SETTINGS 

Introduction 

It is nine o'clock in the morning and I am on my way to the lab. I'm late so I'm 

hurrying; down from my office on the fifth floor to the basement floor, then across to the 

Technology part of the building, then back up to the fourth floor where the nursing lab is. 

As usual I curse the day that the college created walls between the Tech Tower and the 

Humanities sides of the building. On this day the students are going to be learning shot 

technique. I am not sure how this fits with my interest with nursing literacy but it is one 

of those things that sounds interesting and strange. I am also trying to spend more time in 

the labs generally, trying to make sense of where they "fit" anthropologically into the 

interface between lecture and practice, into that space where nursing identities are 

produced. 

I come in through the lab doors at 9:03 and the four lab instructors and twelve students 

are sitting at four rectangular tables in the front half of the room. The professor, who 
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comes in to work with the instructors, is telling students what they will be doing for the 

day. One of the instructors glares at mc and says, "you're late. What if this were your 

rotation?" then she stops herself when she realizes who I am and that I am not a student. 

She whispers to me an apology. "We have to enforce strict standards for being on time," 

she says. At the front of the room the day's activities are laid out; first shot technique 

instruction through a video; second technique instruction with instructor; third, practice 

with shot "arms" that are in fact pillows designed to "mimic" human flesh in terms of 

their "feel." For the next hour-and-a-half 1 look on as the shot lab unfolds. The 

following is an excerpt from my expanded out field notes. 

Lab Practice 

10/17/00 - Lab. Shot instruction is very precise. Students watch a video that 
instructs them exactly the steps to go through and how to do them (emphasis 
added). They then go through this very closely instructed sequence with the 
instructors on a one-to-one basis, then again with these flesh "pillows." First they 
are shown exactly how to swab, "applying swab at center of site and rotate 
outward in a circular direction for about five centimeters." They are given 
technique for finding the vein, told exactly how to wash their own hands, put on 
gloves, told what the correct position is for holding a needle, the one and only one 
way to draw up a shot, measure it by "reading the meniscus at the middle and not 
on the sides," and the angle, "45 to 90 degrees. Instructors often took students 
hands and placed them in the correct "dart" position. They then practiced these 
with the pillows, again under close scrutiny. Students were visibly nervous. I 
found out later that they are not allowed into the clincal site (now two weeks off) 
until they can "correctly administer injections." There were 19 different steps that 
students had to be able to repeat, many of them with 3, 4, or 5 sub-sections. 

Interestingly, I was with this group two weeks later when they were in their first clinical 

site and Anna, the professor and clinical instructor, said the following about giving shots 

to one student, Sandy. 

A: and we went over this in lab, right? 



258 

S: sort of. 

I was surprised to hear this and asked Sandy about the lab two weeks prior with all the 

very explicit close instruction. She said to me, "It's just not the same as giving a shot to a 

real person." 

Labs are organized differently than lecture and differently from the clinical setting. 

They are very hybrid places that look like "school" places and look like "hospital" places 

at the same time. In this sense they provide a bridge between the transmission of content 

that characterizes a lecture and the intensive practice and activity orientation that 

characterizes the clinical work site. The practices that take place in the lab reflect this. 

They are the first apprenticeship practices that students have. They are both school 

practices in the sense that they are heavily curricularized and disciplined by lab 

instructors. They are also explicitly "imagined" to create the world of the nursing setting. 

The excerpt that I present here comes from two observations done in October of 2000. 

They show students practicing nursing assessments, or as the lab times were titled, 

Nursing Communication. As the example of injections that I presented above, there was 

a video that had vignettes or little stories. In these vignettes a story was told where 

nurses talked with patients to get the information to make an assessment. For each 

vignette there was a point, a lesson to be learned. After each segment the video was 

talked through in small groups of four at eight by four tables with one lab instructor for 

each group of students. They would talk about what they had seen, critiquing and 

pointing out what the "nurse" had done well. After five of these the entire class went to 
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role-playing. The format of video, discussion, and role-playing was a consistent one in 

the 12 hour-and-a-half lab sessions that I observed over the course of 2 years. 

Figure 7.1. Patient Assessment Worksheet 

Worksheet 
N 100 Communications Lab 

Patient Assessment 

Non-verbal Communication 
Facial Expression 

Gestures 

Affect {observed emotion) 

Tone of Voice, volume, quality, pitch 

Posture 

Eye Contact 

Other 

Verbal Communication 
Content of Message 

Themes 

Emotions expresses 

Nurses Communication 
Therapeutic Technique(s) Non-Therapeutic Technique(s) 

After Anna introduced the lesson students were given a form to fill out while watching 

each vignette. The form was broken down into 3 parts that I reproduce above. The 
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organization of the document sets the stage for how students would "see" the vignettes, 

what they would notice, and what they would correspondingly write down. The lab starts 

with students being reminded, as they are at the beginning of every lab, what the schedule 

of required work and tests is for the semester. 

1. Barbara: Ok, take out your lab syllabus 
2. and I'll tell you how things are going to work. 

3. What's on the grid tells you 
4. what it is you have to do 
5. test dates 
6. when we're finished with something. 

7. You have to be organized. 
8. You can't be late here 
9. or at the hospital. 

As I mentioned earlier, students are being socialized to time from the very outset of 

the program. Not only that, but one lab instructor says to me, "We're socializing them to 

obedience." This is said as an aside after a student came in after me and was strongly 

reprimanded by the instructor for being late. 

Then the lesson began and a video was shown. As the video starts the instructor in the 

group that I am sitting with says, "what are you seeing? What are you hearing?" 

The video was about a man who is questioning a nurse about the procedure that he is 

going to go through. Through conversation, or nursing communication, the nurse is able 

to find out that the man is worried about having an allergic reaction to the procedure and 

dying because someone he had been close to had that happen to them. After the video the 

instructor begins. 

1. Barbara: Ok, what are you seeing? 
2. what are you hearing? 
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3. Let's look at this interaction 

4. SI: He has a concerned look. 
5. Forehead is wrinkled. 

6. B: Did you see the muscle changes in his head? 
7. No back seats! 
8. Get right in here. (to a student outside the Group) 
9. S2: had a little bit of a {small} 

10. B: {Did you} notice the eyebrows? 
11. That's what indicates concern. 

12. This is a guide. (waving the sheet) 
13. We're going ask you 
14. to identify 
15. a lot of non-verbal things. 

16. You may have to be doing something 
17. while you verbally interact 
18. A\and look at them. 

19. What else? 
20. What about herl (the nurse) 

21. S3; He needed to vent 

22. S4: Things would never happen like this 
23. in real life 

24. S2: She was asking {questions} 

25. S4: {made eye}contact 

26. S2: validated. 

27. SI; said who she was 

28. B; First thing 
29. say who you are 
30. and what you're doing. 

31. And you rc-state his concern 
32. to validate 
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33. not giving a false re-assurance 
34. that would be lying. 
35. It's not legal. 

36. But saying who you are 
37. what your purpose is 
38. that sets limits 
39. otherwise it'll take forever to get out of the room. 

Looking back at the worksheet, the focus of discussion on the patient is his non-verbal 

communication, how he is communicating through what Barbara, the instructor, calls 

"non-verbal things" (16). Observable non-verbal things like the position or movement of 

eyebrows (11) translate in observable emotional states like concern (12). Nurses are 

trained to "see" that certain observable phenomena mean certain things. In a clinical 

setting that I discuss further the instructor is constantly saying to students "write what 

you see." In the example above, what students see and how it is to be interpreted, and 

written down, is highly organized. Forehead wrinkling (5) is re-stated as "muscle 

changes in the head" (6), with an emphasis on the eyebrows (11). Forehead wrinkling 

indicate concern. The word "indicate" is the pointer towards meaning and interpretation. 

Notice that on the form students must fill out there are categories for facial expression 

and gestures. Affect is to be discerned through observed emotion and on the form itself 

these two words are italicized to give them extra import. While in the video the man 

actually did speak to the nurse, the emphasis here is on how to organize the gathering and 

interpretation of non-verbal data. This is another realm where qualitative aspects of life 

such as affect are organized and interpreted into quantitative categories not unlike when 

nurses ask patients to rate their pain from 1-10. The word that Barbara uses to describe 

what student will do is "identify" (15), as in "we're gonna ask you to identify a lot of 
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non-verbal things." Barbara is teaching these students that there is a direct 

correspondence between words and what they represent, that seeing and naming are the 

same thing. The interpreting part actually resides with the "nurse" identity, not with the 

individual person. That is, in the lab curriculum every person who saw wrinkled 

forehead and other visible phenomena ought to be thinking "concern." Seeing, writing, 

interpreting, and thinking is thus standardized as much as possible. 

The focus of conversation in the group then shifts to the nurse, but also shifts from the 

non-verbal to the verbal. In all groups that I watched there was an emphasis on the 

management and control of speech by the nurse. When Barbara asks "what about her" 

(20) one of the students recognizes that "things would never happen like this in real life." 

Students comment on this aspect of the lab constantly in the clinical setting where they 

have real patients and have to do, for example, real assessments. As I noted earlier, when 

faced with a real patient they become acutely aware that the lab "sort of prepares them 

for the experience that they are going to have. Here, one particularly aware student has 

reached this conclusion earlier and the instructor does not respond. Students get a 

response from Barbara when they give the correct responses, responses that show the 

nurse doing nursing kinds of things. These include letting him vent, asking questions, 

making eye contact, and validating. Barbara responds to all of these with affirmative 

nods of the head (except with the student who transgressed) but responds verbally when a 

student says "who she was" (28). This gives her the opportunity to impress upon students 

that saying "who you are and what you're doing" (30-1) is very important when you first 

come into contact with a patient. This organizes and controls the conversation right from 
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the start, as she says "sets limits" (39). As a nurse who has to manage time, one has to 

also manage conversation, "otherwise it'll take forever to get out of the room" (40). 

The "voice" of managed health care, as well as the concern for law, is strongly present 

in this last section. Nurses are taught to control and manage conversations so that they 

get in, get the information they need, and get out. The degree of control that they are 

taught to be aware of is very detailed. At the level of non-verbal cues they are taught to 

interpret facial e.xpressions, gestures, tone of voice, and eye contact in very particular 

ways. This is so they can make statements about internal states of affect through physical 

phenomena. They are taught to control purposes of conversation, keeping the goal of 

infonnation gathering as central so that they can manage time and be efficient. These 

processes also create standardization across individuals so that in theory, at least, one 

nurse could easily be slotted in for another in any care-giving situation. 

After students look at a number of vignettes, usually two or three, they then move on 

to the role-playing part of the lab instruction. In these role-playing activities one person 

is given the general information and another is given "patient" information. 

Basically, the nurse must use the proper "communication technique" or else they will not 

get at some kind of information that is relevant to their giving care. Below in Table 7.2 is 

one of these assignments where students practice this kind of role-playing that is 

supposed to help them with communication "skills." 



265 

Figure 7.2. Role-playing Worksheet 

N 100 Communications Lab 

Patient Scenario 2 
The Accident 

General Information 

The patient is a 50 year old male whose car collided with a tree at high speed. His 
survival surprised everyone. You are assigned to find out what he understands about his 
discharge plan, and whether he has agreed to it. 

For the "patient" only 

• Avoid eye contact with the nurse 
• When the nurse talks about the care plan, respond as if they don't matter 
• If the nurse responds empathically, admit that the "accident" was actually a suicide 

attempt. 

The example above was the second of four that I saw on one day. Instructors would 

choose one student to role play the nurse and one to role play the patient. They cut the 

assignment with scissors so that the general information went to the "nurse" and the 

patient information was seen only by the role-playing patient. In the example above the 

nurse is charged with finding out if the patient understands the discharge plan, but hidden 

behind this is the fact that the patients "accident" was actually a suicide attempt. Below I 

give a transcript of students attempts to role-play this assignment. For this activity the 

class has moved away from the tables to one of the beds on the side of the room. As two 

students role-play the other ten students and the 4 instructors look on. 

1. N: Hi, my name is Liz K. 
2. and I'm your nurse. 
3. I'm here to find out 
4. if you 
5. understand your discharge plan? (rising inflection on discharge plan - question) 
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6. We're going to 
7. utnrn, be discharging you 
8. Do you understand your plan? 
9. Patient: Yeah, (looks down) (3.0 silence) 

10. Liz; (To instructors) Am I supposed to 
11. like try to assess? 

12. Barb: You have to be clear 
13. with your interactions 

14. You can't ask yes/no questions. 
15. You walk into a room 
16. you'll listen differently. 

17. What do I see? 
18. What do I hear? 
19. How do they look? 
20. What do they say? 

21. Liz: Ok, 
22. umni, tell me 
23. can you tell me about your discharge? 
24. what they're telling you to do? 

25. Patient: (looks down says nothing) 

26. Liz: Are you feeling ok? 

27. Patient: No. 

28. Liz: (to instructors) I'm not 
29. I'm not sure what to do. (at this point the instructors intervene) 

Students often report when they get into the clinical setting that lab is not very helpful 

as a bridge to the clinical and they report a number of reasons for this. First, they often 

don't understand what it is they are supposed to do in a given exercise in the lab. Above 

the "patient" is supposed to respond when questioned "enipathically" but when Liz asked 

him if he was "feeling ok" he stayed with the withdrawn depressed affect of a suicide 
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attempt. Both patient and nurse behavior are being narrowly scripted in these role-

playing exercises. When nurses are empathic, then patients respond appropriately. 

Unfortunately, the student role-playing the patient confessed that he wasn't sure what the 

word empathically meant and thought it was just his role to act, as he said, "depressed." 

One of the difficulties with such close scripting of behavior and communication is that 

students learn that ways and words can only mean one thing. This is made manifest first 

in the group discussion about the video, then in the lack of understanding that leads to a 

breakdown in the role-playing. It also leads to confusion for the one way to do things 

that is so strongly embedded in lab practices often gets contradicted when students go 

into the clinical setting and discover that for any given action, there may indeed be many 

ways to do it. A perfect example is administering injections. If one were to read the 

book and go by the lab "practice" it would seem that there is one and only one way for a 

nurse to give an injection. When nurses went into the clinical setting they immediately 

discovered that there are at least three ways that "injections" are taught, and certainly 

more if one were to go to more settings. But they are told that the "dart" method, i.e., to 

"hold it like a dart" is the only way. This becomes clear to them in clinical rotations. 

Clinical settings 

In the classroom and in the lab students have, through oral and written discourse, been 

introduced to a form of literacy that is highly controlled and extremely efficient for the 

recording of medical information. They are taught that words, for the most part, can only 

mean one thing. However, as they gain practical experience in the clinical setting 

contradictions inevitably arise. But these take time to come out. At first students are just 
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trying to make sense of the place and the way that they should act. How they should 

"see" and "describe" is not clear. To learn this they are introduced to one of the most 

powerful conceptual tools that nurses have, a way of organizing health information called 

"functional health patterns." 

Table 7.1. 

Gordon's Functional Health Patterns 

Box 5-1 
Typology of 11 Functional 
Health Patterns 

Health perception-health management pattern: De
scribes the client's perceived pattern of health 
and well-being and how health is managed 

Nutritional-metabolic pattern: Describes the client's 
pattern of food and fluid consumption relative 
to metabolic need and pattern indicators of local 
nutrient supply. 

Elimination pattern: Describes patterns of excretory 
Function (bowel, bladder, and skin) 

Activity-exercise pattern: Describes patterns of exer
cise, activity, leisure, and recreation. 

Sleep-rest pattern: Describes patterns of sleep, rest 
and relaxation. 

Cognitive-perceptual pattern: Describes sensory-
perceptual and cognitive patterns 

Self-perception-self-concept pattern: Describes the 
client's self-concept pattern and perceptions of 
self (e.g. self-conception/worth, body image, 
feeling state). 

Role-relationship pattern: Describes the client's 
patterns of role engagements and relationships 

Sexuality-reproductive patterns: Describes the client's 
patterns of satisfaction and dissatisfaction with 
sexuality pattern; describes reproductive pattern 

Coping-stress-tolerance pattern: Describes the client's 
general coping pattern and the effectiveness of 
the pattern in terms of stress tolerance 

Value-belief-pattem: Describes patterns of values, 
beliefs, (including spiritual), and goals that guide 
the client's choices or decisions. 
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They are often called "Gordon's Functional Health Patterns" after Maijorie Gordon, 

who developed them to teach assessment and diagnosis at Boston College School of 

Nursing in the 1970s. While there have been minor revisions to the major categories over 

the years, the 11 health patterns that nurses are taught to use in assessment and diagnosis 

are the same as those developed in the 1970's. Interestingly they were developed about 

the same time as Health Maintenance Organizations started their e.xplosive growth in the 

United States in general and in the Boston area particularly. 

Functional health patterns are usually presented early in the first semester and in 

most textbooks they will be presented in one of the earlier chapters. In three of the more 

recent textbooks that I reviewed they were included in the chapters on critical thinking, 

an explicit acknowledgement that these patterns are supposed to structure the 

organization of student's thinking. Above I list the patterns as they were presented in one 

text that I read (Potter & Perry, 1999). 

These patterns were presented under the heading Chapter 5, Critical Thinking in 

Nursing Practice: Nursing Assessments. They prefaced the discussion in the chapter of 

"organization of data collection," and the splitting of data into "objective," and 

"subjective." 

The presentation of the health patterns in the text makes it possible to see how words 

on the page do have power. For example, in the field of Nursing as a whole, it is by no 

means clear that the person a nurse is caring for ought to be called a "client." Many of 

the nursing faculty that I spent time with used the word patient exclusively. Some used 

both client and patient. One, a younger faculty member I observed, used the word 
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"client" exclusively. But the text uses the word "client" only. This hides from students 

the reality of a long and often bitter fight within health care about what name to label the 

person in the bed. Lexical items do have power and nurses recognize and comment on 

this. One faculty member who directed the evening program mentioned that nurses were 

often critical of the word "client" for denoting the idea of "managing health care to make 

a profit." When I asked her where the word came from she said, "It's an HMO word. 

The argument is that we have to stop defining the patient as someone who is sick and 

passive. But a lot of nurses won't use the word." This change however, has now been 

made in most texts and the new generation of nurses are learning that the label for the 

person in the bed who they are caring for is "client." As Hugh Mehan has pointed out 

(1996), lexical items can have huge consequences for the symbolic representation of the 

person who they are attached to. For example, the word "patient," coming out of the 

sociohistorical ground of professionalized health care, is closely associated with an 

ideology of caring and of what it means to "nurse" someone. The word "client," no 

matter how much it is twisted into a new shape, indexes a relationship that is monetary, 

of services paid for and rendered. "Client" creates a symbolic representation that is far 

more instrumental, where an affective relationship of caring becomes at the very least 

less important than what is paid for in relationship to the service rendered. 

Another word that is repeated over and over on the chart is the word "describe." In 

the excerpt that will follow the word describe is also used a lot as the clinical instructor, 

Liz, says to students "describe what you see." From the form above we "see" that the 

seeing is not an objective "fact" but instead a socially created one, what Vygotsky 



271 

(1926/82) would have called "theoretically laden facts." Describing always starts with 

the lexical object that is given to the phenomena to be described. Here that is a "client" 

instead of a "patient" indexing two historically variant ways of constructing that person 

who is being cared for, two different theories of the relationship between that person and 

the institution embodied in the two words. It is significant that this way of representing 

people is in the text as well as a "quick reference card" that students receive to carry with 

them on the floor. This reference card is made by a multi-national medical supply 

company. 

Again, to come back to Mehan (1996), he pointed out that lexical labels used to 

describe objects are texts, though minimalist ones to be sure. They have symbolic 

representational power. He gives the examples of "guest worker," "potential citizens," 

and "illegal aliens" as lexical markers that are used to describe the same people. So what 

are the differences between the words patient and client? One clearly is historical, that is 

patient is a word that points directly back to the beginnings of institutionalized nursing in 

the mid-nineteenth century under the leadership of people like Dorothea Dix and 

Florence Nightengale. Client is a more recent word in health care. It dates to the 1970's 

and the growth of for-profit managed health care in the United States 

As I said above, patient embodies the historical ideology of nurses as care-givers, of 

nursing as a verb where a woman would be "in charge of the personal health of 

somebody, whether child or invalid" (Nightengale 1859, p.l). Client shifts that ideology 

of caring so that the relationship is organized around the concept of giving a service for 

pay as a client does in a capitalist service-based economy. While advocates of this shift 
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the aspect of care-giving is not lost in a "client" relationship, clearly the imperative to 

care for someone can come into conflict with the imperative to give fee for service 

around the theoretical construct of the "client." Possible places where this contradiction 

comes out will be clearer as the case looks at the context of the clinical apprenticeships. 

The last characteristic of the functional health patterns that is significant is the 

ordering of the patterns. Nurses do assessments that are oriented around the functional 

health patterns organized above. But the actual data that nurses do collect tends to focus 

on the areas that they can observe directly and easily collect. This includes 3 areas and 

over 90 percent of the almost 80 documentation forms that I collected fell into these 

areas. They were nutritional-metabolic, elimination pattern, and activity-exercise pattern. 

The second area where nurses collected documentation, though very seldom was this 

actually done, was in those areas where they could ask the patient/client about objective 

information (though in nursing this is still "labeled" as subjective data. These areas 

included health perception-health management patterns, and sleep-rest pattern. In both of 

these cases nurses could ask about quantifiable "facts" but could not observe them 

directly. Thus, they were constituted as "subjective." The second half of the chart 

consists of patterns that were never asked about in all my observations of nursing 

students. Clinical instructors and practicing nurses with whom I spoke acknowledged 

that this pattern closely mirrored their own experiences with nursing over the last 10-15 

years. These patterns are the ones that address themselves primarily to affective and 

cognitive patterns, ones that are not easily quantifiable and therefore, verifiable. They 
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include, cognitive-perceptual patterns, self-perception, role-relationship, coping-stress, 

and value-belief patterns. Sometimes students see one or more of these patterns as 

relevant and therefore as one that ought to be documented. A simple example that 

happens quite often in hospitals is when patient/clients show discemable signs of 

depression. However, in instances I observed students ran into two problems. First, the 

form of documentation did not lend itself to documentation of patient depression, and 

second, the instructor moved the student away from that kind of documentation to 

something that was more easily observable and quantifiable. 

The form itself reproduces a hierarchy through the patterns where students will tend to 

document, to "see and describe" certain kinds of phenomena and not to see and describe 

certain other kinds of phenomena. Nurses, though, do genuinely care about the people 

who are in the hospitals, short-term, and long-term care facilities that I observed. But the 

structure of their work, the work load that they generally have, and the forms and 

activities that are embedded in their work, tend to push them towards sacrificing caring 

for efficiency. Below, we see the co-construction of nursing assessments organized 

around functional health patterns, then 1 move to documentation forms organized around 

the social creation of problems, then finally on to moments when the ideology of caring 

and the ideology of service-based capitalism come into conflict, leading to critique, 

questions, and sometimes, change. 

One of the first clinical sessions in the nursing curriculum is an assignment that 

students get from lab instructors but must complete at the clinical site with the clinical 

instructor who is almost always a different person. At a suburban hospital about 10 miles 
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west of ECCC I spent four sessions with the instructor, Liz, and six students. Liz was in 

her mid-forties, of Irish-Cathohc descent like a lot of nurses in the Boston area, and had 

as a student gone through the ECCC program back in the mid-nineteen seventies. The 

hospital unit that they were working on was a transitional care unit, meaning that the 

patients were in for fairly short term stays of a week to ten days before being transitioned 

to home care and greater independence. Many of the patient/clients on the unit were 

older, some had had surgery, and a few were being transitioned to longer term care 

facilities. The assignment for students was to collect data on the 11 functional health 

patterns by having an interview with the patient. The interview questions ran to 8 pages 

and even with two complete shifts students had a difficult time getting all the 

information. Students expressed uneasiness with being intrusive. Not surprisingly when 

talking with their instructor, Liz, the information they could review was mostly objective, 

observable, and measurable. Below she talks to two students about the data they 

collected. She begins with one student who doesn't understand how to answer a question 

that appears to be asking for her to describe the "muscle size" of the patient. 

1. RW: What was the question? 

2. S: How do you determine muscle size? 

3. Liz: How do you describe muscle size? 
4. I guess, I think they have a chart on the back here 
5. but they really don't. 

6. S: I know it says muscle size 

7. Liz: Let me think about that one 
8. and get back to you. 

9. S: She has poor muscle tone. 



275 

10.1 just don't know about the muscle size. 
11. That's a strange question, isn't it? 

12. Liz I think it is too 
13. and 1 think its difficult 
14. because what would be appropriate in her size 
15. for different people would be totally {different}. 

16. S: {Right} 
17. And she's an eighty-one year old women 

18. L: Right and I think that age definitely has a.. 
19. So I'm not sure what they want there 
20. so at the moment you can just kinda leave it blank. 
21. We'll talk about it post-conference 

22. S: Ok, 
23. I'm gonna circle it so I can do it. 

24. L; I'll call Sandy cause 
25. Sandy is the one who went over these in lab 
26. right? (lab instructors at ECCC, this is clinical site) 

27. SI: Kind of. 

28. S: Yes 
29. This is the most that we've done with this. 

In this section there is confusion about how to measure something where the 

measurement is not a useful piece of nursing information. Talking about muscle size in 

daily speech settings doesn't require an objective measure but nurses do. Students are 

learning to speak and think like nurses and the issue of "describing size is a problematic 

one. The students know this and so does Liz. Liz looks to the end of the form to look at 

charts that quantify these phenomena and finds one that quantifies muscle strength 

through grip strength quality from 0 (no detectable muscle contraction) to 5 (complet 

ROM or active body movement against gravity and full resistance). As she says 
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"describe muscle size" (3) she is looking back at the chart and this puzzles her. The 

student, practicing the language of nursing, says "she has poor muscle tone, I just don't 

know about muscle size. That's a strange question, isn't it?" (9-11). It is a strange 

question, for a nurse, and she signals this by using nursing ways of speech. Liz agrees 

and points out why in lines 12-15 where 'what would be appropriate for her size for 

different people would be totally different." As it turns out, one possible problem may be 

that students have "kind of gone over this in lab (26) and this is the "most" they've 

done with it (28). Here students are practicing the language and ways of thinking of a 

nurse together with the instructor and when something doesn't "fit' as in describing 

muscle size they cannot co-construct a meaning that fits within a nursing discourse. As it 

turned out students were supposed to describe muscle strength and not muscle size. A 

mistake had been made when typing up the form and it was changed for the next set of 

students coming through. 

Students immediately start to practice describing through the language and syntax that 

is common to nursing. Below, a student is trying to describe another quanti fiable 

characteristic of the patient/cUent, that of appetite. But she is also working on syntax and 

vocabulary. 

1. S3: How would you describe appetite? 
2. If it's poor secondary to nausea 
3. would that be correct to write 
4. "poor secondary to nausea" 
5. on that line? 

6. Liz: Yeah 
7. that would be good 
8. and then what I would write 
9. is like 



10. where it says "describe what you eat in a typical day," 
11. you may also want to describe 
12. what she had for dinner tonight 
13. and how little of it she ate. 

14. I'm sorry who do you have? 
15.1 forget. (1.0) 
16. Who's your patient? 

17. S3: Oh, 
18. D. Harris 

19. Liz: So what I would do 
20. is ask her, "What do you eat on a typical day?" 
21. And also 
22. take note of what she had for dinner tonight 
23. and did she for dinner "she ate half of what she was served." 

24. Cause she was probably given a normal portion 
25. so I would refer back to a natural meal that she had tonight 
26. and then tomorrow night 
27. and I would look to see 
28. the percentage of food that she 
29. was it forty-five percent, fifty percent? 

30. So then it's a little more.. 

31. S3: Could you repeat what you were sayin? 
32. She's just saying that she has an excellent appetite 
33. better than excellent. 

34. L: I was gonna say 
35. look at what she had for dinner 
36. and did she eat one hundred perccnt of her meal? 
37. Fifty perccnt of her meal? 

38.1 mean last week she ate one hundred percent of her entire meal 
39. so I think that would be 
40. the next line down is 
41. "what does she eat in a typical day" 
42. and you would ask her 
43. what she would normally eat when she went back home? 

44. S3: {ok} 
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45. L; What did you put for umm, 
46. the muscle size. (they look together) 
47.1 don't understand that. 
48. I'll have to ask Sandy about that. 

Describing appetite has a particular set of words, grammar, and syntax that comes 

from learning nursing assessments. "Poor secondary to nausea" (2) means that the 

patient/client has an appetite that is poor because of nausea. Liz gi ves agreement, "yeah 

that would be good," but also goes on to co-construct with this student further ways to 

describe appetite. The two important aspects that Liz is bringing into this construction 

are what the patient ate and how much of it was eaten. The first description that Liz uses 

(12-13) is basic; "what she had for dinner tonight and how little of it she ate." Liz then 

goes on to repeat how this describing is to be done in greater detail and with greater 

elaboration. In lines (19-30) for example she says: 

19. Liz: So what I would do 
20. is ask her, "what do you eat on a typical day" 
21. and also 
22. take note of what she had for dinner tonight 
23. and did she for dinner "she ate half of what she was served." 

24. cause she was probably given a normal portion 
25. so I would refer back to a natural meal that she had tonight 
26. and then tomorrow night 
27. and I would look to see 
28. the percentage of food that she 
29. was it forty-five percent, fifty percent? 

30. So then it's a little more.. 

What Liz means by describing is actually complicated. First, it involves an interview to 

elicit the details of what the client/patient eats on a "typical" day (20). It also involves 

quantifying the amount of food eaten not only tonight, but tomorrow night as well, taking 
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the steps to quantify that pattern over time. When it comes to "describing" Liz means to 

give a label to each of the items that a patient eats on a typical day plus a record over time 

of what percentage (28-9) was in "fact" eaten from the portioned amounts that are served 

by the hospital. It should be possible for the nurse to make a pretty accurate assessment 

of the daily caloric "intake" as needed. Liz's elaboration is repeated again when the 

student repeats what the patient/client (she) has said about having an "excellent appetite, 

better than excellent (32-33). Then as a final repetition she repeats these ideas over 

again: 

35. L: I was gonna say 
36. look at what she had for dinner 
37. and did she eat one hundred percent of her meal? 
38. Fifly percent of her meal? 

39.1 mean last week she ate one hundred percent of her entire meal 
40. so I think that would be 
41. the next line down is 
42. "what does she eat in a typical day?" 
43. and you would ask her 
44. what she would normally eat when she went back home. 

One of the ways that people learn in nursing setting is by co-creating a nursing 

assessment as Liz is doing here with one of the students. We also see here, as in other 

aspects of the nursing curriculum, the power of repetition at work in making that 

assessment and what exactly is meant by those words from the functional health patterns 

chart "describe".. ."client." It is first of all about choosing to describe words that 

unambiguously can be attached to an objective reality. It is fine to describe a potato as 

being on the plate because it pretty much can only be a potato. In nursing documentation 

there is clearly an emphasis on recording words that imambiguously attach to material 
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above and not about the ones that refer to internal states where it is difficult or impossible 

to "see" the material object at first hand. Second, documentation is about carefully 

recording those things in terms of quantification, and quantification then becomes the 

object of evaluation. So when a nurse inscribes in the record that Mrs. Jones ate 45% of 

her meal two days running this may well lead to evaluative kinds of decisions on the part 

of the nurse. 

A third quality of assessments and functional health patterns is that a particular quality 

of time is being created. While it is linear it is also a peculiar time where the patterns 

revolve around repeated recordings of vital signs, meals eaten, movements assessed, and 

elimination patterns. Into this will also come quantified assessments of pain (0-10), and 

muscle strength (0-5). Affective information is always difficult to collect and takes a 

back seat to the necessary record keeping that focuses on objective "facts." Often, this 

data does not come from formal interviews but from seemingly casual conversation 

between nurse and patient. Liz is not just teaching students how to "describe" but also 

how to manage and control conversations, just as the lab instructor said when she told 

students that you "have to set limits, or you'll never get out of the room." The interview 

for functional health patterns is 8 pages long and has a lot of detailed questions. Liz 

gives students advice about how to get this information without, as she says, "grilling the 

patient." 

1. Liz: Umm, how are going about doing this assessment with her? 

2. S4:1 just ask her all this stuff 
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3. I assume you're asking her each question as you go through. 
4. cause you have been in there a very long time. 
5. Are you specifically asking her each question? 

6. S4: Sometimes I do. 
7. Sometimes I try to get the infonnation from the chart 

8. L: Ok 
9. When you do that 
10. you can ask her some of these questions 
11. "Oh, where are you from.?" 
12. And just kind of 
13. you don't have to sit there and grill 
14. the patient. 

15. Cause a lot this stuff here (pointing towards a section on the FHP 
chart) 

16. you have this information 
17. for the short term memory 
18. and long term memory. 
19. You can ask her 

20. S4; {from} the conversation we've had so far 

21. : {Absolutely} 
22. and that's what I'm saying 

23. what would be a good idea 
24. is 
25. tell her that you'll give her ten minutes 
26. and then you're going to get her ready for bed 
27. and in that ten minutes 
28. what I'd like to see you do 
29. is to sit down and try and fill out some of this stuff 
30. actually document 
31. exactly what you've seen 

32. and then kind of look over her health patterns 
33. "what kind of questions will I ask her?" 
34. just in terms of a conversation 
35. whether it's 
36. "how many languages I spoke back home" 
37. where did she go to school as a kid 
38. did she go to college 
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39. does she wear glasses?" 

40. There are a lot of things you can work into a conversation 
41. without having the patient feel grilled. 

42. So I usually 
43. go in 
44. with a purpose 
45. of managing where I want the conversation to go. 

46. And by the end of tonight 
47. you should have the majority of it done 
48. but you'll have areas where it's a little bit blank 
49. and you can try and fit those in tomorrow night. 

50. Ok, so why don't you 
51. go in and tell her that you're gonna give her ten minutes 
52. and then you're gonna come in 
53. and give her something to drink 
54. and then get her ready for bed. 

55. And during that time 
56. try to see 
57. what information you do have. 

58. S4: Ok. 

Documentation is more than about describing and writing down. It is also about 

organizing and managing a social activity system which I would call documenting the 

patient/client's functional health patterns. The student, working on her own, has only two 

strategies for doing this. First she says, "I just ask her all this stuff (2) which causes Liz 

raises the issue of "time" (4) and the mode of her questioning (3 & 5) which involves 

asking "asking her each question as you go through." A look at one page of the 

Functional Health Pattern questionnaire shows that on one page there are more than 40 

distinct pieces of information that students are supposed to get from the patient. Liz 

draws the attention of the student to the possible conflict between gathering information 



283 

and efficiency with her question of time. There is also the "hidden" conflict that the 

student has, one not mentioned here, and that is that the information on the sheet is not 

actually for the purpose of discerning the patient's health patterns. It is, instead, a task 

for school that will be evaluated by how complete and legible it is. A third area of 

possible conflict revealed in this piece of conversation is the conflict between information 

gathering efficiency and the ideology of caring that is part of what it means to be a nurse. 

Liz tries to give the student activity management ideas so that she can minimize these 

possible conflicts through reference to other knowledge and through using "casual" 

conversation. 

The student "just asks questions" or sometimes tries "to get the information from the 

chart" (2 & 7). Liz's response (8-16) is to tell her to "ask some questions" using a more 

casual discussion style "oh, where are you from?" Liz finishes with the admonition; 

"you don't have to sit there and grill the patient (13-14). She points out that the student 

already knows a lot based on casual interaction with the patient. For example, she can 

infer cognitive information about short and long term memory. The student understands 

this by responding {from} the conversation that we've had so far" and Liz acknowledges 

that understanding by saying "absolutely." 

Students have a concern to be efficient and a concern to be objective. They also have 

a concern to avoid treating the person in an uncaring way like grilling them. One thing 

that they do is infer much of the functional health pattern from informal conversation 

with the patient/client where questions like "how many languages I spoke back home," 

"where did she go to school," and other information conies up in the course of 
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''conversation." She urges the students to manage the interaction with the patient/client 

so that conversation becomes a primary activity for the collcction and documentation of 

functional health patterns (39-40). As she says; 

42. So I usually 
43. go in 
44. with a purpose 
45. of managing where I want the conversation to go. 

This assignment, as I mentioned before, has multiple purposes and potential conflicts. 

It is about the efficient collection of infonnation, but also about collecting a large amount 

of data, about not alienating the patient, and of course about completing the assignment 

for school. In the excerpt above Liz gives a tutorial on how to manage a conversation, 

manage the person in the bed (51 -4) in terms of time, something to drink, and activity, all 

in order to create an atmosphere where the nurse will be able to elicit information. But 

completing the form, the assignment is also included where she gives explicit instruction 

on what will be done. 

46. And by the end of tonight 
47. you should have the majority of it done 
48. but you'll have areas where it's a little bit blank 
49. and you can try and fit those in tomorrow night 

Students are also aware that this is a school assignment; that it must be completed, and 

completed in the correct manner. For example, one student asks questions about listing 

the medications. The box for including them is quite small and the student has "a whole 

list of meds." Liz, careful not to critique either the form or the lab instructor says, " 

1. I'm not sure how this was presented 
2. of how you're supposed to do it, 
3. but make a list, 
4. on a separate sheet of paper. 
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One student responds with "what about vitals, do they go on a separate sheet of paper 

too?" Students and teachers are constantly expressing a concern about getting the form 

filled out correctly. At least in these early exercises that I observed in the clinical setting 

getting it right in terms of getting all the information and presenting it in a correct 

(including legible) manner came ahead of making sense of what the pattems might mean. 

As I have tried to show above there are a lot of pressures on nursing students that 

come from different directions, creating potential contradictions. This is why in learning 

assessments in the clincal setting, and then nursing notes, there is so much co-

construction between students and teachers. Notes really are a collaborative enterprises 

and efficiency through abbreviation is always being taught. But students are also being 

apprenticed into careful documentation that does not contradict in any way what could 

have been objectively recorded, whether it goes into the note or not. This is shown in the 

example below. 

This example came from a so-called "TCU" which translates as Transitional Care 

Unit. This particular facility was located just down the road from ECCC, just off of a 

major interstate. It was also a newly built facility and the lobby "presented" more like a 

hotel than a typical hospital. There was a plush gray carpet, plants in terra cotta vases, 

New England landscapes on the wall, a manager with name tag dressed in a blue suit and 

tie at the entrance, and even the check-in counter reminded one more of a hotel with a 

nice granite top and fountain pens in holders. The woman behind the desk also was not 

dressed as a nurse, instead wearing a professional cream-colored suit over a white blouse. 

The overall feel reminded one more of a mid-range Marriot Hotel than of many of the 
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other hospitals, mid-, and long term care facilities I had visited. Walking to the elevator 1 

could glimpse the dining room, again looking quite like a restaurant and less like an 

institutional cafeteria, as well as the "leisure activities" room with big screen TV, carpets, 

books, comfortable couches, and more plants in terra cotta. Upstairs I met Marie, who 

introduced me to three students in the lounge. Like the other rooms I had seen, the 

lounge would have fit into a good mid-range hotel. 

Before coming out I had understood that students would be working on a problem 

focused documentation form. These take two major forms that I have explained 

elsewhere are a "product" of the transformation in managed health care of the 1980's and 

the 1990's. So I came into the setting under the impression that students would be 

working on DAR notes and SOAP notes. I was surprised when I sat down with the three 

students to leani that they were in fact doing a more traditional narrative note. 

1. Stl: Like we had started the first day that we came 
2. on the first clinical rotation 
3. with a SOAP note. 
4. Then we realized that way the facility does it 
5. they all write narrative notes. 
6. So then she's like 
7. "we'll just keep doing it 
8. the narrative note 
9. so it goes along with." 

10. St2: Yeah. The institution 

11. R: Yeah. And what kind of notes are you writing? 
12. For narrative notes 
13. what kind of stuff are you doing? 

14. Stl; I'd say basically, 
15. What., your patient 
16. Looks like for the day 
17. Like {you, uhh} 
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18. St2: {If there's any problems} 

19. Stl: {yeah} 
20. And like if you're read their vital signs. 

21. R: But it's not like a problem-based form 
22. like a DAR form? 

23. Stl: Yeah. No 
24. you could put like good things 
25. like "walked this many feet" 
26. or, Umm, just things like that. 

The reason I include this is to show that nursing instructors and even nursing students 

are very aware that certain kinds of notes don't make sense in certain kinds of situations. 

Nursing students often mentioned that they liked narrative notes because they allowed 

them to document positive things, as the student says in line 24 "you could put like good 

things." But there are times when this conflicts with the curriculum and other times when 

it conflicts with the institution. When asked about the appropriate time to use a 

"problem" oriented note they all replied "surgery." In the session that I observed students 

would write a first draft of a note that covered vital signs, elimination, and something that 

stood out about the patient on that day. They would then sit down with the instructor to 

go over the note and changes would be made. Some of these changes would, as I have 

already noted, be for efficiency reasons. Some changes, as the one below, would be 

made so that the words more unambiguously reflected the person in the bed. This was 

obviously important for legal reasons as well as for establishing continuity of care. 

Often, while waiting, students would also share with other students. In this way they got 

multiple feedback, saw a whole variety of attempts to "get it right," and learned that notes 
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are almost always a record that is constructed in and through multiple individuals. Below 

is a first draft of a narrative note written by a student. 

1. VS T 98 P 70 R 20 BP 140/68 02 97% at 
2. 2L nasal canula. Good appetite. Hyperactive 
3. bowel sound in all four quadrants. Bowel 
4. movement X3 (loose stool added). No evidence of SOB nor 
5. discomfort. No s/s of hypoglycemia. No Hyperglycemia 
6. noted 

Students first record vital signs signaled by "VS." "T" stands for temperature, "P" for 

pulse, "R" for respiration, "BP for blood pressure, 02 for oxygen level, 2L stands for 2 

liters. When nurses refer to "the telemetry" this is what they mean for all of these signs 

are read off of a machine. This means that the person in the bed is connected in some 

way to sensors that record all of this information. Other terms that abbreviate in this note 

are X3 which means "three times" and the word "no" in lines four and five that nurses 

represent as a zero "0" with a slash through it. I have talked about signs and symptoms 

elsewhere. The last abbreviation, the one that becomes important, is SOB. This term is 

an abbreviation for "shortness of breath." So one "part" of documenting that the nursing 

student is clearly practicing below is abbreviation. 

The student is also signaling an understanding of medical lexical items with such 

words as "canula," "hyperactive," "four quadrants," "stool," and "hypoglycemic." The 

last term refers to low blood sugar. The story line interpreted into lay terms might go like 

this. Vital signs are ok and the patient is on oxygen support. She ate her dinner. She 

made loud bowel noises and had a bowel movement. There was no evidence of shortness 

of breath nor of low blood sugar. Below is the conversation that follows between the 

instructor and the student after they have read the note. 
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1. St: She was hypoglycemic. 
2. Now she's no longer hypoglycemic 

3. M: Ok, now 1 wouldn't say " no evidence of 
4. shortness of breath" though 
5. cause she 
6. got winded when we turned her over 
7. to do her 
8. rectum. 
9. She didn't want to get out ofbed. 
10. What's the respiratory rate? 

11. St: 20. 

12. M: 20. 
13.1 would say 
14. "No respiratory distress." 

15. St: Ok. 

The student has recorded "No evidence of SOB," a piece of information that nurses are 

often interested in documenting with a patient who is on oxygen support. The instructor 

first contradicts this with reference to moving the patient in lines 3-10. "She got winded 

when we turned her over" is the first piece of evidence (5-6). "She didn't want to get out 

ofbed" is a second piece of indirect evidence that the instructor recounts for the student. 

She then asks the student "what's the respiratory rate," drawing her attention to a piece of 

information that has meaning in this context. The student says "20," and Marie echoes 

"20," and Marie changes the representation of the person's condition saying, "I would 

say, "No respiratory distress." The student says "ok" to signal that she understands what 

the number 20 means. She then revised the note, bringing in Marie's words. Marie then 

signed off on it and it went into the record. 
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The number 20 here represents something quite specific in this instance. R 20 means 

that a person, while at rest, takes 20 breaths in a minute. So there are signs of shortness 

of breath and the student is in this case giving a description that Marie knows to not be an 

accurate one based on what can be described about the person. However, Marie shifts the 

frame of representation by drawing the students attention to the number 20, in effect 

creating a deictic pointer to what information is important in this situation. 20 shows the 

student that the person is breathing ok with the aid of the oxygen, in nursing terms, 

without respiratory distress. The co-construction of the person through the record is 

shifted to not only be more accurate in terms of description, but to portraying that piece 

of information that is most important in nursing terms. No respiratory distress tells the 

nurse that the oxygen is working, that the care given by the nurse is effective. 

Creating Problems, Resistance/Compliance, Critiquing New Capitalism 

The example above is from a narrative note and both students and teachers work 

together to co-construct these documents. Students are also very quickly apprenticed into 

forms of documentation that are more narrowly focused, focused on problems, as I have 

discussed earlier in the case. The two primary forms that have been discussed above are 

the DAR note and the SOAP note. It is in these two forms, ones that are centered around 

a new capitalist concept of creating efficiency in nursing practice, that students find 

grounds for dissatisfaction and even critique. I had many conversations with students 

about SOAP and DAR notes. Below is an example where students talked about the steps 

in a SOAP note. In this example students were struggling with a number of things. First 

was the fact that at this facility the staff used narrative notes because they made more 
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sense for the reasons that I noted above. But in this instance the clinical instructor said to 

me that she felt the students really needed to practice the SOAP note because it was a 

hard one to master. The second aspect that students struggled with had to do with the 

word "assess." As they say below, the word assess is associated with a particular nursing 

process and the instructor was telling them that they had to think of assess in a different 

way. This was proving to be difficult. 

1. ST 1: I have a hard time with the "A" portion as opposed to... 
2. which we're now calling 
3. analysis 
4. Not... 

5. RW: {Not assessment} 

6. STl: {Not assessment} 

7. RW; What is it that you actually understand you're doing 
8. under "A"? 

9. Stl: It 
10. basically 
11. you're somehow combining 
12. your subjective and your objective 
13. information. 

14. RW: So you're taking the subjective observations 
15. you're trying to figure out how to 

16. Stl: You're trying to figure out how to put them 
together your way. 

17. RW: Subjective is mostly patient information. 
18. What they said 

19. Stl: Yes 

20. RW: It can't be objective 
21. If the patient said 
22. "my head hurts" 
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23. it's always subjective, right? 

24. Stl; Right. 

25. RW: And objective is what you guys observe? 

26. Stl; Anything {measurable.} 

27. RW; {Anything}measurable. 
28. And then the assessment is? 

29. Stl; Pat said that we should think of assessment as analysis 

30. St2; It's not assessment it's assess. 
31. and she describes it as analysis. 

32. Stl; As analysis. 

33. RW; So there's another use for the word assessment? 

34. Stl; Well we would say 
35. we think assessment when we 
36. like when we {take the person in} 

37. St2; {what we actually} yeah 

38. RW: {oh, ok} 

39. St2: We check functional health patterns 
40. It's how we assess {those} 

41. RW: {yeah} 

42. St2: Like what we do 
43. is assess that. 
44. But that's not what this assess 

45. It means 
46. we 
47. assess the information 
48. and try putting it together. 

49. RW: It's you're basically making an interpretation? 
50. Of what the information means? 
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51.Stl: Right 

53. RW: But you can't call it an interpretation . 

Stl&St2; (laughter) 

SOAP notes collect two kinds of infonnation from patients. They collect the 

subjective information. This is defined as what the patient says. They also collect the 

objective information which is defined as what the nurse can observe that is measurable. 

Students indicate their understanding of this in the conversation above (1-27). They then 

have to do assessments. As I have mentioned at great length, nurses assess for 

functional health patterns but the assessing that they do here is defined differently by the 

clinical instructor when the student says, "she describes it as analysis" (31). The students 

are also to see this as "putting the information together." This is a situation where a very 

important word in nursing, assess, appears to the students to mean more than one thing. 

In one case it refers to the process and in another it refers to what the instructor calls 

analysis. In line 49 I ask "you're basically making an interpretation of what the 

information means?" The students affirm this and when I say "but you can't call it that" 

this is greeted with laughter for it is in fact true that the instructor would not allow them 

to call what they are doing by that name. At another point in this conversation I asked 

the instructor. Patti, why she wouldn't call this process interpretation. She frowned and 

said, "I don't know. It's just not a nursing word." 

In spite of the instructor's distinction between analysis and assess, the students are still 

using functional health patterns as the primary organizing structure through which a 

problem will be identified and treated. It is also clear that using these notes makes nurses 
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uneasy because it necessitates the social construction of the person as being someone 

who by definition has a problem. 

1. Stl: The difference between a narrative note and this note 
2. you pick 
3. what you think 
4. is the most 
5. important problem of the day. 

6. Like I 
7. said 
8. urinary eUmination is her biggest problem of the day 
9. so my SOAP note 
10. only contains information 
11. about that. 

12. Like I had a leg edema 
13. but that doesn't belong in here 

14. RW: So a whole bunch of other things happened during the day 
15. but that doesn't belong in the SOAP note? 

16. Stl: Right. 

17. RW: Where does that other stuff go? 
18. Does it get documented? 

19. St2: That's why they use narrative {note} 

20. Stl: {Yeah} they use narrative note 
21. you put everything in a narrative note. 

22. St2; She's letting us put SOAP notes in 
23. other people deal with 
24. like my patient has mobility. 
25. they're gonna let PT write about that today. (physical therapist) 

26.1 mean 1 was there with PT 
27. and I have to write about it too. 
28. That's her main problem. 
29. There gonna let 
30. physical therapy 
31. write about her main problem. 
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32. So I have to find another problem. 

33.1 know she has poor skin integrity 
34. and is incontinent. 
35.1 have to pick out of those two 
36. which one I think is more important 
37. cause I know that PT's gonna cover 
38. her main reason for being here. 

39. RW: Ok 

If this conversation were a story, which in a sense it is, co-constructed between myself 

and the two students, then the meaning of the story would be in line 32, "So I have to find 

another problem." Like a story, it has an introduction where the overall theme of the 

story is laid out for the listener. In this section of conversation that structure is 

accentuated by the way that 1 have parsed speech into utterance units and stanzas that are 

organized by theme. In the first 5 lines the purpose of "picking., what you think is the 

most important problem of the day," is established. The story line continues with 

"urinary elimination," the point being that "My SOAP note only contains information 

about that." It does not contain information about other problems, about the rhythms of 

the day the way a narrative note might. The second student adds a complicating factor, 

the possibility that the "main problem" may be handled by someone else on a given day. 

In her case the physical therapist will be writing about the problem of mobility so the 

student has to find another problem. As she states, she has two choices, skin integrity 

and incontinence, and she has to choose the one that "I think is more important." 

The choice of only documenting problems is one that makes many students uneasy. 

And as we have seen from the examples above, students and nurses tend to document 
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those problems that are easily observable and measurable; skin integrity, incontinence, 

mobility, leg edema's (which are open sores), and urinary elimination all fit into this 

category. In addition, the organization of problems is done in and through the functional 

health patterns. In the examples above all fit into those that are most commonly used; 

elimination pattern, rest and activity pattern, and the nutrition-metabolic pattern (skin 

edema and integrity fall into this category). Sometimes, though not often, students want 

to document the more subjective patterns. However the system of practices they are 

embedded in work against that unless the unit is a psychiatric one. Below is an example 

of one students attempt to document that her patient "was depressed" through a DAR 

note form. The basic story line is that the person was depressed because they could not 

walk. When they tried to walk they couldn't physically do it and this led them to feeling 

depressed. The nurse tried to talk with the person and interest them in food but neither 

strategy seemed to work. Further attempts at walking were discouraged for the time 

being and the person's heart rate was monitored on a regular basis. However, the ways to 

tell this story varied widely in the DAR form. 

The first part of a DAR form is always the "focus." This is always one of the 

functional health patterns. After that comes the first draft of a note that the student wrote 

about this "client." In this instance the student decided that she wanted to "document" 

the depression. Below is her first attempt: 

1. Focus; Emotional State 

2. D - Pt. Has flat affect & 
3. Is difficult to engage in conversation. 
4. When asked, he stated that he feels 
5. "depressed about not being able to 
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6. walk." Pt. Seemed interested in 
7. ambulating but was very weak in 
8. transferring and tachycardiac so pt. (P 108 RN observed telemetry + changes) 
9. Went back to bed. Diet advanced. 
10. Patient stated he was hungry but ate only 
11. Small portion of breakfast. 

12. A: patient went back to bed and napped. 
13. Staff nurse informed 

14. R: ambulation discouraged due to 
15. Weakness tachycardic 

In a DAR note the relationship between the three parts is what is most important. So the 

data collected has to lead to an action on the part of the nursing student, and this action 

should lead to a positive response. The data recorded concerns two things; the 

documentation of depression through "difficult to engage in conversation," through the 

"statement" of being "depressed about not being able to walk," and finally, through the 

fact that although the patient "stated he was hungry," the person still "ate only small 

portion of breakfast" (1-11). The student doesn't understand the purpose of action, that it 

is a nursing action, and instead records the action of the patient first with "patient went 

back to bed and napped" (12). She then records her own action of "staff nurse informed 

(13). The response, which according to the form ought to be a response to a nursing 

intervention that reflects some positive outcome, doesn't address the issue of a positive 

action taken with respect to the data. Instead she writes, "ambulation discouraged due to 

weakness tachycardic." This means that the patient was advised not to move around to 

much because it would strain her respiratory system and heart rate. The student had a 

brief discussion with the instructor who quickly eyeballed the note and told her to, 

"shorten it, and connect the data with the action." 
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At this point the student herself expressed being "depressed" with the form. She said, 

"what's going on here, the patient is depressed. I don't know how to use this form to do 

that. It doesn't work well." She then revised her note. 

Focus - Emotional State 

1. D: Patient has flat affect is difficult to engage. When asked, pt. confirmed that 
2. he "feels down" about not being able to walk. Pt. seemed interested in 
3. walking per doctor's suggestion, but was too weak in transferring and 
4. tachycardic. Asked about appetite & diet advancement, patient 
5. confirmed interest, but ate only small portion of breakfast. 

6. A: Made repeated attempts to engage pt. In conversation 

7. R: Pt. Remained withdrawn and difficult to engage. 

In the second draft that the student made on her own she made some significant 

revisions. First, she did reduce the number of lines by half. At one point as she was 

doing this she turned to me and said, "I don't know how to do this without describing it 

as I see it." When I reviewed her note with her she said "I put some lines together to 

make it look shorter." The notes here are recorded as she wrote them and clearly show 

that she ran lines together in order to reduces the number of lines, giving the impression 

that the overall note was shorter, making the lines longer in her revision. Nadia, the 

student, was clearly aware of this. For example, the first two lines of the initial note, "Pt. 

Has flat affect & is difficult to engage in conversation," is compressed into the one line, 

"patient has flat affect and is difficult to engage. When asked, pt. Confirmed that." 

Nadia also used abbreviating strategies in order to meet the instructors directive to 

"shorten it." In the first sentence she eliminated "&" and "in conversation." She 

changed patient to "pt," in the second sentence, and took out "so patient went back to 



bed" from line 8-9 of the first draft. She also shortened both the "action" part of the note 

and the "response" part of the note. Nadia made some important lexical and content 

changes as shift the way that the person is being represented through the documentation 

process. These changes were important, as Nadia put it, to make the note "sound more 

professional." First she took out the verb "stated" which occurred twice; first when the 

patient stated how they felt and second, when they stated thai they were hungry. Instead 

she brought in the verb confirmed, saying "pt. confirmed" that he "feels down." This verb 

change shifts the ground of action from the patient to the nurse. In the original "note" it 

looked like the person was making these remarks without having them solicited, that is 

the nurse does not appear as a presence. However, confirmed is a verb that would be a 

response to a question or observation from the nurse. The other instance of shifting this 

verb would seem to confirm this as Nadia said, "asked about appetite and diet 

advancement, pt. confirmed interest." Overall, the sense is more of someone who is not 

as actively engaged as someone who out and out "states" what they want. Nadia changed 

the hospital word "ambulating" to "walking," bringing in new language and information 

"per doctor's suggestion," indicating that this movement on the part of the patient came 

from the doctor and is part of the cure, not necessarily part of nursing care. She also 

wanted to document clearly that when the patient tried to walk it was too strenuous 

(tachycardic means the heart rate gets very high) and changed "very weak" to "too 

weak." As further evidence of the emotional state of the patient, Nadia documents in 

both drafts that they "ate only small portion of breakfast." 
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Nadia's action part of the note is better than the first draft in the sense that it is a 

nursing action. But it doesn't meet the criteria completely for the action also has to be 

verifiable and measurable in a DAR note. For example, "taught pt. 3 techniques to be 

less depressed" might be more acceptable (if there were indeed such techniques that 

could be verified and measured in every situation - remember this patient is someone 

who has had serious surgery and can't walk. It is not unusual that they would feel 

depressed!) But Nadia's response is not an acceptable one because there is supposed to 

be a positive response to caring. One does not document a lack of response. 

Nadia clearly thought that the most important problem to document was this person's 

emotional state but as she stated she felt so constrained by the form that she could not 

effectively show caring. Nadia had a real sense of the complexity of language. She 

revealed this when she changed her verbs from "stated" to "confirmed" and when she 

modified the verb weak with "too," supporting her assertion that the person did not have 

the physical strength to walk. But she had a really hard time getting past her intense 

desire to document depression in acceptable ways and see that some action (measurable 

and verifiable) had to be taken by her, the nurse, and that this had to lead to some 

documentable response. After revising, she showed her unhappiness by saying, "she's 

gonna change it. 1 just don't know how to do this." Indeed, her instructor did change the 

note when they sat down to revise together. She changed tlie focus to something that is 

more easily documentable, "activity intolerance." 

Final draft: focus - activity intolerance (revision with nursing instructor) 

1. D: Pt. OOB to chair for am care. Tachycardic to 180. RN observed 
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2. telemetry and changes in HR. 

3. A: RN recommended pt. return to bed. 
4. R: Monitoring VS HR III @ 12:00 while napping in bed. 

The shift from emotional states to activity is striking. In the first two drafts of the note 

we see many phrases that index emotion; "flat affect," "difficult to engage," "depressed," 

"feels down," and "remained withdrawn" are all examples. But the note is not efficient 

(i.e. it is too long), nor does it document verifiable and measurable phenomenon, nor is 

there any verifiable and measurable positive response to treatment of some kind. So the 

instructor shifts the focus and the "story" becomes a different one. In it, the person was 

moved from their bed (OOB means "out of bed") to the chair next to the bed as part of 

"am," ambulatory care. They went tachycardic, meaning there heart rate rose to a very 

high level very quickly, indicated by a heart rate of 180. The RN (not the student!) 

observed these changcs. The RN recommended that the person return to bed (actually 

they carried the person back to the bed) and they monitored the vital signs and heart rate 

three minutes at 12 while the person was napping in bed. Emotion has been erased from 

this document, from this institutional story. 

Documentation processes, particularly those that are problem-oriented like the ones I 

have presented above, are part of the symbolic representation of the person in the bed. At 

this particular juncture that representation is a contested one perhaps best exemplified by 

the split between the words "patient" and "client." There is often a conflict between the 

historical ideology embedded in nursing about caring and the service-based capitalism 

ideology of efficiency. While this potential contradiction manifests itself at the level of 

forms and the ways that people take them up, when the contradictions become more 
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apparent to large numbers of nurses they can lead to critique of new capitalism. They can 

also sometimes lead to change for new capitalism, with its arguments based in a pretty 

bloodless argument for technical rationality, is susceptible to critique when it comes to 

issues of caring, emotion, and connection. This has become apparent in the last 5 years 

or so where nation-wide many nurses have gone on strike over many issues that connect 

directly to the imposition of social efficiency, to documentation forms, to the 

organization of work, and to the ways in which literacy symboUcally will represent 

relationships between nurses and the people who they serve. 

The Brockton Strike 

During the years that I worked with nursing students it became clear that a lot of 

changes were taking place in the work place. Especially when I visited clinical sites I 

observed nurses on the floor (not instructors from ECCC) advising students against going 

into nursing. I heard a nurse say to a student, "If I could get out now, I would." Another 

said, "I'm getting out in the next two years." These kinds of actions and sentiments are 

confirmed both nationally and regionally. A US Department of Health and Human 

Services report (2000) concludes that there is a crisis in nursing, as a generation of nurses 

retire and enrollments overall in nursing schools have declined by 17 percent from 1995 

to the present. 

The nurses I talked with in clinical sites said they had increasingly been asked to take 

on more patients, spend more hours at work, and eventually to sign on to mandatory 

overtime requirements. Finally, there has been a huge increase in the use of certified 

nursing assistants, and licensed practical nurses. A CNA degree requires only about 8 
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weeks of schooling, about 60 hours, and a licensed practical nurse's program is a year

long curriculum. This has created greater stratification in the field as a whole and often 

the person in the bed doesn't have any idea about what the person who is caring for them 

is actually able to do. They may be certified to change sheets and bed pan, or they may 

be registered nurses qualified to make complex assessments and give care. When I asked 

one friend, a director of the nursing program at another community college, about why 

this was taking place, she remarked, "It all comes down to the almighty dollar." 

Between 1999 and the spring of 2000 a number of strikes took place in the region, 

pitting nurses against hospital administrations. The strikes were in every instance about 

three things: first and foremost was the issue of mandatory overtime; second, and 

connected was the issue of adequate staffing levels; finally, there was the issue of pay. 

The most visible of these strikes was the St. Vincent hospital in Worcester, MA. Nurses 

walked out and went on strike for 49 days over the issue of mandatory overtime. At 

about the same time, reports from both a special legislative commission and from the US 

Department of Health and Human Services confirmed that nurses were either leaving the 

field in droves, or in desperation, going on strike over these three issues. The strike at 

St. Vincents, as well as many of the regional and national ones, were largely successful in 

putting contract language in that gave nurses greater control over the issues of overtime 

and staffing. What I want to document here is the language of a strike, in terms of an 

ideology of care, and how nurses very effectively deployed that language to critique 

hospital administrative practices. That language stands in stark contrast to the language 

used by administrators. This language indexes an ideology of technical rationality based 
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in capitalism and shows that it is in that language, as well as the host of thought processes 

and practices it indexes, that a critique of new capitalism is possible. It also shows nurses 

acting as "practical epistemologists" (Street, 2001a; 2001b; Bamett & Griffin 199?). 

This last section is based primarily on discourse analysis of newspaper reports from 

the Boston area between May and July of 2001. In the wake of the successful St. 

Vincent's strike in Worcester, many of the nurses I worked with started telling me of a 

possible strike action in a local hospital down the road in Brockton. In May of 2001 the 

nurses at Brockton hospital went out on strike. 

The strike action is not simply a story of management vs. labor. There were many 

other complex social and political forces at work. These included regional and national 

pressures of newly aggressive nursing labor unions, a special legislative commission 

report published under a Republican governor, the intercession of major political figures, 

and of course, the way the "story" was told in the major media outlets. My point is to 

show that underlying all of these forces were two discourses at work, and that all of these 

forces eventually aligned with one or the other discourse. The first discourse came from 

the ideology of caring that nurses are socialized into through literacy and other social 

practice. The second was an argument for rational economic practice, a very technical 

argument that comes from capitalism generally, and new capitalism in its guise as 

'managed' health care in particular. 

At the beginning of the strike, local and regional newspapers tended to publish articles 

that reported the areas of contention between the two parties. The local paper, The 
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Enterprise (May 26, 2001) cited a U.S. Department of Health and Human Services 

Report with the following: 

The nursing population is moving toward retirement while the number of people 
entering the field is dropping. At the same time, low pay, increased workloads, 
and forced overtime are driving more nurses out of the field 

The Boston Herald (May 28, 2001) reported that the issues dividing the parties were: 

"appropriate staffing levels, the use of mandatory overtime, and proposed salary 
increases." 

It is worth noting that the first report, while appearing somewhat neutral in citing a 

government report, does in fact take a stance by using modifiers such as low pay, 

increased workload, and forced overtime. While the second report is somewhat more 

neutral, the "use of mandatory overtime" sets the stage for further stories to come. 

Within about 10 days the newspapers began to shift their reporting from the issues 

between the two parties to reporting the "voices" of the nurses and the administrators. 

Newspaper articles first drew these voices from a regional report that was commissioned 

by the governor. In the story below, a Boston Globe report (June 10, 2001) juxtaposed 

nurses talking to the commission, the chief hospital administrator in Brockton, and voices 

of official fact-finding from the governor's commission. After summarizing the same 

three central points mentioned above the story moved on to the commission findings: 

We need one-on-one supervision of these patients," said one nurse in the report. 
"We put them all together and have one staff member to watch all of them... 
They [the administration] are pushing 3-minute triage to move patients. What if 
the reason they are there is domestic violence? How are you going to truly access 
this and intervene to prevent future injury in three minutes?" 

They then reported a quote from the administrator of the hospital in Brockton on the 

effects of the strike, "Hospital spokesman Robert Hughes said the strike had not affected 
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service." Finally, they ended the article with two references to the commission report, 

once again indexing the issues of workload, hours worked, and directly relating those to 

the quality of care. 

"Dissatisfaction levels are also rising as nurses are asked to take on more patients 
and spend more hours at work, the study indicates." 

"The system forces them to work in an environment that is not conducive to 
excellent quality care," the report says. 

Between these three sets of voices, we see the major rhetorical moves that would be 

played out in the strike until its resolution at the end of 49 days. First were the voices of 

the nurses who by being forced to work longer hours and take more patients cannot 

perform their primary job function, that of caring. The nurse reported above cites the 

complex and problematic issue of "domestic abuse" in order to make her point. The 

examples below, all of which are quotes of nurses who went out on strike, support this 

rhetorical stance. 

"Every day 15 to 20 shifts aren't covered. So there's a list of people who have to 
work overtime. It's mandatory. The names rotate. When yours comes up, you 
have to stay," says Kathy, a nurse of 20 years. "It doesn't matter if you're up 24 
hours. It doesn't matter if you say you don't want to work. You have to. It's 
required." 

Karen is an emergency room nurse. Brockton is the third busiest ER in the state. 
"Most evenings the ER looks like a war zone being cared for by a tired skeleton 
crew. Add mandatory overtime to the picture and it is a lethal mix." 

She says it hurts her to see the profession she loves "dictated by business-minded 
superiors who have no idea what it is like down in the trenches... You can't 
expect one nurse to do the work of three or four. But this is what we do every 
day." 
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"It's traumatic to leave the place that you've been at for so many years, but it's a 
stand we felt we had to take for the safety of our patients and the safety of our 
nurses," said Kathy Metzger, who has worked at the hospital since 1988. 

Currently nurses can be required to stay for an extra shift, which they say happens 
because there are not enough nurses on staff. "It's dangerous," says Linda 
McMahon, an emergency room nurse who has been at the hospital for 19 years. 
(Boston Globe - June 15, 2001). 

Nurses presented their stance towards the strike in terms that seemed to resonate outside 

in the larger community. First there was the control over one's own work, in terms of 

safety, and indirectly the ability to provide safe care. Kathy says, "It doesn't matter if 

you've been up 24 hours." Karen talks about a "lethal mix" in terms of a "warzone" ER 

and a "tired skeleton crew." Again, she indexes the work load issue, contrasting it with 

the "business-minded superiors." The story easily subverts arguments for efficiency by 

making it seem like superiors are interested only in profits and that by focusing on that 

they are creating danger for patients and nurses alike. The issue of safety for patients and 

nurses alike is made explicit in the next quote by Kathy with her, "but it's a stand we felt 

we had to take for the safety of our patients and the safety of our nurses." The last quote, 

sums up the article, with Linda McMahon saying, "It's dangerous." 

The legislative report from the state commission was also being reported widely 

during this time. A headline from the Boston Herald on June 20 summarized how the 

contents of this report was played to the broader public. The headline read: "Study: 

Nurse Shortage puts patients and staff at risk." 

By contrast, administrators, as reported in the local media, continued to make rational-

technical arguments like the "service" argument made by the hospital administrator 
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above. These mostly were framed in terms of needing "flexibility" and "running 

smoothly." 

"Legislation that aims to set staff levels and to ban overtime raises a concern 
because it addresses the symptoms of the crisis, not the source of the crisis," said 
Tim Gens of the Massachusetts Hospital Association. "Hospitals must be able to 
maintain flexibility. Each hospital is unique." 

The breakdown in the Brockton negotiations was largely over the nurses 
insistence on putting mandatory staff levels into the contract. Hospital officials 
balked, saying it would take away flexibility necessary to keep the facility 
running smoothly. 

In the examples above, it is not easy to understand the argument being made and this 

stands in sharp contrast to the nurses' stance. For example, the first quote by Tim Gens, a 

Massachusetts Hospital Association spokesperson, makes no sense to the reader. 

Similarly, arguments for flexibility did not adequately answer the issue of safety and 

caring brought up by the forces arrayed against them. How would flexibility lead to safer 

care, to quality care? While it might have been possible to make these arguments they 

were not articulated in newspaper accounts over several months. It would be naive to 

think that administrators were not trying to make arguments that brought in the issue of 

care. But they were not translated well into the print media that shaped the story of the 

strike. 

In contrast to the arguments by administrators, newspapers from the region would 

variously use the voices of the "report" to provide a kind of omniscient conclusion, or 

they would rely on the voices of local politicians, that is, voices of power. The use of 

official reports as represented by the governor's commission and the US Department of 

Health and Human Services report were presented in such a way that they supported the 



nurses position, as I have argued above. Similarly, the voices of politicians also were 

presented as supporting the nurses. Local heavyweight politicians such as Edward 

Kennedy made official calls on the administration to "take the nurses concerns into 

account." Politicians who were members of the governor's commision were quoted as 

below: 

"This is based on what we've heard from the people who are on the front line 24 
hours a day, seven days a week," said Sen. Robert S. Creeden (D-Brockton) 

By the middle of July, nurses had obtained a pay stub from a replacement nurse that 

"they said was left on a hospital copy machine. It showed gross pay of $4,500 for an 84-

hour week. "You're telling me that's a safe nurse?" one striking nurse said. 

There were larger national issues between nurses and administration being played out 

at the local level but these were never part of the central storyline as much as hospital 

administrators would have liked them to be. The Boston Globe did report that mandatory 

overtime was a "national issue" and that the Massachusetts nurses union had recently 

broken off from the national union to link up with recently radicalized unions around the 

country who were pushing these issues. But by and large the story tended to be presented 

through the rhetorical frames and metaphors I present above. Eventually, in August, an 

agreement was reached that was favorable to the nurses. 

This story is instructive for at least two reasons. First, the ideology of caring is one 

that nurses are socialized into through literacy and other social practices. It would be 

easy to see that ideology as a way in which nurses (and teachers) are conditioned to 

accommodate management, in this case a capitalist management. But, the above story 

indicates that this ideology can also provide the impetus for nurses to act as "practical 
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epistemologists," as people who construct and deploy a particular knowledge frame to 

both critique, exercise some control over, and change their work situation. In other 

words, the internalization of an ideology of caring does not simply have to function as a 

tool for oppression. This should be heartening to those of us who work in education for 

we too operate in a work setting where teachers are socialized into the ideology of caring. 

It is not accidental, that both teaching and nursing have historically been constructed as 

womens work. 

The second point is somewhat more complex, and perhaps, even more salient to 

teachers and educators than my first point. In the 1980s and 1990s a national movement 

away from bilingual education swept the country. In the heat of the debate, I remember a 

prominent bilingual educator lamented that if he could only get his "research" out to the 

public (that is, reported by mass media) then he could make a strong case in support of 

the cause. At the time I thought to myself, the more interesting question is why doesn't 

research in support ofbilingual education get reported in the major media outlets? Why 

does Ron Unz, a rich businessman with no educational experience, gel a lot of favorable 

press coverage while Steve Krashen, a nationally known and respected bilingual 

educator, feels that he has to fight to get coverage of his points? I wonder if the hospital 

administrators above had similar frustrations to this bilingual educator? And what were 

the constellation of forces that came together in such a way that the nurses story would 

play strongly and the managed health care story would not (15 years prior it would have 

been the other way around, wouldn't it?). 
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The reason I feel that this is a deeply salient question now is that we are currently 

facing a broadening of this struggle in education, one that develops the attack on 

bilingual education into a reform movement for all education. I am referring specifically 

to the standards movement and national standardized testing. A recent article by Jim 

Collins (2001) points out how the language of the AFT, the largest American teachers 

union, shifted during the course of the mid-nineties towards embracing the standards 

movement and its emphasis on standardized testing. In the last few years some of the 

possible contradictions of this embrace have started to impact the lives of teachers, 

students, and communities and some dissent has been heard at the grass roots level 

(Collins 2001: p. 159). Some of this dissent has started to capture media attention, but 

thus far school management, the political establishment has, and a business community 

interested in the control of "mindware" has "managed" to loudly make the case that this 

movement is about 'caring for every child' or ""leaving no child behind." Behind those 

calls are an agenda that includes increased standardized testing, increased surveillance 

and control of teachers work, and an increasingly standardized curriculum where teachers 

are seen increasingly as technicians. At the heart of this struggle is the question of how, 

between the nexus of the local and the global, does a humanist discourse enter into the 

discussion, make itself heard, and lead to critique and change? The nursing example 

above is one such nexus where it would appear to be happening. In schooling, this has 

not yet taken place. 

The nursing data presented in the last two chapters shows us the complexity of nursing 

discourse genres as people use them in their day-to-day lives in the world of managed 
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health care. The forms I presented in chapter VI were highly prescriptive, organized at 

the level of the smallest bits of grammar so that apprentice nurses could learn to present a 

collective voice when they documented what happened. As we saw the note being 

practiced in social settings like lab and the clinical sites the form were opened up a bit by 

human creative agents. The instructors contradicted the official texts to assert nursing 

professionalism, students and teachers followed the needs of the clinical site rather than 

the dictates of the curriculum, and students struggled mightily to document phenomena 

that they thought were important even when the representation systems and instructors 

worked against them. Finally, wc saw that it would be overly simplistic to argue that an 

ideology of caring can only be used as a tool for controlling the work of nurses (or 

teachers). Where "nurses care and doctors cure" is one way to both define and exercise 

control over the work of nurses, that same ideology, learned through language and 

practice, can be deployed by nurses as they become practical epistemologists (Street 

2001) working to gain a measure of control over work hours and staffing levels. The 

nursing study shows clearly that we should be wary of generalizations that stem from 

large sociological analysis of the New Economy and the people in it. This is also true of 

the next two chapters where biotechnology students provide both a contrast to nurses and 

some similarities. The contrast is primarily in terms of the literacy and discourse 

structures they learn, one where the locus of control over the thinking process is sited 

very differently leading to different results in what it means to engage in higher order 

thinking. The similarities come in terms of the general speed of life, that characteristic 
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of fast capitalism (Gee and Lankshear, 1996) that we might characterize as fast, where 

learning is always just in time and one is always trying to keep the head above water. 
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CHAPTER IIX 

BIOTECH LITERACY: "WE ARE NOT DUCKS! WE ARE EAGLES! 

Introduction 

In the following 2 chapters I present the texts and talk of the Biotechnology program. 

First I present initial ethnographic data on the program that includes the perceptions of 

key actors, the history of the program, and an analysis of program components. I then 

present the written and oral genres that are constantly repeated as part of the process of 

becoming a member of this discourse community. This includes programmatic texts for 

how one ought to write, the actual practice of lab notebook documentation, talk around 

the lab, and the production of what the players call "real" research through 

experimentation, use of the internet, and computer mediated presentations. 1 end these 

two chapters with a presentation of discourse, mostly interview data, on the unique form 

of internships that students take on, emphasizing how Biotechnology is distinctive from 

Nursing with its direct connections with the new global capitalist economy. In both 

chapters I attempt to portray a social setting that in space is very close to the Nursing 



program. It is in fact located one floor above in High Tech Tower at ECCC. But this 

program exists in a world where radically different metaphors of teaching, learning, and 

use of literacy are at play. People who apprentice in these settings are pointed at very 

different futures. 

This first chapter presents the setting ethnographically, then discusses the primary 

written forms that students use on a day-to-day basis. I begin with an anecdote, then a 

portrait of the program director, Dr. Jay. There is no making sense of the program 

without a discussion of this complex man. 

In the fall of 1999 I'm sitting in the office of Dr. Jay, the director of the Biotechnology 

program at ECCC. We have been talking about the inception of the program, how it got 

started, when he suddenly jumps up, crosses over to the entrance to the lab where the 

students are working, pulls open the door, and shouts at the top of his lungs, "We are not 

ducks! We are eagles!" The first-year students are not used to this kind of behavior and 

halt in their tracks, a bit startled. The few second-year students who see this kind of thing 

daily just keep on working on whatever they are doing. Some smile. A few role their 

eyes. One makes quacking noises. As I have been gone for two years I don't understand 

the reference and why he is yelling it at the students. I ask him what it means. Dr. Jay 

answers by describing the new president of the college, a reference to something the 

president said in one of his first faculty meetings, and how Dr. Jay publicly responded to 

the president's comments. Characteristically, Dr. Jay has taken the story, told it to his 

students, and used it as a lesson to communicate the nature of the program to them. He 
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1. Dr. Jay: this president we have is a disaster 
2. How do you.. 
3. we're trying to find somebody to go into 
4. to take us into the twenty-first century. 

5. Why would you take a man who was fired in Montana 
6. fired 
I. and hire and bring him here? 
8. to lead us into the 21®' century, why? 

9. And he said to us, 
10. "We all have to fly in formation 
I I .  L i k e  d u c k s  i n  a  r o w  
12. Be part of the team 
13. And I'm the duck at the front." 
14. can you believe it? 

15. So I got up and 
16.1 said to him 
17. "I'm not a duck 
18. and I don't make ducks" 

19. In my program 
20. we make eagles" 

Any understanding of the Biotechnology program, the learning practices, and how the 

situated literacies represent those practices, has to start with Dr. Jay and how he 

communicates his vision of science and learning to the students. His choice of the 

metaphor, "eagle," to describe what is made in his program is emblematic of much that 

he tries to instill in the Biotechnology students. The symbol of the eagle applies to 

himself, to the practices of the program, and to the students who are successful and move 

on to business or more higher education. 

Dr. Jay is an African-American in his mid-forties, about 5'10', about 180 pounds. He 

often wears a suit and tie in a setting where many professors tend to dress casually. 

When he doesn't wear a suit and tie his casual wear is high-end clothing like Armani or 
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Bill Blass, very well tailored. I have known Dr. Jay since 1991 when we both started at 

ECCC as adjunct professors. We both taught for a few years part-time, then in 1993 

started together as full-time tenure-track instructors. We have been friends and 

colleagues for that whole time although we teach different subjects, work in different 

parts of the college, and have very different approaches to education. 

Spending time with Dr. Jay it very quickly becomes clear that he has very high 

energy, is very bright, and can be extremely aggressive to the point of abrasiveness. He 

speaks quickly at all times, and always with great conviction. He is never hesitant in his 

speech. His colleagues see him as outspoken, often combative; the metaphor I often have 

heard from other colleagues is "loose cannon." This combativeness is very often 

directed against the college administration, as in the example he himself recited above. 

At the time of this writing he was suing the college, and the new president personally, for 

refusing to grant him tenure. The college had turned him down on the basis that his 

students had never in his six years as a professor completed the student evaluation 

required under the contract, a charge that he does not in fact dispute. Dr. Jay is openly 

contemptuous of these evaluations, but also argues that the presidents office is "out to get 

him" and that "that was the biggest mistake that clown ever made." He cites the fact that 

many other faculty achieve tenure with incomplete records, a long conflict with both the 

president's office and the head of Human Resources, finally describing his lawyer who is 

"a buddy in the Masons" and who will "eat the administration alive." This interview 

takes place in the fall of 1999. As of this writing in the winter of 2001 the school had 

come to a settlement with Dr Jay which he told me was several hundred thousands of 
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dollars. By the summer of 2002 both Dr. Jay, and the other primary faculty member to 

teach Biotechnology had been fired. Currently, Dr. Jay is again in court with the school 

and the state as defendant. I tell this story is to illustrate that Dr. Jay is a formidable 

personality. He is tenacious and he is a fighter. I have never known anyone who 1 would 

less want to be in a fight against and similarly, no one who I would rather have in my 

comer. 

Dr. Jay's assertiveness with the administration is manifested somewhat differently in 

his relationship with students. An avowed believer in "tough love" as an approach to 

education, he often yells at students, dressing them down in public. Not surprisingly 

there are many students who will not or cannot achieve under this kind of treatment. One 

student, Gloria, who had just won a scholarship to fund her through the rest of her 

undergraduate education, talked about one of her best friends, a woman whom she had 

begun the program with in 1997. 

1. G: And this was one of my 
2. she was my equal. 
3. We were, we had started off at the same point 
4. we were at the same level of strength. 
5. I'm really upset that she didn't make it... 

6. Her project failed. 
7. It was pulled out from below here feet 
8. she spoke to one of the Pi's 
9. principal investigators 
10. cause she was having a rough time 
11. and then he goes "that's it." 
12. Dr. Jay yells at her. 

13. She had had a bad internship 
14. so all of her confidence was lost 
15. and she's gone. 
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In the instance cited above, the student had successfully completed her first year of the 

program. The first year is the one where the highest percentage of students leave due to 

the extreme demands and stress of what students and professors understand to be "an elite 

Ph.D. level program shrunk down to two years." She had done an internship that did not 

go well, then returned for her second year. During the fall of her second year she had 

been, like all students, involved in original research under the organization of a PI 

(principal investigator). In the course of that work, her sample of biological material was 

contaminated and she could not produce any results that would have any meaning. The 

PI pulled her from the project, embarrassing Dr. Jay, who yelled at her as reported by her 

friend, Gloria. As Gloria also reports, "all of her confidence was lost, and she's gone." 

This instance was not an isolated one. Dr. Jay, as I will stress throughout this case, took 

intense personal interest in both the success and failures of his students. When they did 

well they received lavish praise and were publicly touted to the skies. When they 

disappointed him, he often responded very quickly with strong public criticism, what the 

students called "yelling." This is a central aspect of the learning environment at the 

Biotech program, an environment that both professors and students constantly referred to 

as "boot camp." 

Dr. Jay carries a joint professorship at another institution, one of the large private 

universities in the city. He completed his dissertation at this same institution in the mid 

1980s in microbiology. He worked in the private sector and at the university where he 

had done his original research before joining that faculty, primarily as a researcher. He 

also became one of the first microbiologists to have extensive experience with the world 
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of forensic DNA and is called in regularly to administer or advise on DNA tests in the 

Boston area. He has a program to train both judges and trial lawyers in the understanding 

of these kinds of tests, or as he says "the understanding of the science behind the test." 

He came to Boston in the late 1970's to do his undergraduate work, then stayed to do a 

joint masters and Ph.D. program. He originally came from a rural family in the south 

where his father was, and still is, a Baptist minister in a small town. He is married with 

two children and lives in one of the upper middle class suburbs of metro west Boston. 

On this first day that we are talking I was taping. He then took me to a student 

meeting and I saw how that is run. Afterward he and I discussed the inception of the 

program and his involvement with it. Below I use this interview data, institutional 

documents, discussion with students, and interviews with other key administrators to 

situate the presentation of texts and discourse that is to follow. 

History of the Program 

The history of the program as recorded in institutional documents and interviews with 

the major players reveals the complexity and barriers to creating a successful two-year 

Biotechnology program from nothing. It also reveals the drive and creativity that was 

necessary to create an "elite" program that was very different from 4-year Biology and 

Biotech programs that were coming into being at that time around the country. 

The person at the school who first came up with the idea for a Biotech program 

situated at a community college was the Vice President for academic programs, Mary 

Standi sh. In the late eighties and early nineties the college was looking to work within its 

hi-tech and health science mission statement to develop new programs. The promise of 
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Biotechnology was just emerging and companies like Genzyme and Biogen were just 

going public and going from the back of someone's garage into public concerns that were 

attracting large sums of venture capital. The school tried in 1991 and 1992 to get a 

Biotech program started but in both cases did not have the funding lined up nor were they 

happy with the people who they hired. The first director left for another institution and 

the second was let go after a year, ostensibly because the students he was carrying on the 

books were not in fact signing up for courses. Dr. Standish recounted that they heard 

good reports about Dr. Jay from students, checked him out through his institution, and 

called him it to ask his advice about starting up a program. Below, Dr. Jay recalls his 

meetings with the President and Dr. Standish. 

1. B: Umm 
2. I was actually teaching here 
3. part time 
4. at night. 

5. And I guess 1 had 
6. good teaching reviews 
7. or so 1 was told. 
8. And I was approached by Standish and 
9. the president 
10. who had 

11. over a period of time it became clear that 
12. they had tried to start a Biotech program here 
13. over a period of 3 or 4 years preceding me 
14. without succcss. 

15. And I had two predecessors 
16. who somehow disappeared 
17.1 don't know what happened to them. 

18. They were desperately trying to get this program up off the ground. 

19. And I told them that 
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20. the Biotech industry will probably be the 
21. largest or second largest industry in the world 
22. in the next century. 
23. and it will be behind computers. 

24. It'll have more impact than computers 
25. believe it or not. 
26. (That's one of the) things it's gonna do in the 21^' century. 

27. One of the things is that 
28. you want to create a Biotech program 
29. which is going to be 
30. serve the needs of industry badly. 

31. And I had been in industry 
32. and the need is 
33. y'know companies spend thousands of dollars training technicians 
34. thousands of dollars before the training 
35. thousands of dollars searching them out 
36. with uh, newspaper articles, advertisements for jobs, that kind of thing. 

37. Interviews that kind of thing 
38. costs a lot of money. 
39. It takes time 
40. and competition's fierce 

41. And science 
42. whether it's academic science 
43. or industrial science 
44. second just means that you're the first loser. 
45. That's all it means. 

46.1 said we need to develop a program 
47. that has a research and development basis. 
48. Research basis. 
49. Which is a novel program 
50. which is gonna be able to serve the kinds of students that come here 
51. which are non-traditional. 

52. And be able to transform them 
53. into an elite core of students in a two-year period. 
54. And if you can create that pool 
55. everything will take care of itself 
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56. In order to do that I needed a certain laboratory. 
57.1 got the laboratory. 
58. But I told them, 1 said 
59. "give me the laboratory and 
60. I'll give you the best Biotech program in the Northeast in 3 years. 

61. In 3 years he had the best one in the country. 
62. Now it's the best one in the world. 
63. So, even though he's gone 
64. well, anyway. 

In this re-telling. Dr. Jay laid out what came to be the primary characteristics of the 

program under his leadership: a new industry characterized by tremendous growth; fierce 

competition in terms of cost and getting well-trained workers; a program that took non-

traditional students recruited from the larger community college population and 

'transformed'' them into an "elite core-" a completely up-to-date laboratory that met 

industry specifications; and finally, the drive to create a program that was recognized as 

elite on the national level. 

The basic Biotechnology lab was built over the summer of 1993. Included in the lab 

were workstations for 36 students, storage areas for biological materials, all the 

equipment necessary to do cell cultures and separation of genetic material, as well as 

special photography facilities needed for creating exposure slides that indicate amounts 

and locations of molecular material. 

The first year, 1993, the program began with 43 students who were down to 10 by the 

end of the year. Seven went on to graduate in the spring of 1995. While this kind of loss 

rate has continued to characterize the Biotech program each year there are typically 

between 40 and 50 students who try to make it in the program each September. One 

reason is the reputation. When Dr. Jay claimed national and international recognition for 
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the program he was not exaggerating. The National Science Foundation has rated the 

program as amongst the elite in the U.S since 1995 based on what kind of work the 

students were doing in the program, the kinds of jobs they took upon leaving, and the 

kinds of academic programs they entered after graduation. Another indicator is that 

students from the ECCC Biotech program have competed for and been awarded the most 

prestigious Biotechnology scholarship award 10 times since 1991, more than all other 

programs combined including the nation's academic elite. 

In 1995 the forensic Biotechnology lab was added, and in 1997 a third program in 

Marine Biotechnology was begun. The forensic program required the building of a third 

lab, one with a higher containment rating for biologically hazardous material than had 

been required for the original lab. In 1998 a major upgrade was done of the original lab 

and a number of new machines and computers were added that made it possible for the 

lab to continue to do new Biotechnology procedures that had been pioneered at other 

places in the mid 1990's. 

Program Components 

In this section I discuss different program components. These include the 

"traditional" academic curriculum, the rotations, and the internships. In addition there is 

an added "unofficial" component, and that is working in the Biotech sector while in the 

program. Since virtually all students do this I consider it as an unofficial requirement for 

graduation. 

The Biotech program is a two-year program on paper. However, like a lot of 

programs at two-year schools, the Biotech program averages about 17-19 credits per 
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semester and close to 80 credits for the degree. It requires that students spend at least one 

summer doing an internship, and many students do two internships. Ellie, a 45 year old 

women who I have been in touch with since 1996, began in the fall of 1995 and 

graduated in the spring of 2000. This is somewhat longer than the norm and as she says, 

"I went back at the age of 40, it was part time cause I had to work and raise a family." 

However, even the younger students, such as Gloria, who is 20, on scholarship, and 

attending full-time, take an average of three years to complete the program. In addition, 

there are, most agree, credits "hidden" in the rotation requirements. While the lab 

rotation in any given semester is only two credits on paper students spend at least 6-10 

hours a day, three days a week, in the lab working on learning basic Biotech procedures. 

The consensus that I heard from students is that the rotation ouglit to be at least four 

credits. But Dr. Jay reasons that for financial reasons (its cheaper) and for transfer 

reasons (no lab credits transfer anywhere) it makes sense to carry it as two. So the work 

and credit load is very high. If this were not enough most students are working anywhere 

from 10 to 30 hours a week in the Biotech sector. This is usually happening by the end of 

their first year of class. This was confirmed both by the students and by Dr. Jay when he 

said to me: 

1. Our students get hired at the end of their first year 
2. and they get hired very quickly. 

3. Y'see the companies 
4. the same companies come to us all the time 
5. because they're happy with the product 
6. that's what I try to tell this stupid peckerwood downstairs. 

7. They don't care about 
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8. logos and slogans. 
9. They don't care about that. 
10. They just care about their product. 

The program is "intense," a word I hear over and over again. The traditional academic 

classes are one aspect of the program. This includes introductory Biology, Chemistry, 

Microbiology, and Biotechnology courses. These courses are the ones that students have 

the least difficulty with and are not what they are alluding to when they talk about the 

intensity of the program. Ellie describes this: 

11. E: having the teacher stand up there 
12. "ok, do this." 
13. My first class like that was Biology 

14. It was traditional. 
15. You went in 
16. they lectured 
17. they gave you homework 
18. you passed in your homework 
19. took a test every few weeks. 

Some students transfer into the program from elsewhere having completed some or all 

of the traditional academic required courses. As Ellie intimates, these courses are largely 

lecture-based, content driven, with homework, and tests every few weeks comprising the 

primary forms of evaluation. The forms of reading and writing that I observed here are 

very familiar ones, "school-based" for want of a better term. They comprise giving short 

answers from the end of a chapter and taking multiple choice tests every few weeks that 

are usually graded by a machine. That does not mean that they are unimportant. In fact 

many students, when queried on this, respond that the traditional content driven classes 

become very important a few months into the first semester. One student said, 

1. The way the whole program is structured 
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2. you have your lab work 
3. it's called a rotation 
4 and then there's your academic classes 
5. or your classes 
6. where you have your chemistry, your biology. 

As she continued to speak, she first described the academic class work in ways that 

were similar to Ellie's above. She spoke about not understanding what was going on in 

the first few months, then said the following: 

1. Because once you start getting this hands on experience 
2. and you're been there about a couple months 
3. you've started to get into the Biology and the Chemistry 
4. you start really paying attention in those classes. 

5. Because its hands on training 
6. you're realizing all that Biology and chemistry has a relevance to what you're doing. 

7. And you're realizing 
8. that by paying attention in those classes 
9. it makes your work 
10. on the Benches 
11. easier 

12. because you're more knowledgeable of the material 
13. and therefore you have an easier time. 
14. It makes life more laid back for you 
15. by knowing more. 

16. You do your work once 
17. instead of doing it three times 

Many of the students see this link though none of them, as the student above says, can 

make this connection early in the semester. The lab and the classroom are meant to be 

linked and many of the terms that get introduced abstractly in the classroom begin to take 

on concrete meaning within a particular set of social practices within the lab. But it is the 

lab where life is most "intense" during the early months. Students are not only being 
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socialized through the "hands on training." The first biotechnology procedure is called a 

western blot' and this must be done over and over again until the technique is perfect. 

They arc also immediately a part of an original research project that employs this 

technique. This is the second major program component, the lab rotation. 

Again, as the student above implies, there is a lot of technique involved in creating a 

blot from start to finish. It is a long time before "work on the benches" gets easier. One 

aspect of the rotation that gets easier is that many of the students do begin to understand 

the science behind the technique of what they are doing. The other thing that students 

leam is to avoid many of the beginner mistakes that make it necessary to repeat all or 

parts of the procedure over and over again. They learn to avoid contaminating their 

sample, killing the cell cultures, over- or under-exposing the "blot" film, or any of a host 

of possible mistakes a beginner can make. Dr. Jay is always making the point that they 

are training "scientists, not technicians" and this may indeed be the case. However, in the 

first semester, when the most students leave the program, they are learning an incredibly 

complex and involved technique. Students spend long hours in the lab, re-doing aspects 

of their procedure, making mistakes, getting frustrated, rurming out of lab materials, and 

generally making a complete mess before learning from their mistakes. Students like 

Gloria, who survive and thrive in the program, echo Dr. Jay's vision of science that it's 

' The western blot is a technique whereby proteins are extracted from a cell and organized according to size 
and type on a "blot." One example of using a western blot in the biotech program at ECCC was an attempt 
to find out the effect of a drug on the COX protein that is involved in cell growth and regulation in 
connection to prostate cancer. Separating out the protein would provide data as to whether the drug in 
different quantities did in fact effect the expression of that protein, thus having potential implications for 
the control of cancerous prostate cell growth. 
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"trouble-shooting on a daily basis." Gloria learned to be a trouble-shooter but she wasn't 

one at the start. 

1. I arrive in the program 
2. and I have no idea what's goin on. 
3. People are talkin' another language 
4. I have no idea what a milliliter is 
5. what a mole is 
6. what a gram is 
7. any of this. 
8. I have no 
9. nothing to refer to 
10. no experience with this at all 
11. it's like brand new. 

The experience of being completely out of your depth recounted above is a common 

one for many of the students. They have to learn a procedure where all the learning is 

being done "in another language." This is further complicated by the fact that they are 

not just practicing. They are engaged in someone's research, often though not always Dr. 

Jay's, and the consequences of making mistakes are real, not simulated. Thus, learning 

and understanding the procedure in the first semester is very important. Carrying out the 

procedure successfully at the end of the first semester and into the second semester as a 

part of some principal investigator's research plan is also very important. They could 

find themselves, and often do, dropped from the program. And they must take on another 

major piece of work, the internship. This is the third major component of the Biotech 

program. 

Students in the program must complete an internship in order to graduate from the 

Biotechnology program. Dr. Jay says "we don't have a thesis, but in place of a thesis we 

have an internship. An intensive one." This turns out to be an understatement. 
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Internships are in fact commitments to spend the entire summer working on an original 

research project in another institution. This commitment can, and often does, turn into a 

longer research project, one that students may be involved with for years. All intemships 

take place at academic research institutions or government sponsored laboratories. Many 

of them are outside the United States. More than half of the students do two intemships 

because the experience is so good. Students usually get grant funded to undertake them 

which means that they have to learn some grant-writing skills. Some of the institutions 

where students have gone in the past are Morehouse Medical School, the University of 

the Amazon in Brazil, the University of Edinburgh, Scotland, Woods Hole 

Oceanographic Institute, University of California, Davis, the Bermuda Oceanographic 

Institute, and many more. The point is that students work on original research projects in 

labs around the world. 

Ellie, for example, did an internship at Washington University where she worked on 

cancer research. A student in the Marine program worked at Woods Hole for two 

summers on creating genetically altered plankton that would "eat" oil spills. Gloria spent 

a summer in California and one in Scotland. In Califomia she worked on Lyme disease 

and in Scotland she was working on cloning. One of the students currently in the 

program is involved in one of Dr. Jay's projects that is centered on the other lab he 

manages at City University. In this project DNA samples are being collected from 

children in the African American community of Boston and is being traced back to those 

parts of Africa from which this population came from originally. It is called, not 

surprisingly, the "Roots Project." Students go out and work in the best labs doing the 
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most cutting-edge research in the field of Biotechnology and they do it before they have 

left the program. This is not just an unusual program component, it is a unique one. For 

the students who successfully complete the program it gives them a tremendous 

advantage over students coming out of a 4-year Biology program. It also is very 

demanding requirement, part of Dr. Jay's vision of a "mini Ph.D. program." 

Students who have a bad internship experience, or who can't make the time 

commitment, or who can't get funding, often leave the program. As I spent time with the 

students in the lab, it became clear to me that the program not only has these components 

to it, but it also has qualities, that is qualitative phenomena that surround and imbue the 

social practices of learning to be a Biotech scientist. It was crucial to the study to give 

some attention to this. Before going on to the social practices of literacy I discuss these 

qualities for they give emotional and psychological "coloring" to the kinds of people 

these students may or may not become. 

Program Qualities 

The first quality of the program that I have already alluded to is that the student 

population is non-traditional. Gloria, for example, is like many of the students, though by 

no means all. Some transfer to the program after completing a four-year degree 

elsewhere because of the reputation that the program enjoys nationally and 

internationally. But the majority, around 80% are recruited directly out of the population 

at the college. Dr Jay correctly says 

1. These students when they first come here 
2. are typical non-traditional students. 
3. 24% of our students are single parents. 
4. People used to be on welfare 



332 

5. or are on welfare 
6. People in some kind of job., core assistance 
7. people who've been in the judicial system 
8. the wrong end of it. 

Gloria, for example, comes from a single-parent home. Her mother was on welfare for 

two years when Gloria was a child. Gloria herself spent the all of her elementary years in 

what she calls, "the special room." Ellie is a single parent who entered the program at 

age 40. Bill and Adam, who I present later, are white working class males who come 

from the suburbs. Both are the first in their family to attend college. Tabitha, the mentor 

for the Marine Biotechnology program, is African-American, and grew up in inner city 

Boston. She is a single mother. Cathy, who was the overall mentor in 2000-2001, is a 

working mother of two . This breadth and depth is a signature quality of the program. In 

terms of recruitment. Dr. Jay gives a lot of people a chance at trying something that they 

never before would even imagined having access to, let alone succeeding at. He recruits 

a high number of students of color and non-native speakers of English. His recruiting 

actually causes problems with many of his students because they perceive that the 

program is elite and want to keep it that way. So when Dr. Jay brings in someone who is 

questionable in terms of credentials this decision may be challenged in certain ways. 

Students are in a position to do this because they run the lab. This is the second program 

quality that is unique. 

In the Biotech program, students are the teachers, they are the lab managers, and they 

are the mentors. Dr. Jay has another lab that he runs, as mentioned, at City University 10 

miles away. He is often not at ECCC. So students go to other students to answer most of 
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their questions. When Dr. Jay is recruiting, he often comes under scrutiny of the students 

who are already in the program for the choices that he makes. He says: 

1. They don't want any clowns in here 
2. because they've created a reputation 
3. worldwide 
4. and they're not gonna have anybody come in and mess it up. 

5. So they're very picky about who they take 
6. and much more than I would be even 
7. I wanna say, "I see potential in this person. 
8. You sift through all the rough 
9. they're "You're on the straight and narrow now or...." 
10. you know what I mean? 

Not only do students create these standards but second and third year students teach 

and run the lab. The way in which they learn how to do this is simply to do it. This can 

create the same kinds of problems that first-year teachers often face. They are 

simultaneously learning as they are doing and most of the teaching that I have been 

observing over the last 3 years has reflected this. Ellie, who is an older student said this 

to me about the mentoring model. 

1. RW: Did you know Gloria 

2. E: I know Gloria. 
3. She was in my immunology 
4. fall of 1999. 

5. RW: She had the job of 
6. sort of being the 
7. I don't know what you {call it} 

8. E: {Oh, the mentor} 
9. The mentors who 
10. have no business being mentors 
11. absolutely none. 

12. You survive 
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13. in spite 
14. of your mentors. 

The structure of the Biotechnology program evolved such that there would be one 

person who was the "head" mentor to first year students. They would teach the students 

how to do a western blot and this would be the entire first semester rotation. There would 

also be a mentor in each of the three areas of concentration; biotechnology, marine, and 

forensics. Then there would be a lab manager who did all the ordering and policed the 

lab so that it was kept up to the cleanliness standards that state and federal institutions 

have set for labs that handle hazardous materials. Dr. Jay or Dr. P. would come in a 

number of times and listen in during meetings. Occasionally they would step in when 

there were personality problems that students could not solve themselves. But for the 

most part students were on their own. As Ellie, and numerous others, noted, this 

structure worked better in theory than it did in practice. The quality that it fed into 

directly is the same one that Gloria noted, except heightened even further than might 

normally be the case. Students really "have no idea what's goin on" and the feeling of 

the lab is often one of crisis and fighting fires. 

So the program takes a population of mostly non-traditional students, puts them into 

an elite program, and structures a situation where they are simultaneously apprenticing 

and learning. But what is elite about this program other than what I have already 

mentioned in terms of internships and reputation? The key to making this an elite 

program really lies in the last two qualities that I want to discuss. The first is the quality 

of an apprenticeship of practice, and the last is an explicit attention to the quality of 

thinking that students need to take on. 
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Students like Gloria, El lie, and others are constantly alluding to the fact that they do 

science. Dr. Jay, who is extremely eloquent at describing his vision of the program, says 

clearly what the central quality is ofhis program, how it is different from anything else in 

the country. 

1. Dr. Jay: You can read about DNA for the next 10 years 
2. but when you work with it every day 
3. when you isolate it every day 
4. when you purify it every day 
5. when you cut it every day 
6. and clone it and sub-clone it every day 
7. qt becomes second nature to you. 

8. The same with cells and proteins. 
9. They learn science 
10. in the context of 
11. working with the molecules 
12. that other people read about. 

13. They learn in the context 
14. of a real research project. 

This is definitely an apprenticeship of doing. That is its strength, and as I heard from 

students like Ellie, and others who are critical of the program, the apprenticeship of doing 

in terms of the teaching and running of the lab often leads to incredible chaos and 

bewilderment. This means that many students don't successfully complete the program 

of study. 

But what does Dr. Jay mean when he talks about real science? What is the kind of 

thinking that he wants students to internalize? The title of the case gives a clue. Dr. Jay 

wants to produce students who think and act like "top-flight" research scientists. That is 

what he means by such terms as "mini Ph.D. and "elite." Gloria, in talking about the first 
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year students she mentored, discussed her understanding of the kind of thinking they 

needed to do in order to get better results on their end-of-semester projects. She says: 

1. The results should have been far better 
2. and who knows if the factors are really 
3. my instruction 
4. that they're 
5. they were too nursed 
6. They didn't get independent. 
7. They didn't get creative 
8. With their approach. 

9. I mean when you have a problem occur in your experiment 
10. it involves creative thinking. 
11. Figure out how to get around your obstacles 
12. what exactly is your obstacle? 

13. Andumm, 
14. maybe they didn't develop that kind of thinking. 
15. They say that every scientist has 
16. a great sense of imagination 
17. with a sense of reality. 

When Gloria talks about thinking she indexes problem-solving through activities that 

build creativity (7, 10) and independence (6). These are two of the terms used when 

talking about higher order meta-cognitive thinking and of manipulating symbolic 

communication forms in order to solve problems. Students have to go back to their 

thinking from earlier on when they run into obstacles and think about their thinking. 

They have to use language, together with their know ledge of the content and practices of 

doing science, to create new practices and pathways to get "better results." Given the 

other case that 1 have been working on, it is ironic that Gloria sees the possible problem 

as her doing too much "nursing." Dr Jay puts this in another way. He often indexes the 

idea of "transformation." 



337 

1. And iimm, 
2. Ihey come here 
3. and their Hfe has been a litany of failure. 

4. Success and failure is a habit. 
5. It's a habit of mind 
6. and we have to transform that habit 
7. of being unsuccessful. 
8. Even their relationships are unsuccessful and bad 

9. So we transform them, 
10. their habit of mind. 
11. And that is one that comes from their expectation of defeat 
12. and we transform that into expectation of victory. 

The vision articulated by Dr. Jay is a powerful one. Lives are a "litany of failure." 

Failure is a "habit of mind." The program is not only about making scientists, but about 

transforming the students "habit of mind.. .into expectation of victory." As we have 

already seen, there are some contradictions embedded in this vision as it plays out in day-

to-day practice. I also feel that in these contradictions we find "old" capitalist word and 

work orders of the research scientist as well as "new" capitalist ideological constructions 

of the scientist as entrepreneur. These unspoken ideological constructions, embedded in 

social work and literacy practices, are central in the organization, creation, and variation 

of very part icular "new capitalist" futures. 

Biotech Literacy 

One of the greatest difficulties in talking about literacy events in the Biotech program 

is that teaching and learning events are so widely dispersed. By this I mean that 

formalized literacy events that display the teaching and learning of the symbolic meaning 

forms are very rare. So the unit of analysis cannot center around an event like the lecture 

in nursing or the note-writing time at the hospital because the boundaries of events in this 
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highly individualized context are always shifting and changing. Dr. Jay and Dr. Pea want 

students to "do it on their own" in terms of figuring out the written forms, how to use 

them, and how they relate to the doing of science in Biotech. Literacy events are very 

dispersed both in time and place. They can happen at a moment's notice, often in an 

episodic and disjointed way. 

They can take place and often do in the context of an individual student working 

alone. They also occur often where pairs of students are working together. Groupings 

are usually two or perhaps three students and these "research teams" mostly are 

organized for first semester, first year students. There may often be very little or no 

speech involved as students review one another's lab books. In the first year groupings 

are assigned by Drs. Jay and Pea. Groupings in the second semester become less 

formalized as like-minded students start to work together. In the second year there is 

often a core group, anywhere from three to six students, who come together to do the 

work of projects. All work that the students do is "project" based and completing a 

research project involves three distinctive literacy processes that are interconnected 

through the project concept. These include making sense of, carrying out, and recording 

research protocols. This is what I focus on for the remaining part of the chapter. In 

addition, as I focus on in the next chapter, students must apply these protocol in the doing 

the "real research," using computer mediated processes for research and presentation, and 

in their internship at another research site. Embedded in all of these are the processes of 

using the Internet as part of doing "your own," and "real," research. As I mentioned in 

the introduction to this case Dr. Jay in particular believes "that's where science is, the 



339 

Internet." So the discursive practices of becoming a successful biotechnology student are 

heavily mediated by computer technology, search engine protocols, and the multi-modal 

(Kress & Van Leewun 1996; 2001), conventions of biotechnology websites. Analysis of 

these three processes and the Internet work embedded in them are major units of analysis 

that I present in this case. I first turn to the protocols 

Scientific Note-taking and Protocols 

What the Biotcch students call protocols are at the heart of literacy learning in this 

program. A protocol is a recipe, or a set of directions, that the student follows in the lab. 

One example is a set of directions for extracting proteins, and as I mentioned above the 

first semester purpose is to master this process. When students record information they 

follow the scientific method for hypothesizing, recording materials and processes, and 

discussing. The particular genre used in the ECCC Biotech lab is based on Howard M. 

Kanare's Writing the Laboratory NotebookSl9%S). This is the source for writing notes in 

the lab. Dr. Jay says that this notebook should be "pristine in it's clarity." 

Before students begin following and recording protocols they are given a six-page 

handout on scientific note-taking that comes from Kan are (1985) above. In it the reasons 

for note-taking are described as having "several purposes." However, the only purpose 

actually discussed is that of preserving scientific data in order to verify results through 

repeating the experiment. There are three different ways in which the handout 

approaches the organizational aspects of note-taking. Each one indexes a different aspect 

of what it means to be a scientist in this setting. These three indexes, or three aspects of 
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the scientist identity, I call the scientist as keeper of records/recorder of information, the 

scientist as asker of questions, and the scientist as writer of reports. 

On page 1 of the handout the basic purpose presented above is given then the "essential 

features of a proper notebook" are listed. These are shown in table 6 below. 

Table 8.1. 

Essential Features of a Proper Notebook 

The essential features of a proper notebook page are as listed. 

1. The entry is written immediately after the work was performed. 

2. The author has dated and signed the entry. 

3. Each section has a clear, descriptive heading. 

4. The writing is legible and grammatically correct. 

5. The entries are written using an active voice in the first person indicating who did 
each portion of the research 

6. The entry is read by a witness, who signed and dated the page. 

Here we see the record-keeping conventions of being a scientist. They are very 

similar to those that a nurse must keep with some important qualifications. Like nurses, 

scientists in theory are supposed to immediately record "what happened." Like nurses 

this almost never happens. Like nurses, Biotech scientists will often use present tense 

verbs to create the illusion of immediacy in their record-keeping. Signing and dating are 

common to both as they are to any kind of bureaucratic record-keeping. Grammar and 

legibility has to be faultless. The Biotech program does not discipline this requirement 

while in nursing the discipline for this requirement is very strict. As a result of this a far 
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greater proportion of students who survive to second semester in Biotech are non-native 

speakers of English or students of color whose grammar, syntax, and legibihty 

conventions varies the EngHsh standard norm. Signing and dating of an active witness is 

also common in bureaucratic record-keeping to spread responsibility and emphasize 

"objectivity" through witnessing. In Biotech students usually witness their own work. 

In theory mentors would review notebooks once a week and sign off on them. However, 

in practice I rarely saw this done in my three years of observation at the lab. The most 

distinctive practice here is number 5, "the entries are written using an active voice in the 

first person indicating who did each portion of the research." In Biotech verbs are active 

and researchers are present, a major distinction from nursing documentation. 1 will have 

more to say about this as the case goes on. 

Another way to "present" scientific note-taking that comes from the hand-out indexes 

the scientist as someone who asks questions. This is depicted in Table 7 below. 

Dr. Jay is always saying that laboratory science in the biotech program is "meant to 

teach students to think and act like scientists." But what does this mean? The questions 

above push students to act like scientists in their processes of recording observational 

data, performing the technical tasks, and thinking "critically" about their experimental 

designs. That is, the questions promote the kinds of critical thinking that are deeply 

embedded in the Biotechnology field of practice. 
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Table 8.2. 

Scientists as Askers of Questions 

A scientific writer is akin to an astute journalist. Each lab report must address the same 

questions a reader finds in a well written news article. Students should remember to 

address these five questions 

1. What has happened? State the experimental principle being tested. 

2. Where has it happened? Address whether the premise was tested in vivo or in vitro. Include 
all experimental conditions related to climate; the laboratory temperature, the cold room or 
warm room temperatures, etc. 

3. To Whom has it happened? Address whether the technical manipulations were performed 
with whole cells, with cell extracts, with pure chemicals, molecules or reagents, 

4. When did it happen? State under what conditions the experiment was performed. E.g. 
Neonatal rat aortic smooth muscle cells were plated at 10 to the fifth cells per 10 cm plates, in 
DMEM with 10% FBS. The cells were grown for two days in a 37 degree C incubator at 5% 
C02 and 21%02. 

5. How did it happen? Include the details of what types of equipment were needed for each 
experimental step, what instrument settings were used, as well as all calculations. 

. A lose translation might look as follows: 

1. What has happened? I have tested some experimental principle central to the 
concerns of biotechnology and here I state exactly what it is. 

2. Where has it happened? In the lab and here are all the details 
3. To whom has it happened? To cells and here are the details 
4. When did it happen? It happened with specific cells with speci fic proteins for 

a particular amount of time at a particular temperature, stimulated with a 
specific mix carbon dioxide and oxygen. 

5. How did it happen? Here is all equipment used, each experimental step, 
instrument settings, and calculations. 

I include this translation not to be facetious, but to make a few points. First, these 

questions are about observing and recording details. Second, the questions are pointed 

towards the specifics of a biotechnology context. The 3"^^ and 4'*^ questions illustrate this 
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point most clearly. "To whom has it happened" does not actually include what most of 

us would consider a "whom." Rather it includes a "what," namely cells, but the scientist 

has to say exactly at the level of molecular biology the "identity" of this whom in terms 

of "whole cells, cell extracts, pure chemicals, molecules, or reagents." These are all 

cellular and molecular biology "whonis." 

Another point is that the second and fourth question define the boundaries and 

materials of social activity which not surprisingly is the laboratory. They also point 

toward biotechnology futures for those students who will continue with the program and 

become "scientists." For example, none of the protocols of this program use live animals 

meaning that they are all "in vitro" being done with test tubes and petrie dishes. But at 

some point in the future students will be working with live subjects should they complete 

the program and in this and many other ways the people who run the program "signal" 

possible futures. The last point to be made here is about thinking. There is a kind of 

critical thinking students are being enjoined to take up in these directions and this I would 

call critical thinking of experimental designs and processes. In other words, it is a type of 

critical thinking that is bound to the laboratory context and differs from other kinds of 

critical thinking in other kinds of contexts. We see that the documentation forms are 

indexing not just an identity of scientist, but a scientist who thinks critically about the 

experimental field, using particular psychological and physical tools to engage in that 

thinking. 

This third and last set of directions concerns another kind of identity, that of scientist 

as writer of reports. Note-taking and report-w riting are both forms that students practice 
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in the biotech lab. They are the early forms that lead to writing for publication. In this 

sense they point toward the future. Above, the organizational format of title, 

introduction, materials/methods, results, and conclusion are stressed and the questions 

that are to be asked are subsumed under them. 

Table 8.3. 

Scientist as Writer of Reports 

However, unlike a journalist who can use some artistic license to present a news story, the 
scientific writer has a defined format which should not waver in its presentation. 

A. Title: Each Report must have a title that describes the exercise in terms of what has 
been experimentally addressed by the investigator. 

B. Introduction: Any investigator who is trying to test a theory should have some 
information about the experimental problem. She has probably read previously 
published information about the problem and may have developed a hypothesis to 
explain the experimental outcome. The details of why an experiment is being 
performed are also included in the introduction. She should explain whether a given 
hypothesis is based upon previous experimentation, based on her understanding of the 
subject's published literature, or for her own edification. 

C. Materials and Methods: The excruciating details of the experiment must be properly 
reported in the materials and method portion of the lab report. This includes an 
explanation as to how the experiment will be performed (instruments, glasswear and 
reagants), in which experimental system will it be performed (descriptions of assays 
and technical procedures) and where the experiment is being performed (cold room, 
warm room, incubator, room temperature). 

D. Results: To make data more easily understood, figures and charts may be used. 
Howev er, the details of the data's arrangement must be described. 

E. Conclusions: The last portion of the report should include conclusions made based 
on experimental data and objective observations. Was the experimental hypothesis 
shown to be correct or incorrect? Was the experiment technically successful or 
unsuccessful? What important technical anomalies may have changed or swayed the 
outcome? What additional controls may have been helpful? 

Always analyze your data. Some of the most important discoveries have come from "so 
called mistakes." 
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Scientist as questioner is morphed into scientist as report writer, mostly through the 

construction of an organizational format. But that is not all that is changed. Other forms 

of writing are pointed to in the introduction. "Previous experimentation," which of 

course is documented, and the ''subject's published literature" have to be identified when 

writing up. This format is also the exact one that students follow when they give end-of-

semester presentation on their research projects. They are also the ones that they use 

when going to scientific conferences. Students are often required to attend these and 

present. I comc back to these kinds of presentations later in the case with more specific 

socially situated data. 

Students Writing Protocols 

As I mentioned above, students always start off with the writing down of a protocol. 

The very first ones that they learn are how to make buffering solutions. Buffering 

solutions are mixtures of de-ionized water and saline solution that have a particular pH so 

that they can keep genetic material suspended. Cells, proteins, DNA, and RNA are all 

organic material that left on their own will break down, they will degrade. So when a cell 

is taken apart and proteins separated out, these proteins will themselves degrade unless 

they are "buffered," that is put into a chemical solution that will suspend for a while the 

process of biological decay. Making these solutions, along with pipetting, are the very 

first "protocols" that students learn. Below, in figure 4, is an example of the three first 

protocols learned as they were recorded by one student. Bill. Bill is a 19 year-old from 

the suburbs whose mother is a nurse and whose father left home when he was six. He is 

white, describes his background as working to lower-middle class, and stands about five 
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feet and nine inches. He is thin, with brown hair, very high energy and very bright. He is 

curious about everjlhing and even in the first semester was trying to develop protocols 

that would allow him to research questions that were outside the scope of the curriculum 

and just beginning to pop up on the horizon of the field as a whole. For example, by the 

end of his first semester, he was beginning to formulate a protocol for a DNA test that 

might be able discern the age of the person being tested. As yet, there is no such test but 

his ideas were promising enough that a few professors at City University had agreed to 

mentor his attempts. His one major struggle in the program, and he would admit it was a 

big one, was that he could not get along with Dr. Jay. He had the unfortunate habit of 

Figure 8.1. Bill's Solution 

Materials: 10% SDS solution 
1. weigh lO.Og SDS 
2. add 100 ml H20 (deionized) (RO) 
3. stir until solution becomes clear 

1 .Om tris solution 
1. weigh 12.0g tris 
2. add 100 ml deionized H20 (RO) 
3. stir until tris dissolves completely 

1.5m tris solution 
1. weigh 18.2g tris 
2. add 100 ml deionized H20 (RO) 
3. stir until tris dissolves completely 

correcting Dr. Jay publicly when he made points about science that were incorrect. He 

couldn't understand why this would get him in trouble. Bill was brash, very bright, and 

insubordinate. These qualities, ironically enough, were shared by the man he would often 

correct. 

The notes above came from Bill's first-semester Biotech rotation. The purpose of this 

first set of experiments was to separate proteins out by their molecular weight. The 
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eventual purpose was to master the Western blot, a more complex process that builds on 

the one 1 detail below. That process was called making an "SDS page." These 

instructions are pretty simple but they are only the first step in a long line of "protocols" 

making possible the separation of proteins from a cell. These three protocols, that Bill 

documented above, are necessary for following other protocols like making an 

"electrophoresis buffer," a "resolving gel," and a "stacking gel." Biotechnology scientists 

break apart cells chemically and then separate out parts like proteins using magnetic 

fields to induce particles to move in certain ways. This is what "electrophoresis" is. A 

"resolving" gel helps in the final resolution, or sharpness of focus with which one may or 

may not be able to see the results. A "stacking" gel induces proteins to "stack" according 

to molecular weight. Students learn these terms and procedures in the first few days of 

class. The point I want to make here is that the process gets very complex very quickly. 

Grammatically, the protocol in Biotech shares a lot of qualities in common with 

nursing documentation. Protocols are grammatically concise and efficient. There are no 

pronouns. Recorded information is objective and material. In the scientific note-taking 

hand-out 1 referenced above (Kanare 1985) that was modified by Dr. Jay, students were 

told they must "include enough details so the experiments can be repeated to verify 

results, and so that another scientist could pick up the notebook and repeat the work 

based on its description." Students are instructed that notes must be "clearly written with 

concise words and free of ambiguity." What that means in this instance is that the 

materials, calculations, amounts, and actions must all be unambiguously recorded. Bill 

has made three solutions and for each one he has to record that he has weighed out a 
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certain amount of something, added a certain volume of a liquid, and then stirred until the 

solution is clear (meaning that the solid has dissolved into the liquid). 

Adam was another student who began the biotechnology program at the same time as 

Bill, fall of 1999. Adam, too, was white and working class. His father was a Vietnam 

vet who came back from the war addicted to heroin and suffering from post-traumatic 

stress syndrome. His mother worked three service-sector jobs. Alex lived at home but 

was desperate to move out, so desperate that he worked 40 hours a week as a security 

guard at a local hospital. Alex is built like a large truck, very strong and very large. He 

spoke slowly and clearly. He too had his run-ins with Dr. Jay but unlike Bill didn't 

antagonize the program head. Instead when Dr Jay made some demand that Adam 

thought was unreasonable Adam just looked at him, said "no" and walkws away. This is 

a very effective survival tool because Dr. Jay is usually so shocked that anyone would tell 

him "no" he is usually speechless for a few moments. This gave Adam a second to slip 

out the door. 

Figure 8.2. Adam's solution 

1. work the formula for (1.0)(121.44)(.1L) = 12 g of tris pH 6.8 
2. add the tris to the flask 
3. add water (H20) 
4. Stir with magnetic stirrer until dissolved completely 
5. Work formula for (1.5)(121.414)(.1L) = 18.2g tris pH 8.8 
6. Add 18.2g tris to 11 ask 
7. Add 50 tnls of water 
8. Test for pH and bring to 8.8 
9. Make SDS 10% solution 
10. Weigh out lOg of SDS 
11. Add to 100 mis of RO H20 
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Both of these students have learned to cope in the lab and a primary coping mechanism 

that one needs to survive for many is to figure out how to stand up to Dr. Jay when he 

goes ballistic. Adam was following these protocols at the same time as Bill records them, 

but he did it in a different way as I illustrate above in Figure 5. We see contrasts here 

between how Bill recorded the making of solutions and how Adam did but they both 

meet the requirements laid down in the handout. Bill, for example, figured out exactly 

how much water would have to be added to the tris to achieve the 6.8 and 8.2 pH of the 

two solutions. So he records "add 100 ml H20 (deionized) (RO). Adam says that he 

"pipetted up," so that he initially adds 50 ml of H20 then checks the pH and slowly adds 

H20 with a pipette until the electronic pH monitor in his solution reads the desired pH. 

The point here is that biotech students have a lot of leeway in how they organize the 

recording of information as long as the steps can be read, understood, and repeated by 

someone else achieving the same result. They have to accurately record the steps so that 

someone else can follow them, they have to be sure that the experimental results can be 

verified, and they have to include calculations, amounts, and an objective description of 

those processes. However the steps can be done in a variety of ways as long as they meet 

the global requirements of clarity and repeatability. 

Gloria, a lead mentor in the year 1999-2000, spoke to me about this at some length. I 

asked her the following: 

1. R: What kind of writing do you do as part of the daily work in the biotech lab? 
2. G: It comes down to just notes in classes. 
3. There are no papers of any sort 
4. unless you're with a teacher 
5. such as.. What was her name? 
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6. She has a research paper 
7. that's required. 

8. But for the other classes 
9. the only writing that you're doing is your science., journal 

10. RW: which is data collection? 

11. G: You're basically 

12. You're writing out your experiment 
13. anything you notice 
14. any observations 
15. and then any sort of conclusions from what your data., brings. 

16. R: What's the term for it, what do you call it? 

17. G: Your journal 

18. No, your lab notebook 
19. is the more standard term. 

20. Umm, 
21. There's a standard technique. 

22. R: The scientific method format? 

23. G: yes 
24. However 
25. most people don't stick with that format 
26. most people find their own format 
27. people find what works for them 
28. what's logical in their mind. 

29. So I personally 

30.1 do it the most simple method 
31. that 1 can possibly do. 

32.1 write down 
33.1 number my, umm. 

34. Dr. Pea and Dr. Jay may criticize me for this. 
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35. Our experiment is so huge 
36. it takes a whole semester to do it. 
37. so I'm writing my hypothesis in the beginning. 
38. I'm saying, "this is what all of this is coming towards. 
39. this is what the projects is aimed towards." 

40. So I include all of that in the beginning. 
41. "Why am I doing all this?" 

42. and then all of the experiments afterwards. 

43.1 consider with my mind 
44. they just go along with that hypothesis 
45. so I don't really write another at any point 
46. unless 
47.1 have problems in my procedure. 
48. That I have to say 
49. "well 1 think it's this, 
50. there's a hypothesis. 
51.1 hypothesize that this is going wrong 
52. That this is going wrong, 
53. I'm going to try doing this." 

One of the most interesting characteristics of Biotechnology students and teachers is 

that they are generally not conscious that when they are recording "what happened" 

through writing they are in fact practicing a highly structured literacy genre. As a 

researcher I constantly came across students saying, as Gloria does, "It comes down to 

just notes in classes (2)." The modifier "just" is so interesting because it deflects attention 

away from the object "notes." If we think of all the way that "notes" could be qualified 

we might consider Dr. Jay's "pristine," or that someone could say "important" before the 

word, or again, as Dr. Jay sometimes says, "Notes as a legal record." These all index 

notes in different ways. Gloria, as others, doesn't think of her writing as a "paper." She 

says "there are no papers of any sort," completely misrecognizing that she in fact creating 

a kind of text, a narrative of what happened both in terms of what she reads and in terms 
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of what she records in a systematic and generic way. A bit of probing gets to the more 

detailed understandings she has and brings to mind what I have already presented in 

terms of the hand-out and some of the ways that hand-out was initially interpreted by l " 

year students. Bill and Adam. 

Gloria says in line 9 that "the only writing that you're doing is your science., journal," 

then says the following: 

12. G: you're basically 

13. You're writing out your experiment 
14. anything you notice 
15. any observations 
16. and then any sort of conclusions from what your data., brings. 

Her description of what she does moves from "just notes in class" to a three-part 

statement that includes the idea of "writing out your experiment, anything you notice, 

your observations, and then the sort of conclusions from what your data., brings." This, 

as she says is, "the standard technique." But Gloria quickly points out that the genre is 

there to suit the needs of the scientist, of the student, signaling this shift with a qualifier 

"however," in line 24. She says: 

24. However 
25. most people don't stick with that format. 
26. Most people find their own format. 
27. People find what works for them 
28. what's logical in their mind 

28. So I personally 

29. I do it the most simple method 
30. that I can possibly do. 
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"Most people find their own format," she says though this does not mean that they do 

whatever they want. As we have seen from the initial recording done by Bill and Adam 

certain underlying requirements have to be kept. Gloria herself believes strongly in "the 

most simple method that I can possibly do (29-30). By this she means the method that 

conveys the required information in the least amount of writing possible. When she says 

"simple," she is talking about the one that is most efficient with respect to the amount of 

time she has to take recording "what happened." But notice, too, where the locus of 

control for these kinds of decisions lies. In keeping with what Gloria often says about 

"creativity" and independence," she also says "people find what works for them, what's 

logical in their mind"(27-8). In contrast to the documentation forms that the nurses use, 

students in Biotech internalize the documentation forms as being under their personal 

control, of being there to help them with their own work. 

This sense of control extends even to critique from the project directors Dr. Pea and 

Dr. Jay (34). Gloria gives an example of how she makes the work simple in lines 35-53, 

even as she introduces the example with, "Dr. Pea and Dr. Jay may criticize me for this." 

35. Our experiment is so huge 
36. it takes a whole semester to do it. 
37. So I'm writing my hypothesis in the begmning 
38. I'm saying, "this is what all of this is coming towards." 
39. "This is what the projects is aimed towards." 

40. So I include all of that in the beginning. 

41. "Why am I doing all this?" 

42. and then all of the experiments afterwards. 

43.1 consider with my mind 
44. they just go along with that hypothesis. 
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45. So I don't really write another at any point 
46. unless 
47.1 have problems in my procedure 
48. that I have to say 
49. "well I think it's this, 
50. there's a hypothesis. 
51.1 hypothesize that this is going wrong 
52. that this is going wrong. 
53. I'm going to try doing this." 

As I have presented earlier, students are working on one experiment with multiple 

phases that may last the entire semester or even longer. There are often parts within parts 

within parts. What Gloria says here is that the overall hypothesis of experimental 

purpose often does not change so she does not write it repeatedly over and over again as 

the steps progress from days to weeks and into months. She says, "so I'm writing my 

hypothesis at the beginning, I'm saying, "this is what all of this is coming towards, this is 

what the project is aimed towards" (37-9). For Gloria, the hypothesis "aims' the project 

towards the future saying, "why I am doing this." After that, she doesn't see why she 

needs to write it down again for every sub-experiment that has to be done along the way, 

one of which is making, for example, a variety of buffering solutions. She doesn't, in 

fact, re-write the hypothesis unless she has a problem, in which case she has to 

hypothesize what is going wrong and amend the experimental procedure to test for this. 

"1 have to say 'well, I think it's this, there's a hypothesis, I think that this is going 

wrong'" (48-51). This is one of the key features of writing in the notebook, the aspect of 

being "creative," or as Doctor Jay says, "trouble-shooting." Gloria feels that she can 

defend this practice against criticism because she is living and breathing the "trouble

shooting on a daily basis" that Dr. Jay so strongly espouses. She ends with, "I 
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hypothesize that this is going wrong, I'm going to try this" (52-53). In each case the 

word "this" is a deictic that points in a different direction and towards a different social 

process. The first this points deictically towards the past, towards the mistake, what "is 

going wrong." The second, points towards the future, towards possibility, and towards 

the world of creativity, independence, and trouble-shooting. "I'm going to try this" 

(emphasis, mine). 

Bill created his own unique way of being both clear and efficient, one distinctive from 

Gloria's "simple" solution. For both of theses students recording hypotheses emphasized 

this personal control that they had to make documentation suit their own needs for brevity 

and efficiency. Both responded creatively to the pressures that developed in the lab, 

where time was severely squeezed. Bill records in his lab book the recipes and 

calculations for many of the solutions he had made. When he used them later he would 

refer the reader back to them. In essence, he would point them towards the past in his 

book. He said to me, "I know how to mix and create these solutions. I don't need to 

write down every little step each time I do it. If Dr. Jay or someone else wants to know 

how to do these steps then they can always look back." 

Bill, very early on, found it made sense to refer readers back to earlier places in the lab 

book. If a reader wanted to get concrete and objective information about recipes for 

buffering solutions, for materials used in particular processes, and for information about 

the hazards posed by particular chemicals and reagants, they had to look back. For 

example, the following shows some of the ways that Bill decided on his own to make his 

notebook more efficient for himself. Below I present a section ofhis lab notebook where 
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he developed his own particular style for recording what happened, one that worked first 

and foremost for him. 

Table 8.4. 

Bill's SDSpage - Run Two 

SDSPAGE - run attempt #2 

Purpose: to separate proteins by molecular weight 

Materials: 8% resolving gel 
See recipe on page 7 

4% stacking gel 
see recipe on pages 7-8 

Isobutanol 

18uL Ix sample loading buffer 
see recipe on page 17 

42 uL FBS 

gel mold apparatus 
see assembly directions on page 9 

Hazards: 10% SDS 
See page 1 

Tris 
See page 2 

Glycine 
See page 3 

Students who "figure it out," or as Gloria is fond of saying, "suck it up and do it," 

quickly learn ways to make their lives a little less crazy. One is that they use the 

notebook for their own purposes and not purely for the purposes of others. One kind of 

evidence to support this is how Bill abbreviates and sends readers a message. If you want 
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to find out about this, go look in the past." He also signals to readers that he already 

knows what he's "talking" about. Students' notebooks show clear evidence of a kind of 

confidence and independence with respect to what they know, particularly in the sections 

where they record the "discussion" of results. Here they often hypothesize what went 

wrong, and what they might do the next time (which they must do). Below, Bill 

discusses solving a problem in making the protocol procedure he describe above, work. 

1. Discussion; While incubating in secondary AB, we allowed it to sit for 48 hours. 
2. After asking around a bit, several people said it was possible that the 2" AB had 
3. been allowed enough time to bind to too many non-specifics. However, several 
4. other people consulted agree that the rinsing procedure was most likely thorough 
5. enough and that other factors may be responsible (i.e. degradation of developing 
6. solution). 

7. Future plans: blocking several times in fi-esh solution 

Bill's documentation process in the lab notebook is in stark contrast to nursing 

documentation. He records the group process of trouble-shooting in the lab, 

"asking around a bit," talking with "several people." He also records ambiguity, 

something that the nursing forms, for example, do not allow for. The idea that the rinsing 

procedure was "most likely" thorough, or that "other factors may be responsible" shows 

confidcnce, creativity, and reveals the scientific process to be both an individual one and 

and a collective one. Here w e see the process of thought and discussion linked, and 

literacy records that thought process m a multi-faceted and ambiguous way. The literacy 

genre is also inhabited by people in a qualitatively distinctive way. For example, the 

actions that Bill and his team members take depends on the actions of others who say 

what is "possible," or others who are "consulted" and "agree." People enter into and 

leave the discussion. We can easily imagine Bill walking around and saying to other 
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students, "hey, what do you think is going on here?" We can just as easily imagine them 

saying, "well, it might be this. It could be that." Again, language in this setting very 

much open to human manipulation, open to being "worked on" in terms of thinking, 

solving problems, and serving the purposes and creativity of the students. It is a form 

that has boundaries but these boundaries appear to allow for a high level of symbolic 

manipulation on the part of the social actors who take them up. 

Cathy, the lab mentor in the second year that I observed the program said the 

following to Bill, Adam, and other first year students in the first month of their rotation. 

1. C: 1 was really proud of you guys on the notebooks by the way. 
2. From this point on 
3. your notebook 
4. the research 
5. is in the notebooks. 
6. Your experiments. 

7. writing it down 
8. is a tool for your memory. 
9. Writing quality 
10. is a tool for your memory. 

The metaphor of writing as a tool for memory, both collective and for the purposes of 

the individual apprentice research scientist, echoes throughout the program. Cathy, 

drawing on the discourse that Dr. Jay and Dr. Pea both uses with students, indexes 

indirectly the idea of quality thinking as well. She says, "writing quality, is a tool for 

your memory." This is reminiscent of Levi-Straus's famous quote that writing was "bon 

a penser," or good for thinking. But remember, what the "good" in the thinking will be 

can vary from context to context. What good thinking and writing might be for Nurses is 

not going to be the same in Biotechnology. Here writing, quality, and thought are all 
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linked through discourse. And as 1 hope is becoming evident, that quality comes both 

from external norms, but also fundamentally from the creative human agent. 
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CHAPTER IX 

BIOTECH: REAL RESEARCH 

Introduction 

This second chapter on the Biotechnology program concentrates on the practice of 

three genres of social speech, all of which involve literacy. One of the qualities of the 

Biotech program, a quahty embedded in a context and a series of inter-linked activities is 

the idea of doing real research. Both Hyme's (1978) concept of events, and Street's 

(1993) concept of practices are helpful here, but both practices and events are always on

going and processual in the lab. As we saw from Bill and Adam's lab notebook there are 

constant anaphoric and exophoric deictic references in the note-taking process. Adam, 

Bill, and other students write notes that point forward in time, to work that will be done 

and recorded, and this shows up a lot in the conclusions. Notes also point back to 

processes already learned and recorded as the example of the solution buffers showed. 

These references are all within text, or anaphoric kinds of references. There are also 

numerous references that point to outside the text, or the exophoric. They point not to 

text, but to contexts. Students print out and paste in protocols that they download off the 
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internet. Bill in particular does this a lot. They also refer to others who they work with, 

as Bill did, and even to other student's lab books when results are shared. The final 

product from a western blot, for example, is a piece of exposed film and there is often 

only one copy. At the end of 20-30 pages of note-taking and the recording of numerous 

intcr-connected protocols a reader may find an empty envelope that would hold the film, 

and a reference like "see Mary P's notebook. She has film." The point is that lab 

notebooks reveal the highly processual and team oriented nature of this social activity. It 

is reminiscent of Marjorie Goodwin's (1990) "He said-she said" narratives that 

Philadelphia African American children tell. These, like the "stories" that lab notebooks 

tell, can go on for days, weeks, and even months. Thus, one has to be careful about 

creating too strict boundaries around events and practices. 

Real research to Dr. Jay means that it is original, that it is trying to answer some real-

life question or set of questions, and that it is publishable. The earlier part of the chapter 

has already shown a number of examples of real research, both from the perspectives of 

students and from the perspective of the program coordinators Drs. Jay and Pea. It is 

worth recounting some of them here. 

In the first two years that I observed the program students at the end of the first 

semester had worked on one "real" research project. This was the so-called COX project. 

COX is a protein that is involved in the production of the hormone prostaglandin that 

regulates and controls cell division. If prostaglandin is made incorrectly or too much of it 

is made it can. lead to the production of cancer cells in the prostate. Students examined 

the effects of cancer treatment drugs like interleukin B and Bovine Growth Factor 2 
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(hereafter BGF-2) to see if they would be effective in controlling how COX regulated the 

growth of cells, thus the production of possible cancer cells. 

Another project that many of the forensic students worked on was the Boston project. 

Students took samples of DNA from African American families that had settled in the 

city in the 1600's. Boston, historically, had a stable and long-standing community and it 

was possible to trace many families back to that time period. The samples of DNA are 

now being used to try to connect that community to communities of origin in west Africa. 

The project has developed a curriculum for students in the public schools and forensics 

students "teach" that curriculum to Boston Public school students in the elementary and 

middle grades. 

The Marine Biotechnology program developed their own research project and 

protocols. This project, like the COX and Boston project, is now entering its tliird year. 

Students are examining the water of a local river to ask whether there are long term 

effects at the level of DNA due to historical contaminants that were dumped in it over the 

last fifty years. Students first began collecting water samples from parts of the river 

beginning at its source more than fifty miles upstream. They collected both "muddied" 

samples and "clear" samples, hypothesizing that many historical contaminants would be 

embedded in the river bottom. They then exposed a local variety of fish grown in labs to 

control and river samples for different periods of time as well as river samples collected 

and frozen by the department of fish and wildlife over the last fifty years. They are in the 

process of slowly working their way down-stream, hoping to have collected samples to 

the river's mouth in Boston by spring of 2001. 
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All the major areas of concentration, Biotcch, Marine, and Forensic, have other on

going "real" research programs going on in addition to the ones mentioned above. The 

Biotechnology program is involved with a Marine project on the island of Montserrat in 

the Caribbean, a marine ecosystem entirely transformed by severe volcanic eruptions in 

1995 and 1996. The Forensic Biotechnology program students are involved in another 

educational program, teaching judges and lawyers how to understand and interpret DNA 

evidence. Ironically, and much to the amusement of students and teachers alike, two of 

the student "teachers" have themselves repeatedly been before the courts in earlier phases 

of their life. Finally, the regular Biotechnology program is in the process of creating a 

"new" project for first year students that is emerging as I write these words. It is 

somehow connected with on-going projects at Dr. Jay's other lab in the city. More than 

this I do not know. 

The excerpts that I present below from "real research" come from the COX project of 

fall 2000, the second year of my observing, interviewing, and collecting data in the 

Biotechnology program. This was the year that Cathy was the lead mentor. Mentors in 

general are important, and two figures become overwhelmingly important for first year's 

students. These figures are lead mentors like Cathy, and Gloria who I have presented 

earlier. The other key lead figure is the lab manager. In the sections of discourse that I 

present below these two figures play the role of translators. Translators take words and 

re-voice them so that they are understandable to those who still stand outside the 

discourse community. An example from the nursing case study that Anna, an instructor 

said was, "fluid volume deficit, this is really the person who's dehydrated." The role of 
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translator is a familiar one for teachers in school settings. It is part of their job to tell 

students what words and phrases mean. But in this case we have the equivalent of a first 

year teacher with no teacher training and another full-time job who has responsibility for 

telling between 40 and 50 students what words mean. All of this takes place in a contcxt 

where, to quote Gloria, "people are talking another language." 

The COXproject 

There are a number of ways to tell the story of doing "real" research. I present here 

multiple voices from the discourse of the lab during the semester, students whom I 

interviewed at the time, and examples from students own lab notebooks (some of which 

we have already seen). This is the time of the most meetings. The Biotechnology lab has 

two primary rooms, one where the first year students do most of their work and one 

where the second year students do most of theirs. Each room has four 4 X 12 foot work 

Benches that can accommodate 2 or 3 work teams. 

Figure 8.2. A Biotech Bench 



365 

Students have lab partners at the beginning o f the semester, either one or two other 

people. Lab partners work both separately and together. As partners they are assigned 

lab tasks such as cleaning certain areas, washing glassware, and making sure that certain 

lab items are re-stocked and available to all to use. In one comer of the back lab is a 

white board. This is where most "meetings" are held. There are many more meetings at 

the start of the semester and they are a place where a lot of the work ofbeconiing a 

Biotechnology scientist gets done. Jn this first excerpt I quote from my extended field 

notes. 

Cathy is teaching them how to do dilutions of buffers so that they can get the right 
strength buffer, an important first step. (She is also clueing them into certain things 
that are not obvious --- like the fact that equipment has to be checked, doesn't always 
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work). Cathy is a tall slender blonde with a gangly walk. She sits in front of a white 
board in the back of the back lab where the second years do most of their work. 
Students face her sitting on lab chairs (round with wheels so you can move from 
place to place). Everybody is wearing white lab coats, gloves, and many have glasses 
hanging around their heads. The class is very diverse in terms of gender, age, 
ethnicity, language, everything really. This is early days yet for the first years and 
there are about 25 students in the class. It's worth noting that they are down 10 and 
we are just in the middle of the first week of class. Cathy is at the front of the room. 
JP the lab manager stands next to her. Around them are a few of the 2"'' year 
students, mostly standing. The first years are all sitting facing the white board. 

1. C: You do not have to go over to the hood. 
2. You can do this at your bench. 
3. Make sure that you are wearing your gloves and glasses. 

4. A few things I didn't bring up. 
5. Here are some equations for dilutions. 

(CI) (vl) = (C2) (v2) (writes these on the board) 
(5x)(1000) = (lx)(?) 

6. If anythmg is not clear before you need to ask 

7. Another thing. 
8. When you are transferring gel, 
9. you need to be prepared. 
10. The electric guns are not reliable. 
11. Use the pipettes! 
12. Trial and error. 
13. This is how we learn. 

14. Get your butanol. 
15. Get 1 piptette 
16. your falcon tips 
17. your proteins -- keep it on ice. 
18. All protein samples should be kept on ice. 

19. Ok, questions. 

20. SI: should we use ice buckets? 

21. C: it's a matter of preference 
22. You should use 
23. simply what works for you. 
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24. Some people prefer small pipettes 
25. for the gel loading... 

26. C: make sure that you are writing 
27. keeping the lab books up to date 
28. I'll be looking over them this Friday. (never happened). 

29. MJ; 1 saw a few people (another 2nd year student) 
30. removing gloves incorrectly. 
31. This is how you do it. (demonstrates a technique so that bare flesh does not come into 

contact with outside of glove) 

32. C; And observe Ronnie 
33. cause he always thinking. 
34. When you stain your gel 
35. then you pour off the stain 
36. why does the dye stick 
37. to the protein? 

38. These are the things 
39. you should 
40. ask. 

41. Look up western blot on the web. 

42. A: {Is there a link for western blot?} 

43. JP: {any questions now?} 

44. C: {There's } 
45. But I need them to find out 
46. for themselves. 

47. This is JD 
48. the lab safety manager. 
49. JD will address us 
50. from here. 

(JD is in his young twenties, Japanese-American, short, about 5'2" at the most. He is 
also a lieutenant in the National Guard He has a military haircut and bearing. His 
ambition is to get into the FBI and train as a forensic scientist. He is doing the Forensic 
specialty in the Biotech program.) 

51. JD: Good morning 
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52. I'm JD. 
53. Unfortunately 
54. stuff is piling up. 
55. Please clean your OWB dishes. 

56. Everyone is in a team. 
57. Each team will clean glassware 
58. on a weekly basis 
59. here or in the kitchen. 
60. You can use the oven for speed drying. 

61. The Ph spectrophotometer 
62. and the magnetic bench 
63. stain and glassware 
64. needs to be cleaned up. 

65. Help one another. 
66. There are less accidents in a clean lab. 

67. We don't have a chemical only drain. (Dr. Jay comes in, stands to side) 
68. Any chemicals your not sure of 
69. don't hesitate to ask. 
70. You'll have chief mentors 
71. and 2nd year students. 

72. Good morning Dr. Jay 

73. Dr Jay: I 
74. Want you to 
75. Join the class. (this to 3 black women in the back who are sitting 

separated from the overall group and farther away from the 
central authority point) 

76. Ok, 
77. Now don't forget 
78. the lab books. 
79. The exquisiteness 
80. of your record-keeping 
81. becomes very important. 

82. Pay attention 
83. to the hazmat procedures. 
84. The issue of garbage 
85. we have garbage in here 
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86. some things can go down the drain. 
87. Others 
88. like SDS 
89. detergent can be poured down the chemical sink. 

90. And the EPA is going to be coming in here and checking 
91. looking for anything living 
92. real organisms 
93. other kinds of garbage 
94. looking at our records. 

95. If you get chemical on you 
96. scrub yourself 
97. We've had two minor incidents 
98. in 8 years. 
99. Wear your gloves 
100. You're new to caustic things. 

101. The rules are very simple 
102. don't eat any food in the lab. (he leaves - C. and JD come back up front) 

There is a lot going on here and much of it is about disciplining (Foucault 1972; 1978; 

1980). This is a group of people who have no idea "what is going on." One way to 

think about this discipline is to break it down into qualitative categories, although it will 

be immediately clear that these categories "leak." One kind of discipline is that of 

processes of thought, including the written recording of those thoughts. Another is the 

disciplining of the body into the processes and procedures of the lab. And the third is 

discipline of space, the area that the body is moving around and thinking in; that is the lab 

itself. 

Discipline of thought involves discourse about how we think, learn, and record those 

thoughts. Cathy says early on in this mini-lecture "if anything is not clear before you 

need to ask" (6). But what "ask" means has a very particular definition in this setting. 

So, when Cathy says in lines 12-13, "trial and error, this is how we learn," through the 
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verb learn she is indexing the development of thinking processes. On the question of 

"should we use ice buckets," she replies 

20. C; It's a matter of preference. 
21. You should use 
22. simply what works for you. 

"Preference" indexes the idea of individuality, creative and independent thinking, 

creative and independent actions. Students learn their own ways of doing science 

through trial and error, through learning creative and individualized actions and thinking, 

learning to be creative. They write this down, record it, the most important aspect of 

which is "keeping the lab books up to date." In this way the recording is like that of 

nurses but there are big differences too. Biotechnology students never have their lab 

books up to date and although Cathy says, "I'll be looking over them this Friday", she 

almost never does. In my review of lab books for the year that Cindy was mentor I found 

evidence in the form of comments that she had looked at them once. This was confirmed 

by three students who were mentees under her tutelage. Cindy simply did not have the 

time, being a mother of two, a wi fe, working full time in a lab, and having her own 

curriculum to complete. In the three years that I was in the lab I observed that no mentor 

could do the job. 

The need for independence in thought and action is emphasized again in lines 43-47 

where she tells the students, "look up western blot on the web." One of the students, 

asking Cathy how to find a link to a site for western blots, gets the response, "But I need 

them to find out for themselves." So asking questions when something isn't clear does 

not necessarily get one a clear answer. Often, the answer will be, "find out for 
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themselves." Lab mentors like Cathy who have no teaching experience often use words 

and phrase of this sort that ventriloquate with and through the words of their teachers in 

the Biotech context. These words sound and look a lot like the kinds of words one hears 

from Dr. Pea and Dr. Jay. "Keeping lab books up to date is rendered by Dr. Jay in the 

following way. 

77. Ok, 
78. don't forget 
79. the lab books. 
80. The exquisiteness 
81. of your record-keeping 
82. becomes very important. 

Students are also learning how to discipline the body in this context and much of the 

discourse is organized around the need for students to act in certain ways on a consistent 

basis. The most obvious and coercive example of this comes when Dr. Jay, coming to 

the front to speak to the students in line, is introduced by the lab manager, JP. He 

immediately notes three black women who are in the back and who have separated 

themselves physically from the rest of the students. They are also separated in terms of 

posture and attention. They are facing somewhat away from the board and the central 

white board, they form a group where they attend more to each other than to what is 

external to them, and they don't sit with the same upright posture, shoulders squared to 

the white board as other students do. Dr. Jay, is very sensitive to this, particularly with 

students of color and immediately says in a very sharp tone, "I want you to join the class" 

(74-6). Dr. Jay's notion of joining, which he stresses, includes changing posture, 

attention, and not separating yourself from the larger group. In fact, he requires that 



students do these things. This small moment makes clear why the students are always 

referring to the program as "boot camp." 

Students' bodies are also in the process of being disciplined in other very important 

ways, mostly having to do with procedures, safety, and cleaning of the lab. Cathy had 

students pipetting, that is drawing up and measuring out precise amounts of liquid, for 2 

classes in the first week. A number of times both Cathy and JP give students crucial 

reminders about the electric pipettes vs. the plastic pipettes. Many of the solutions that 

students measure out are caustic and they destroy expensive electric pipetting "guns" as 

Cathy notes right at the start and as JP says in another part of this same class. JP, as the 

lab manager, and Dr. Jay have the most to say about safety though they differ 

significantly in the referential meaning that these actions have. JP is concerned with 

organizing the students to systematically clean glassware and certain machines that are 

constantly in use. His concern is that "there are less accidents in a clean lab." Dr. Jay, is 

also concerned about the individual safety of the students when he cautions students to 

"wear your gloves, you're new to caustic things" in lines 100-101. But his referential 

pointer is not just the safe lab. It is also his safely record (98-9) and the Environmental 

Protection Agency, the EPA. So when he talks about "the EPA... coming in here and 

checking," the "exquisiteness of your record keeping," and requiring students to "join the 

class" he is using discourse to bring students into a broader metadiscursive frame (Collins 

2001). This frame is one where the EPA, certain kinds of record-keeping, and certain 

kinds of group activity are all embedded in a new economic order where scientists are 

independent, creative knowledge workers. This metadiscursive frame becomes more 
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explicit as students get deeper into the program and I will have more to say about it as the 

case goes on, but they certainly have no sense of this at this early stage. Gloria, who was 

the overall lab mentor in the year prior to this, said of this early period: 

1. Ok 
2. I arrive in the program 
3. and I have no idea whats goin on. 
4. People are talking another language. 
5. I have no idea what a milliliter is 
6. what a mole is 
7. what a gram is 
8. any of this. 
9. I have no 
10. nothing to refer to 
11. no experience with this at all. 
12. It's like brand new. 

13. But frequently 
14. you're like a fish out of water 
15. when you get into this program. 
16. You have no idea what anything is 
17. where it's located 
18. how to use it 
19. you're just completely lost. 

20. Or even 
21. where you're going with what you're doing. 

This short story, one of many from Gloria, is the common experience (including 

myself), and it is not really until the end of the first semester that students start to get a 

sense of as Gloria puts it, "where you're going with what you're doing." 

These ideas of independence in terms of pace, the necessity for creativity, finding it 

out on your own, and a certain kind of constant questioning to push those qualities is 

evident in every class throughout the semester. At the beginning of the following week 

after the events I presented above, students were working in the lab and Cathy would 
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often talk to them as they were literally, running from one place and task in the lab to 

another. 

1. C: This should not take you too much time. 
2. If you're done with SDS page 
3. there should be one per group. 
4. Some of you go at your own pace, 
5. Those of you further ahead, ok! 

6. Those of you who've done wet gels 
7. get them into solid support. 
8. We're doing a western blot. 
9. Get the SDS page into a solid transfer. 

While students worked on their own she was already preparing them for the idea that they 

are on their own. "Go at your own pace, those further ahead, ok!" Talk like this was 

constant. Another kind of "talk" that went on while students were working at various 

phases of the western blot process was questioning talk. This questioning talk reinforced 

the need for independent action on their part such as the following: 

1. There are things here 
2. that I'm not going 
3. to tell you. 
4. You have got to 
5. go find out. 
6. This is how you learn. 

7. Why do we boil samples? (1.0) 
8. To denature 
9. to make them more linear. 

10. What is the purpose 
11. Of a stacking gel? (1.0) 
12. To get more definition. 

13. How are we going to transfer 
14. our gel? 
15. What is our nitro-cellulose membrane.? 
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This kind of incessant questioning that goes on around and through the processes as 

students are working in their lab groups is actually a kind of ventriloquation and 

preparation for end of semester presentations. Dr. Jay presents this program as a Ph.D. 

program concentrated into 2 years. Part of that process is that students present "real" 

research to scientists from around the community and to their peers. The questioning 

here prepares them for that future. 

Another different activity originates with student questions. In the following excerpt 

from late in the first month of school, a student asked "what exactly is an antibody," 

because it is antibodies binding with the proteins that actually show students whether or 

not the protein is present in a sample. Cathy responded in the following way: 

1. Ok, what is an antibody? 
2. It is a glyco-protein 
3. a carbohydrate bonded to a protein. 
4. It recognizes a shape 
5 binds to it 
6. what it thinks 
7. is and antigen. 

8. There are mono-
9. and polyclonal antibodies. 
10.1 want you to find out 
11. the difference. 

12. You can present to the class next week. 

When students ask questions, the mentors, again copying Drs. Jay and Pea, often give 

them an assignment to "find out" and report back to the class. Unfortunately, this means 

that in a lot of instances students don't ask questions because they don't want these extra 

assignments in addition to all of the other work that they have to do. Franco, a Peruvian 

student, lamented that his curiosity got the better of him in a class with Dr. Jay. "Now 
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I've got to do this research presentation," he said, and I've got all this extra work to do in 

addition to running my gels." 

The pressure in the lab gets very intense. While the lab rotation is worth two credits, 

typically students spend eight to 10 hours in the lab three days a week in order to 

successfully complete the required protocols. Those who don't do this in the first 

semester fall quickly behind, are driven out by the intense questioning about things they 

don't know, and leave. At one point halfway through the semester, students were under a 

lot of pressure to build an apparatus that they load with different levels of protein and 

blocking solution. The pieces to build this had not come into the lab and there was a 

meeting where students were really angry and complaining that there was no support for 

their work. After one particularly bitter complaint Cathy and JP responded: 

1. JD: {It's about} 

2. C: {I want} gripes out now! 

3. JD: Don't take it personally 
4. If someone erupts. 

5. We didn't have spacers. 
6. We might be able to use 
7. the yellow gaskets. 
8. If that didn't work 
9. then we use duct tape. 
10. Take the weekend 

11. C: Take out your notebooks please. 
12. At the top of each page 
13. put your name and date. 
14. No writing. 
15. On the next page. 
16. put in your results. 
17. What happened 
18. the discussion 
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19. your opinion. 

20. Write down every single thing you used. 
21. Include any charts. 

22. This is a family now. 
23. Work together. 
24. Be loyal. 
25. Be considerate. 

26. This is what its come down to. 
27. You have to run it for two hours. 
28. Come back in two and a half 
29. and clean it. 

30. Remember to keep the secondary antibody 
31. at room temp for 1 hour. 
32. It's an enzyme. 

33. Next meeting 
34. will not be a bitching session. 

35. [f you ask Pea 
36. he will refer you back to the book. 
37. While you are here 
38. you are investigators. 
39. If you want to be a tech 
40. be a tech. 

41. Suck it up 
42. and do it! 

This discussion took place in the middle of October. Students had started the involved 

and long process of running a western blot. Western blot is first and foremost a kind of 

protein extraction. The basic question always being asked is how are these proteins being 

effected by some drug? This is a process that involves many different protocols. First, 

samples are exposed to a drug in various concentrations, and then the proteins are 

extracted- Second, the proteins are separated by size. Third the proteins are loaded into 



buffered liquid gel, and the proteins in the gel are transferred onto a kind of paper called 

blotting paper. The paper is treated with antibodies that "stick" to the proteins you are 

interested in - the one treated with the drug. The paper is treated again with a second 

antibody to 'amplify' the effect, to make it possible for the presence of protein to even 

register. Finally, the paper is treated with a dye that sticks to the antibodies and the dye is 

then exposed to UV light. If done correctly a photographic image will emerge of the 

proteins in bands according of their concentration and size. At every step, because one is 

dealing with organic materials, there are a myriad of things that can and do go wrong. In 

the case above, students were very angry because they had completed the first two steps 

but could not go on to the third due to lack of equipment. There were accusations of 

hoarding or hiding equipment. Promises that the needed equipment would come soon 

were not met. The proteins that students had already extracted died because there is only 

so much time that they can be kept alive after separation from the cell. This led to an 

explosion of complaints that Cathy and JP tried to control in different ways above. 

In a crisis situation like this one the mentors fell back on the strategies that have been 

modeled for them by other mentors and by their teachers. The two mentors take different 

strategies with Cathy getting the "gripes out now" and JD telling students to "not take it 

personally if someone erupts." JP tries to shift the ground by indexing the "creativity" 

needed in the lab. He says "if that didn't work, then we use duct tape." This hearkens 

back to "trouble-shooting." Cathy tries to impose control by taking students back to the 

first step. Students know that they are going to have to start this process all over again 

from step one and they were very angry about it. Cathy takes them there and as she does 
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it imposes the discipline of "trouble-shooting, invokes a metaphor of "family" in lines 22-

25, and reminds students of the protocols (26-32) and social practices of the lab (35-36). 

11. C: take out your notebooks please. 
12. At the top of each page 
13. put your name and date. 
14. No writing 
15. on the next page. 
16. Put in your results 
17. what happened 
18. the discussion 
19. your opinion. 

Students have been schooled to follow this procedure and these steps as she says them. 

This is how every experiment begins. After she gets students started with this, Cathy also 

uses language to set a boundary on social practice with "next meeting will not be a 

bitching session," and again, reinforces the research scientist as investigator and not a 

technician. Again, these strategies are ones that are re-voicings of the words and 

practices of their teachers where if you choose to be a "tech" you will by definition not be 

a research scientist. 

35. While you are here 
36. you are investigators. 
37. If you want to be a tech 
38. be a tech 

By the time students reached the middle of October they were already running 

Western blots and being given early information about the major research project they 

would be working on for the rest of rotation one in the Biotech lab. For two of the three 

years the project revolved around the examination of cancer cells, specifically cancer 

cells that were thought to have an effect on prostate cancer. From these cancer cells, 

called DU-145, students extracted a specific kind of protein, an enzyme, that was called 



380 

COX-2. Enzymes are a specific kind of protein in that they regulate and control the 

growth of other substances in the cell. In this case, the end product of COX-2 was 

something called PGE-2, or Prostaglandin endoperoxide. This substance is implicated in 

the growth of cancerous prostate cells. Students, would treat COX-2 with different 

cancer controlling drugs that were known to control the expression of enzymes in certain 

instances. The purpose was to see if there was an effect on the production of the PGE-2. 

In order to do this they had to know how much protein (COX-2) they started with, the 

amount and kind of enzyme controlling drug they used, and the amount of end product, 

PGE-2, that was produced. First year students did just the first part of the experiment and 

second years did a process called an ELISA, a kind of assay process, to find out the end 

result. This was a complicated and difficult process and all along the way students were 

constantly being pushed not just to understand the protocols, the social practices, but to 

understand the science at the level of, as Dr. J. put it, "molecular events that were 

occurring in their systems." 

In the longest group meeting of the year Catliy explained to students what it was they 

were going to do. At this point first year students had been exposed to but had not done 

processes that Cathy is talking about nor did they understand the lexicon. 

1. We will compare 
2. the expression 
3. of COX-2 
4 When treated with cytokines. 

5. That's basically the experiment. 
6. You're comparing 
7. the expression 
8. of COX-2 
9. as treated with cytokines (Interleukin and GF-2, in this case) 
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10. at different time points. 

11. So obviously the shortest time take 
12. is going to be every half hour. 
13. and the longest 
14. will be four hours. 

15. At the beginning 
16. what I will do 
17. is I will put TGF-beta in the cells. (a cancer-controlling drug) 

18. Every half hour 
19. you're going to do 
20. decant the media 
21. take protein extraction 
22. and an RNA extraction. 

23. Just worry about the protein extraction, ok? 

At this point in the semester students had run a western blot. Some of them had done 

it several times. Some had yet to produce a successful run, one where the proteins show 

up clearly on an exposed piece of film. It is worth listing the lexicon and processes in 

this short explanation that are specific to Biotechnology; expression, cytokines, COX-2, 

time points, TGF-Beta, decant, media, RNA extraction. With the possible exception of 

an RNA extraction these words were still not clearly understood by first year students. 

So no first year student, myself included, understood what Cathy said. As a group we 

began to learn what they meant as the meeting went on, together with literacies and social 

practices of "real research." So a student immediately asked, "what's a cytokine?" 

Cathy said, 

1. Unfortunately 
2. You have to go yourself online 
3. That's the bottom line. 
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So the bottom line is that all knowledge is to be found on your own and the "text" is 

the net. The next question reveals one of the difficulties that students had to solve with 

using the net as a text; that is, how would they wade through the huge amount of 

information and find the exact specific information that they needed. As Cathy checked 

that students have done their research she asked the students the difference between 

COX-1 and COX-2. Bill, one of the strong first year students, gave a long general 

response about COX that shows he had done his 'research.' He said that they are both 

antibodies, that they are produced by the body to fight foreign cells, like, for example, 

cancer cells. But he didn't know the difference between the two kinds of antibody. 

Cathy's response was; 

1. C: alright 
2. everybody hear that? 
3. Y'know, it's ok 
4. cause guess what? (.5) 
5. Bill did his research. 

6. Not that I'm saying that 
7. none of you guys have done your research. 
8. Sometimes it's hard to come across 
9. the right information. 

10. But I think that there is enough 
11. research around you. 
12.1 think 

13. Sometimes if you look in catalogs 
14. research labs, federal offices too. 
15.1 know that there's help in your biology book. 
16. I've seen it in there. 

17. So, if somebody could tell me 
18. another person 
19. cox-1 and cox-2 
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20. what is the difference between 
21. cox-1 and cox-2 
22. at the level of the message? 

Cathy, who apprenticed under Drs. Jay, Dr. Pea, and was a first-year student when 

Gloria was the chief mentor, does a number of things here. First, she praises Bill, cause 

he did his research. This is the first stanza and the theme of it might be 'doing research'. 

But, all information is not equal and students have to learn which information is 

important and which can be filtered out. In fact, when students look up COX on the net 

the initial search gives them over three thousand web sites. Interestingly, probably the 

best explanation of COX generally is in Cambell's Biology, a standard college biology 

book that all these students owned and a copy of which was in the lab But students are 

not pointed towards that as a first source. One student, Carla, said to me that this was one 

of the major problems of the program and where she disagreed strongly with the 

underlying philosophy of relying on the net. When I asked her about the scene above, 

she said, "for basic concepts like COX you can find it in a basic text. You don't need to 

go on the web for everything and I think there's a real problem there when it comes to 

structure." Interestingly, this aspect of the program gets criticized by students who are a 

little older. Carla is 31 and already has a masters degree in another field. Younger 

students like Bill, Adam, and Gloria, think that this unstructured approach forces them to 

as Gloria put it, "get really strong really fast." In the case above the "right" information 

hearkens back to Dr. Jay's comment about the difference between techs and scientists. 

Techs know the steps and memorize the information. Scientists understand the molecular 

and biochemical events behind the steps. In this case, the right information is to 
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understand (not know) the difference between the two antibodies at the level of message. 

This is a biochemical imderstanding. So Cathy indexes two processes in this talk. First, 

there is the process of finding information. Research is "around" us so the answer is out 

there. Again, she is indexing the idea of looking in unobvious places like on-line 

catalogs and at research labs or government web sites. She is pointing them towards 

becoming imaginative and creative, to use the web as a tool to create understandings, not 

just a knowledge base. Second, she is directing them towards understanding at the level 

of the message, towards the biochemical and molecular events that will show how COX-

1 and COX-2 are "different." Later in the same discussion she says, "we need to know-

how to talk about it." 

1. There's a difference between not doing anything 
2. and not knowing how to talk about it. 
3. That's what I'm here for. 

4. We need to know how to talk about it. 
5. By the time of presentation. 
6. I know that it's hard 
7. to put this into context 
8. so what I'm gonna tell you is 
9. that.. 

10. At the level of transcription 
11. does everybody know what I'm talking about? 
12. At the level of transcription 
13. at this point? 

14.1 know 
15. that everybody has not had 
16. this tough part in 
17. cell biology. 

''How we talk about it" is important in Biotechnology (emphasis mine). When Cathy 

says in lines 1 and 2 that there is a "difference between not difference between not doing 
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anything and not knowing how to talk about it," she is letting students know that 

memorization of knowledge is not the kind of knowing that is required in this setting. 

She identifies herself as a 'translator' in line 3, someone who will take students words 

and say them back to them so that they fit the proper discourse of the context. The reason 

that students are being socialized into this is an event that is coming in their future as 

apprentice scientists, the "presentation" (5). She talks again about knowledge at a 

particular "level," the level of transcription. Not surprisingly, most students cannot talk 

about this with any level of knowledge because they have not yet taken Cell Biology in 

their first semester. Cathy acknowledges that students probably have not had this but 

continues to try and teach it anyway. She goes into a questioning genre that mimics the 

kind of questioning that students will face in their end-of-semester presentations. In the 

excerpt here, she does not pick on the young first semester students. Instead, Cathy 

questions Ronnie, an African American second-year student who has been through two 

rotations. He has been through two presentations where he was, to put it mildly, 

questioned by Drs. Pea and Dr. Jay. She also questions Brenda, an older first year 

student, who has been working as a tech for a large local firm for seven years. She also 

takes input from two students who I don't know that are labeled as SY and SZ in the 

transcript below. One is a second-year and the other, like Brenda, an older women with 

experience in the field. 

1. If you know something 
2. then all of a sudden you 
3. want to move a little bit deeper than that. 
4. I mean, you understand what I'm talking about. 

5. You know. 



6. the difference between 
7. and Brenda 
8. and you people who have had 
9. a little bit more biology 

10. what happens is 
11. there are systems 
12. that you have to know about. 
13. Some cells are decoys, they're decoys 
14. eukaryotic cells don't necessarily ( ). 

15. Cox-1 is constitutively expressed. 
16. Anybody know 
17. what I mean by constitutively expressed. 
18. Ron, you know? 

19. Ron: Not yet 

20. C: Not yet. 
21. Okay, that's ok. 

22. SX: Good answer. 

23. C: Brenda? 

24. B: isn't it..the presence of 
25. Something else 
26. That's always {there} 

27. C: {in the presence} of 

28. B: 

29. C; 
30. Muscles always express 
31. even without the enzyme 

an enzyme? 

32. SY: Isn't it only when they need it? 

33. C; Thai's Cox-2. 

34. SY: oh 

35. C; Cox-2 is inducible. 
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36. It is the inducible enzyme. 
37. That is what we're interested in. 

38. SZ: Cox-2 is 
39. Contains glyco-oxygenate 
40. Glyco-oxygenate enzymes but 

41. C; Glycooxegenates, no. 
42. Cox-2 is the inducible enzyme. 
43. It is what we are looking at. 
44. They believe it has 
45. a lot to do with cancer 
46. because it causes inflammation. 

47. They believe it is tumor inducing 
48. that it causes the cells to proliferate 
49. Obviously, a cancer cell is what? 
50. Ronnie? 

51. Ron: an 
52. Uncontrolled cell 

53. C; Uncontrolled is accurate 
54. It's an altered cell. 

The conversation above shows the classic initiation-response-evaluation (Mehan 

1979; 1982) mode that is a central part of the Biotechnology program. Rather than 

putting first years on the spot, Cathy models this procedure with second-years and 

experienced technicians who may know the science already. The point that she is trying 

to make is actually a pretty straightforward one once the lexicon is understood. COX is 

an antibody and antibodies attack foreign cells. COX-1 is always present in a certain 

amount within the body. COX-2 is, as she says, "the inducible enzyme," the one that gets 

produced (transcnbed) because of the presence of something foreign. This is the "level" 

that the students have to learn to think on, the level of message in a biochemical sense. 

This what she means by "a little bit deeper" (3). 
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The questioning of the students reveals that they do have a lot of knowledge but that 

they are in the process of learning how to do two things. First they are learning how to 

decide what is important knowledge. Second, they are learning how to talk about it. The 

first question to Ronnie illustrates this. Cathy asks him if he knows "what I mean by 

constituitively expressed" (17) and Ronnie doesn't know. Cathy has signaled to him and 

the others tliat this is important knowledge. Ronnie's answer, however, shows that he is 

learning how to talk. He says, "not ve/" (19) modifying a 'no' answer, qualifying it so 

that it points into the future where he will know what that term means because he will go 

out and find the answer. Students learn here to create their futures and that is part of 

"how" to speak in that setting. Students here learn that part of the "how to talk" is to 

never just say "I don't know." 

Brenda makes an attempt to give an answer as well. Brenda, in her mid-thirties, 

comes into the program knowing many of the protocols and she also has a lot of the 

scientific knowledge at hand. Her response to the question is actually closest to being the 

"correct'" one, but her answer while containing the knowledge does not meet the "how we 

talk" criterion. She says, "isn't it., the presence of something" (24-5) so she knows that 

something else has to be present for COX-2 to be made (induced, expressed, transcribed 

- all words that index the same biomolecular process). What she doesn't know is how to 

say it in the proper manner "COX-2 is inducible," which Cathy repeats 3 times (35, 36, 

42) as she goes through the questioning with Brenda and 2 other students who I have 

marked as SY and SZ. While both of these students have knowledge (SY about muscle 

expression, SZ about a kind of enzyme) neither of these are the key knowledge said in the 
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way that the knowledge has to be said. Cathy lets students know this by coming back to 

the key phrase "inducible enzyme" three times. She then wraps up with a final 

"successful" IRE with Ronnie, asking him what a cancer cell is, knowing full well he will 

answer the question correctly (she told this to me after the talk). Notice that she 

continues to function as a translator. Ronnie's answer, "uncontrolled cell" (52) gets the 

response "uncontrolled cell is accurate. It's an altered cell" (53). 

The final part of the meeting before students go off to work on their projects provides 

more evidence of underlying social practices and values in the Biotechnology context. In 

other words, ending times are often times where what it "means" to be a scientist is the 

central theme of the talk. In the talk below there are two prevalent themes. First, there is 

the theme of research, "moving to the next level," "confidence," and "power." The 

second theme has to do with record keeping, the processes for disciplining students 

within the program, and the metaphor of "writing as a tool for memory." 

1. You guys are doing good westerns 
2. you're doing good work. 
3. All of you guys are doing good work 
4. every single one of you. 

5. That's good 
6. but you guys need 
7. you're ready to move onto the next level. 

8. So everybody feel confident. 
9. from this point on 
10. making their own research 
11. what they need to research 
12. for their experiment. 

13. And you know what? 
14. Don't be afraid 
15. if you don't feel confidence 
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16. please let me know. 

17. 1 wanna make sxire 
18. that you guys are up to it. 
19. Everybody should be able to get up here 
20. and can y'know. 

21. The more you know 
22. the more you have a handle 
23. on your data and your experiment and your research 
24. the more power you guys are gonna have. 

25. Don't blow it off. 
26. You gotta be really clean. 

27.1 was really proud of you guys on the notebooks by the way. 
28.1 didn't see any of you 
29. that had an issue with anything. 
30. Did he get mad at anybody? 
31. Right! 

32. Did he get mad at anybody? 

33. S: well, I didn't see.. 

34. C: Well, you would know! 
35. You guys did really good. 
36. Keep up the good work. 

37. From this point on 
38. your notebook 
39. the research 
40. is in your notebooks 
41. your experiments. 

42. Writing it down 
43. is a tool for your memory. 
44. Writing quality 
45. is a tool for your memory. 

In presenting students with the first theme Cathy first praises them by saying they are 

"doing good work" (3) but quickly moves on to say that "you guys need, you're ready to 
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take it to the next level" (6). This is part of the "project person" aspect of the new 

economy that Gee and others have noted (Gee 2001; Lankshear 1997; 1998) although 

here we see it embedded in the discourse of particular learning context. Ultimately, this 

is about the idea that students need to keep learning, learning new and more difficult 

protocols, "making their own research" (10), that is performing independently. Students 

should, she says, "feel confident," (8) and they have to be ready and "should be able to 

get up here," (19) that is stand in front of the class and perform not just the content 

knowledge but also the "how to talk." The point of all this is that 

20. the more you know 
21. the more you have a handle 
22. on your data and your experiment and your research 
23. the more power you guys are gonna have 

The second theme of has to do with documentation, with the literacy of Biotech and 

the way that discipline is enforced. It is also about how literacy, as conceptualized by 

these social actors, creates a relationship between thinking (as a tool), quality, and 

memory. 

Lines 27-36 refer to a visit where Dr. Jay looked over student notebooks. The key 

lines are 30-1, "did he get mad at anybody? Right!" This is an asked and answered 

reference to how Dr. Jay responds when the notebooks are not clear. As I have shown 

earlier there is actually a lot of leeway in exactly how students will record "what 

happened " But if they don't meet basic criteria for clarity so that someone else could 

understand and repeat the steps they took, then Dr. Jay will dress them down publicly and 

severely. One student responds to Cathy by saying, "well I didn't see.." and Cathy 

responds with "Well you would know," meaning that if the quality was not up to Dr. 
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Jay's standards the student would absolutely know it. While the policing of notebooks is 

actually seldom done, the public sanction is very severe. Both Adam and Bill, whose 

notebooks I reviewed, stated that their notebooks left a lot to be desired in terms of clarity 

and completeness. They also stated that review of the notebooks rarely if ever took 

place. Neither Dr. Jay nor Cathy had time to do comprehensive review of notebooks. 

When I first started observing the Biotech rotation where Cathy was the mentor one of 

her responsibilities (in addition to carrying her own full-time academic load, working, 

and being a mother of two) was to review notebooks once a week. As I mentioned 

earlier, she only did a review once. 

Cathy ended this meeting with a statement about writing as a tool for memory and as a 

tool for quality saying; 

43. Writing it down 
44. Is a tool for your memory 
45. Writing quality 
46. Is a tool for your memory. 

This is one of the strongest metaphors that point towards the culture of Biotechnology in 

particular and to the culture of the 'research scientist' in general. Writing is a tool for 

memory and through the quality of writing one creates the quality of memory and of 

thought. This perhaps more than anything else captures through discourse the 

conceptualization, as created by social actors, of a relationship between inner thought and 

outer actions mediated by the tool of writing. It echoes with the words of other teachers 

and other students in the program. Gloria, for example talked about using the notebook 

as a way to test and change hypotheses, describing the writing in terms of documenting 

that "I hypothesize that this is going wrong, that this is going wrong, I'm going to try 
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doing this." In each case "this" indexes a different action that she will take as a result of 

that changed hypothesis. She is recording memory and thought, also training her 

memory to a certain quality of thinking. Dr. Jay uses words like "exquisite clarity" to 

describe how he wants the notebooks to look. He says: 

1. You have to learn how to 
2. Express yourself clearly and succinctly 
3. Verbally 
4. And in writing 
5. And they do that 
6. On their own 

And the reasons are not just scientific. Clarity and succinctness come into play 

through federal funding requirements and industry requirements. Bakhtin theorizes that 

all utterances have the quahty of answerability, of the knowledge that there is some 

"voice" out there that is going to answer back. Students in the Biotechnology program 

know that they have to answer to the program directors in the present. But they are also 

constantly made aware that the notebooks in a very real sense are answerable to legal 

entities like the government and to private industry as Dr. Jay says. 

1. In industry you're answerable to 

1. Your shareholders 
2. And their lawyers 
3. And whatever state laws 
4. You're operating by. 

This kind of answerability is a kind of text that answers to the text of the notebook, 

connecting an individual notebook up to discourses about legal requirements and social 

practices of the scientist/entrepreneur under 'New Capitalism.' 

Computer Mediated Practices 
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Using the latest technology to mediate literacy to make it possible for students to 

manipulate symbolic language forms is an underlying component to the Biotechnology 

program. This comes from the programmatic insistence that the internet be the program's 

primary text, and from the requirement to produce computer-mediated (PowerPoint) 

research presentations at the end of each semester. But the computer mediation that takes 

place in the Biotechnology program serves again to underscore the distinctions between 

Lankshear's (1997; 1998) elite literacies and what he has termed "new basic" literacies. 

The web searches that students pursued made them deal with symbolic meaning 

structures that engage them multi-modally. That is, students had to learn to make sense 

of not just word texts, but also iconography, graphics, mathematics, pictures, new forms 

of syntax and lexicon familiar to the net, and they had to search globally, literally all over 

the world. The quality of this literacy event is very distinctive psychologically from the 

kinds of documentation processes that nurses tend to use. I discuss this more at the end 

of the case and in my discussion. 

As discussed earlier in the case. Dr. Jay has very strong feelings about the difference 

between textbooks and the internet. He believes strongly that textbooks do not carry the 

kind of information that helps students become scientists, that is up-to-date in terms of 

the latest biotechnology research. His co-director. Dr. Pea, does use a text for the 

molecular biology book that he teaches. Some students have mixed feelings about the 

lack of a basic text. Maria, a thirty-something student said, "there's a lot of basic 

information that can be found in a text book. It helps to have something that you can use 

for a reference." Cathy, who mentored from fall of 2000 to spring of 2001 would often 



395 

say, "and I know this information is in your biology book." She would also point 

students towards web searches. Franco was a student who was on the web a lot. He 

came to the United States in 1995 with his mother. Their reasons for leaving were, he 

reported "both political and economic." Franco level of English fluency was very high. 

At the time he began the program he had already completed college requirements for 

English Composition and received an "A" in both. He also invented a strategy for 

responding to Dr. Jay's incessant questioning. He would never say, "I don't know." 

Instead he would say, "I don't know yet," or "I'll know next week." Then he would go 

and find out. He was very soft-spoken, with dark hair and dark eyes, and he was very 

popular with the other students. This is because he never let the pressure keep him from 

being nice to other people. He would say, "I just let it go off of me, like water on a 

duck's back." It was Franco who I followed through a systematic web search about 

regulatory proteins. As he did this he talked about the pros and cons of books and the 

internet. 

1. Franco: Books are ok. 
2. 1 get some information from books to. 
3. In molecular biology it's hard to find stuff in books 
4. like all that he talks about 
5. these regulatory proteins 
6. you won't find it in books 
7. It's just really hard cause 

8. they keep coming with new proteins. 
9. The naming changes 
10. how they name them 
11. it changes 
12. when they find a pattern 
13. like a family of proteins 
14. they have these proteins changing names. 
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15. Books are good for examples 
16. and theories. 
17. Chemistry books arc good 
18. for the formulas. 

19. It helps me right now 
20. to know chemistry 
21. cause in westem blotting 
22. you need to know 
23. how the chemicals working. 

Franco is of two minds about books. He sees them as good for examples (15), 

theories (16), and formulas (18). But he is also trying to find out about a family of 

regulatory proteins that he has heard about in class the other day. He is, for his final 

project, going to run a westem blot on some of these regulatory proteins. That is he is 

going to try and extract these proteins from their cellular environment, isolate them, and 

treat them with some drug to see how they respond. The problem is that the protocols for 

extracting these proteins are so recent they don't exist in any book or in recently 

published joumals. There is also a problem with naming, as he says in lines 8-14. 

7. They keep coming with new proteins. 
8. The naming changes 
9. how they name them 
10. it changes 
11. when they find a pattern 
12. like a family of proteins 
13. they have these proteins changing names. 

Franco touches on one of the defining characteristics of current biotechnology 

knowledge production and it is this: the state of knowledge is changing at such a rapid 

pace that names of proteins, DNA and RNA sites are changed over very short periods of 

time. The reason for this is simple. A researcher will initially "find" one protein (or 

genetic site) that is tliought to have certain properties and a name will be given it, usually 
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based on molecular make-up. However, in short order other proteins (or sites) will be 

found at other labs that have somewhat similar properties and a 'family' will be bom. 

This requires not only a family name but often a re-naming of some or all of the original 

proteins (sites) because they were researched in different labs all over the world and 

given somewhat different names. Then someone might find that this family has certain 

properties in relationship to other families and this often requires some changes to 

naming as well. To deal with knowledge production where the naming of things changes 

at this pace, the only literacy technology available to mediate this process is the internet. 

First-year students reported to me that they were generally on-line every other day. 

Second year students reported that this time increased for them as they took on more 

research projects. This was true for projects that had a national component like the COX 

research. I observed six students on-line at various phases of their program and it became 

clear that their were certain processes, certain grammars they were paying attention to in 

their searches, in the excerpt below Franco talked to me about these 'signs' and the 

symbolic sign system generally, that informed his internet searches. We started off by 

my asking him what he was searching for at the present time. 

1. I would say tonight 
2. I'm trying to get an answer to 
3. how to make 
4. the right concentration of gels 
5. in the western blot. 

6. R: That's still the same problem 

7. F: Yeah, 
8. and I want to find the right way 
9. and you have these di fferent sites. 
10. Now I narrow it down to 
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11. four sites 
12. I'm just gonna look 
13. which one is the sufficient one. 

14. R: How did you do that? 

15. F: 1 just kind of look 
16. at the end of the website? 
17. like at the org or that edu. 
18. Depending on whether it's from Harvard 
19. or from Northwestern university 
20. you know it's reliable 
21. you know its good. 

22. R: You're looking for sites 
23. that are reliable 
24. and good. 

25. F; Yeah, 
26. That you can trust. 

One of the first things that students have to contend with, or anyone for that matter, is 

separating out the good information from the bad information. One way to do this is to 

look at where the information comes from as Franco says here. He uses the word 

"reliable,... that you can trust." So students have to learn the discernment to know which 

sites will tend to be reliable. These tend to be well-known research laboratories like the 

aforementioned. They also include certain government labs and offices, as well as the 

more well-known Biotechnology firms. So Franco and other student 'read' the HTML 

and URL addresses to see where these sites are. This is a particular kind of grammar 

because one has to understand how these addresses are organized (syntax) and what the 

shortened lexicon means. 



399 

Another problem is often embedded in the text itself. Franco was looking for specific 

information so that he could find out about some regulatory proteins that are really new. 

He said to me: 

1. F: He asked us about MF kappa B 
2. in AP 1. (Anatomy and Physiology 1) 
3. Regulatory proteins 
4. that are supposed to regulate DNA. 
5. 1 mean they're supposed to regulate transcription 

6. and they work at the DNA level. 

7. So I did some research. 
8. I didn't find myself a lot of stuff 
9. so I just got five papers. 

10. and I'm just begin to reading 
11. highlighting 
12. and you know 
13. get some facts out of it. 

14. Cause sometimes it's too much. 
15. They talk 
16. and talk and talk and talk 
17. and they don't get to the point. 
18. They talk about 
19. like they move from MF kappa B 
20. to different proteins you don't want to know about. 

So the other "reading" skill that students have to be able to practice is a kind of skimming 

that is particular to this kind of genre. He reads and high lights that information that is 

specifically about the regulatory proteins that he is interested in. So he looks for places 

in the text where this particular protein is mentioned. Then he highlights it. On the night 

that we were speaking he had chosen the five articles and he was reviewing the ones he 

had "bookmarked" to decide what exactly he would download. He had already started a 
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project using these proteins but had problems with resolution, that is the clarity of the 

film that showed protein separated out by molecular weight. He said: 

1. I'm just trying to figure it out. 
2. What's wrong 
3. cause we get crappy gels. 
4. The problem is with the resolution. 

5. So we need some answers, you know? 
6. cause we're looking in the internet 
7. and we don't find it. 

8. That's our bible. 
9. That's our bible. 

10. R: What do you mean by that? 

11.F: It's like 
12. because we don't have anybody to talk to 
13. it's like everything 
14. is on the nets. 
15. From what Dr. J. has told us 
16. that we can find anything 
17. and a few people have taken it seriously. 

18. They have papers stacked in their notebooks 
19. in their drawers 
20. while they're doing their experiments 

Franco, in lines 8 and 9, refers to the internet as "our bible." His tone is gently ironic, 

poking fun both at himself and at his peers who "have taken it seriously," and "have 

papers stacked in their notebooks." His reference to the bible is because "it's like we 

don't have anybody to talk to." The isolation he feels is real, particularly as students 

advance through the program. This is yet another way in which the program does, in 

fact, resemble Ph.D. program. Students are too busy to talk to mentors much of the time, 

just as mentors do not have to the time to be in touch with their mentees. Everyone has 
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too much work. He clearly is at least questioning whether everything is "on the nets." 

Though he and his research partners did not find what they wanted in the first searches 

Franco has come back to do a more discerning search. First he has looked at the 

addresses for what is reliable, for what he can trust. Second, he quickly skims them 

looking for references to the particular protein he is looking for. Finally, he looks for 

what he calls material that is "well-written." As he downloads the papers he is going to 

look at he says: 

1. So that's what I'm doin 
2. and when you look at the material 
3. they also are 
4. very straightforward 
5. and well organized. 

6. It's like having a teacher right there 
7. cause the more well-written it is 
8. the better you get the ideas. 

9. R: So tell me about the sites you looked up? 

10. They had long names. 
11. One was from Harvard 
12. and it had different tables 
13. for making up gels. 

14. There was one that was from some company 
15. like a biotech company. 
16. They have really good 
17. they sell this stuff 
18. pre-made 
19. but they also have like 
20. a step-by-step process 
21. for doing a western blot 
22. so it's good. 

23. So I think Dr. .lay 
24. is somehow right 
25. about the internet 
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26. cause it helps you. 

27. If you know 
28. if you have the time to do it 
29. and are willing to do it. 

The third writing quality that Franco has learned to look for is what he calls "well-

written." To him this means very straightforward (4) and well organized (5). The four 

documents that he eventually printed (he discarded one because on closer inspection it 

did not meet the criteria expressed above) came from Harvard, Northwestern, Biogen, 

and a Biotech lab in California. What they all had in common was that they clearly 

showed different amounts of protein mixed with different amounts of 'resolving' solution 

in a chart, a clear series of protocols for the particular regualatory protein that Franco was 

interested in. They also had examples of how the final film looked. As Franco says, 

"one was from Harvard, and they had different tables, for making up gels" (11-13). In 

other words, what is most important for Franco is that he can clearly follow the steps laid 

out in the Harvard directions and have a high probability of getting exactly the same (not 

similar) result. Another company had a "step by step process for doing a western blot" 

and this is always good information to have for the same reason. It is verifiable through 

repeating the steps and getting the same result. Franco says "it's like having a teacher 

right there" and this only serves to heighten both the strength and the weakness of this 

kind of social practice. For Franco, this has worked pretty well. He is as he says, one of 

the survivors, explicitly indexing the television show where only one person "survives." 

The analogy is a good one. Very few students who begin make it to the end. Another 

student who made it said the program most closely resembled a "crucible." Franco said: 
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1. That's the way it works upstairs 
2. Pretty much like survivor 
3. The miniseries. 

Franco has signaled clearly that he knows not everything is on the internet when he says 

that "a few people have taken it seriously." But he also does seem to adhere to the idea 

that "Dr Jay, is somehow right, about the internet, cause it helps you" (23-26). 

The information that Franco has looked for and found in this case is very instrumental. 

That is, it increases his chances of getting a good result when he does the experiment. 

While he wants to learn about western gels, the underlying information that he seeks is to 

help him literally survive in the program. That "reading" is clear and concise, easily 

understood directions to the processes he is trying to repeat in the lab through 

experimentation. The clearer the information, the step-by-step, the higher the likelihood 

that he will successfully repeat the protocol, and survive to go on to the next experiment. 

Another form of computer mediation comes through the presentation of results at the 

end of the semester. Cathy had said to the students right from the start that they have to 

be able to "come up here and talk," meaning that they have to learn to take her spot and 

explain the science and it's molecular basis so that others can understand. The reason 

why they have to practice this is so that they will be prepared for the final presentations 

of research projects at the end of the semester. In those presentations they would be 

questioned closely on their knowledge of the content and their understanding of the 

processes they were trying to present. 

The discourse I present below come from two presentations that took place in 

December of 2001. During the course of this project I attended presentations at six 
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(liiTerent times. These always took place at the end of fall and spring semester. The 

format was always the same. The school theatre was used for a presentation space. 

Presentations went on during the entire day and into the evening. Outside scientists from 

other institutions were invited and often came. All students in the program were required 

to attend for a substantial portion of the presentations. The presentation of research was 

modeled on the academic research paper presentation with one major exception. That 

exception lay in the amount and intensity of questioning that went on. Below I try to 

convey some of that in a stretch of conversation between Dr. Pea, Dr. Jay, and student 

presenters. The examples provide a contrast between an "excellent presentation" and 

successfully completed research on the one hand and a poor presentation of unsuccessful, 

suspect, research on the other. The first excerpt comes from Ruth, a second year student, 

who is presenting research from a project that she is working on at Dr. Jay's other lab. In 

the presentation she is talking about inducing antibody creation in a mouse by injecting it 

with cancer cells, or an antigen. The mouse then produces a particular kind of antibody 

and that antibody is separated out and concentrated through biotech processes. This is so 

the scientist can 'test' to see if there is actually the presence of this antibody, and thus this 

cancer, in an organism. This kind of a test might be used to detect certain cancer in a 

person's body at the level of protein production within cells. It is a common application 

of Biotechnology kinds of understandings. The bulk ofher presentation is about the 

process of separation and concentration that she used. Below she has presented her 

results in a PowerPoint presentation and Dr. Jay gives his initial evaluation. 

1. Dr. Jay; Excellent presentation. 
2. And take light of it 
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3. those of you 
4. first years 

5. Whether you do a poster 
6. and I had discussions with a couple of you 
7. up on stage 
8. that 

9. everything that she had 
10. talked about 
11. she has done well. 

12. Now she's explained it 
13. diagrammatically 
14. and clearly. 

15. So even if you didn't know for example 
16. what dialysis was 
17. and Dr. Pea and I were sitting here 
18. we had never {heard of the tri-system} 

19. Ruth: {I had never heard of it either } 

20. Jay: but it's clear what it is 
21. cause she's explained it so well. 

This overall presentation was much longer than what I present here. Ruth spoke 

unbroken for 23 minutes and the audience asked her questions for another 35. The 

overall presentation set the stage for the question and answer structure that was to follow. 

Dr. Jay's evaluation of "excellent presentation" meant to him that it was "explained 

diagrammatically and clearly. The criteria for clarity is that "even if you don't know" 

what something is, "it's clear what it is cause she's explained it so well (20-21). In the 

presentations it became clear that Biotechnology literacy really had three interconnected 

modes of symbolic communication that students had to demonstrate competency in. The 

first was print literacy, in the form of accurate labeling of diagrams and in the 
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organization and presentation of PowerPoint phrases that took one through the story of 

the experiment process. The use of PowerPoint to create diagrams, to include slides that 

are labeled, points to the necessity for a fomi of visual, diagrammatic literacy. Finally, 

there is the communicative mode of speech that takes the audience through the 

presentation and also successfully negotiates what is often a long and grueling 

questioning period. However, in the case of Ruth this questioning is fairly kind because 

her presentation met the criteria outlined above by Dr. Jay. 

Without going into an actual analysis of this tri-modal literacy practice, I want only to 

note that this is a perfect example of an elite literacy practice, though not one mentioned 

in New Literacy Studies. In the uss this final chapter I discuss this further in terms of the 

demands this kind of practice make on the complexity of thinking in comparison to the 

more restricted form of nursing literacy. Since Ruth handled this practice well (students 

who do not are usually interrupted multiple times during the presentation), her 

questioning has its own distinctive quality. 

22. Pea; Could I ask you what the antigen is? 

23. Ruth: What the antigen {is?} 

24. Pea: {yeah} 

25. Ruth: It's the umm (3.0) 
26.1 don't know what they actually use 
27. put into the mouse 
28. to make {the} 

29. Pea; {No}, no. 
30. What's your antigen 
31. in the tube. 

32. Ruth; Which antigen? 
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33. Jay: Yeah, what protein antigen 
34. do they add to the site to combine with 

35. You want to make the test 
36. not to test for a parasite, right? 
37. If, if you're a physician 
38. and you're using this diagnostic test 
39. what will you tell him or her 
40. what this antibody binds to. 

41. Ruth: Well the first stage of. 
42. is being able to develop 
43. an antibody against 
44. clyptosperidium. 

45. Jay: Yeah but what protein? 
46. Clyptosperidium has 
47. hundreds of proteins 

48. Ruth: It's called the {unintelligible}. 

49. Jay: {Ok, ok} 

50. Pea: {So you've got} the protein 

51. Jay: What does the name signify? 

52. Ruth; That's just the name of it. 

53. Jay: Ok, what does it do? An enzyme, a receptor, what is it? 

54. Ruth: It's a receptor. 

55. Jay: Of what, for what? 

56. Ruth: I don't think (they kn;ow.. } 

57. Jay: {alright, alright} 

58. Ruth: I think that's all they know in the literature. They 
59. don't know everthing about clyptosperidium 
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The questioning of Ruth is very straightforward. Antibodies are created because they 

'bind' to particular antigens, cclls that in this case are cancerous. Ruth thinks the 

question is "what is the antigen in the mouse used to induce the production initially of the 

antibodies?" But the question is, more like, "after you separate out and concentrate this 

antibody what does it link with in your test so that you can confirm that it is indeed the 

antibody that you claim it is?" This is made clear for her in lines 37-40 where Dr. Jay 

says "if you're a physician and you're using this diagnostic test what will you tell him or 

her what this antibody binds to?" Dr. Jay then takes the questioning to ever more 

detailed pieces of information. This is a technique he uses often with students. Ruth tells 

him the name of the antigen generally (clyptosperidium), then the name of the particular 

protein site on clytosperidium where the antibody will bind (the actual name could not be 

transcribed because both doctors were talking over Ruth). He then asks the significance 

of the name, what it does (it's a receptor), and what it is a receptor for. He accepts her 

answers where she doesn't know because knowledge in these areas is really so new that 

sometimes a name does not yet have significance, that they often, as Ruth says, "don't 

know everything (59)." But he accepts this answer from some students and not from 

others. 

The second example of a presentation is a young student from Jamaica named Layton. 

He is the "speaker" for a group of four students who completed an experiment that tried 

to use a DNA test that shows racial heritage. However, Layton gets some intense 

questioning almost immediately into the presentation. The other three members of the 

group, young women, stand away from him with their backs to the wall while Layton 
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runs the projector. Unlike Ruth, who spoke uninterrupted for over 20 minutes, Layton 

was interrupted in the first two minutes of the presentation on the second slide. In the 

slide he is showing a photographic plate on which bands of DNA are shown. 

1. L: That sample 
2. That's African-American 

3. Dr; Jay: How do you know that? 

4. L; Because I, I collected the sample 
5. I collected his umm 

6. Dr Jay: Who's he? 

7. L: That's Ronnie (some laughter from audience) 

8. Dr. Jay: Ronnie Cooper? 

9. L;Yeah. 

10. Dr. Jay: That's interesting 
11. that you're sitting there 
12. you memorized the band and the gel? (2.0) 

13. Why isn't it labeled? (2.0) 

14. Who's the other person next to Ronnie Cooper? 

15. L: That's a guy who's actually from Europe. 

16. Dr Jay: A gtiy from Europe. 
17. So you have DNA 
18. and you're gonna say 
19. what, where in Europe is he from? 

The first thing that leads to an interruption by Dr. Jay is that Layton has no labels on 

his diagrams. Dr. Jay interrupts (lines 3 & 6) bccause there is no label on the slide. His 

"how do you know that," is about proper record-keeping and not about knowledge. 

Layton's answer, "because I collected the sample," irritates Dr. Jay and he jumps in 
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again, with "who's heV The lack of labels is not made explicit until line 13. The other 

problem this student runs into immediately is lack of definition, or as Dr. Jay might say, 

"clarity." Dr. Jay continues to question Layton about where each individual sample 

came from because, as he says, "I wanna know where these suckers are from like 

anybody would want to know when they're doing research." He goes on to quiz Layton 

about where his samples come from. 

1. Are they African-American? 
2. Are they Caribbean Blacks? 
3. Are they European whites? 
4. European Blacks 
5. What? 

6. L: That's what I said at the beginning. 
7. I said it's a random sample 
8. so we took at {least} 

9. Dr Jay: {It's} not random. 
10. it is obviously a purposeful 
11. where people here 
12. of different ethnic groups right? 

13. L: yeah 

In this next bit of questioning Layton makes a mistake in terms of relating a concept 

"random sample" to the actual social practice that the group engaged in. What students 

did is get sample DNA swabs from their friends in the program and from some 

"randomly" chosen students in the college population. Dr. Jay corrects him sharply for 

his misuse of the concept "random sample" in line 9 and re-states what the students have 

done as "obviously., purposeful" (10). Dr. Jay is critical here for a different reason than 

before. He is taking note of Layton's misunderstanding at a conceptual level rather than 

at the level of record-keeping. Layton description of his process for getting samples 
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indicates strongly that the does not understand both the concept and the practice of 

choosing a "random sample." This kind of sharp correction and rebuke continues when it 

turns out that Layton does not have detailed information about where other DNA samples 

came from. 

1. Dr. Jay; Say who they arc. 
2. What are the ethnic groups? 

3. L; Number 1 
4. the loading gels 
5. numbers 1 and 2 
6. are Caucasian. 

7. Dr. Jay: From where? 

8. L; I don't know 
9. Minnesota? 

10. Dr Jay; So you just throw DNA 
11. into a genealogical study 
12. in the gels. 
13. You say, "I don't know where the person is from. 
14. He might be from Minnesota 
15.1 think?" (3.0) 
16. How about the other ones? 

Dr. Jay often uses the technique of the long pause to get across a point. He does this 

in line 15 with "I think? " He obviously is sending out a strong message in the silence 

that follows about what it means to demonstrate 'thinking' in this setting and that the 

student, Layton, is not meeting that standard. He is not meeting the standard in terms of 

clarity, in terms of clear record-keeping, and in terms of his conceptual understanding of 

the science he is talking about. When Layton is not clear, or his terms are wrong, or he 

contradicts himself. Dr. Jay quickly corrects and rebukes him. 

1, You recall telling me that they were all males. 
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2. L; Yeah. 

3. Dr. Jay; now you're saying these two are what? 

4. L: Females. 

5. Dr. Jay: So why would you tell me that they were all males? 

6. L: Because 1 was recalling what I had in my notebook. 

7. Dr. Jay: You think that people 
8. do experiments on what they recall 
9. or do they actually have a figure 
10. which is taken from a notebook 
11. and everything about that figure 
12. is placed on there accurately? (2.0) 

13. You think that anybody 
14. gets up 
15. a researcher gets up and says 
16. "I think these samples are from A and B 
17. or from X and Y?" 

18. L: No. 

19. Dr. Jay: No, they don't. 

This kind of strong criticism is common part of these presentations, and as I have tried 

to show here, it can be relentless. Students do not misspeak when they use metaphors 

like "boot camp" or ''grilling" to refer to this process. Franco, the Peruvian student 

whom I talked about in discussing a search for websites, mentioned said that he was 

"going to go at night when the professors are too tired to ask hard questions." When I 

laughed and made a comment about strategic thinking, he came out with his metaphor 

about "survivors, like on the tv show." Dr. Jay and Dr. Pea have different reputations in 

terms of questioning. Dr. Jay asks rapid-fire questions that are often content oriented. 
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Dr. Pea will often be silent for long periods of time, then he will ask a question, as he did 

of Layton, that reveals a basic flaw in the experimental process. One student said to me, 

with a wry smile on his face, "he's the silent assassin." 

1. Dr. Pea: Do you think you could run the gel a little longer, Layton 
2. so any minor differences 
3. would be amplified? 

4. L: After I ran the gel halfway, {1} 

5. Dr. Pea: {yeah} a very good way to cheat 
6. is run the gel halfway 
7. so all the bands 
8. where you want them to look similar 
9. look similar. 

10. You could have done this twice as long 
11. and maybe there are differences that are not visible here. 

Dr. Pea, a quiet professor of microbiology who emigrated to the United States in 1977, 

usually asks fewer content questions and more process questions as he has done here. 

They often call for fairly involved answers, hi the example above he asks a question 

about something that he already suspects. When you run electric current through a "gel" 

that has different size proteins they begin to reorder themselves in bands according to 

molecular weight. The longer the current is run through the gel, the sharper the 

resolution will bccome. Sometimes researchers and students want the results to point 

towards similarity across different samples. They can achieve this by reducing the "run" 

time so that resolution does not gel so sharp, possible differences do not have time to 

"resolve" out. Dr Pea calls this in line 5, "a very good way to cheat." In the end, the fact 

that there are females in this study and that there was a positive result for their DNA 

sample, kills this experiment. But Layton, at least, does not seem to realize this, and the 
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doctors let him have it one last time. The reason is that this is a test that gets its DNA 

from the male Y chromosome. In the final conversation about this data, Layton is almost 

an afterthought as the two doctors dismantle the experiment. The point here is to show 

students what each of them ought to know and be able to do when they do "real research" 

as "scientists." 

1. Dr. Jay: What do you make of the fact that you got 
2. Y chromosome on the female controls? 

3. Dr. Pea: That as a matter of fact 
4. tells you 
5. that all of that is contamination 

6. Dr. Jay: Absolutely. 
7. You should not get 
8. female samples 
9. showing up 
10. at all. 
11. Should you? 

12. L; No 

13. Dr. Jay: Do females have Y chromosomes? 

14. L: No 

15. Dr. Jay: Not on this planet, they don't. 
16. So how do you explain that? (1.0) 

17.1 think you got a lot of contamination 
18. don't you Dr. Pea? 

19. Dr. Pea: Yup. 

20. Dr. Jay: Alright. 
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Layton demonstrates that he cannot do the kind of multi-modal reading that is required in 

these presentations. Layton will go on to graduate but not as a research scientist. He will 

be a tech. 

Internships 

One last major requirement in the practice of doing real research in the Biotechnology 

program is the internship requirement. Every student must complete at least one summer 

internship. Many complete two. As I summarized earlier these take place all over the 

world; in Europe, the United States, the Caribbean, South America, and more. The 

projects are similarly broad. Some of these include research on Lyme disease and the 

aforementioned Africa project that the forensics students are w-orking on. The forensics 

students are also involved in community outreach and in the training of judges and 

lawyers in how to understand and interpret DNA forensic findings. The Marine students 

in recent years have worked on the Bermuda project, on the local Charles River project, 

and most recently have begun to establish a relationship with the Caribbean protectorate 

ofMontserrat. Of all of these projects I am most familiar with the Marine Biotechnology 

program because from the very start I was a participant-observer in the process of trying 

to set up a research center on the island ofMontserrat. This included visiting the island 

with students and Dr. Jay. 

On a Monday in May of 2001 I'm sitting in the hallway with Tabitha, Adam, Aleka, 

and Brian. Tabitha is the mentor and the other three are the Marine Biotechnology 

students who have survived first rotation. They are filling out release forms that the 

college requires for liability purposes so that they can travel to the island ofMontserrat in 
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the Caribbean. Montserrat lies about 30 miles to the east of Antigua and the ecosystem 

was radically altered by two volcanic eruptions in the 1990s. The first one came in 1995 

and the second one came a year later, destroying most of the tropical ecosystem and 

covering most of the 16 by 9-mile island. The marine environment for 60 miles in any 

direction also had huge amounts of ash dumped into it, destroying or at least altering 

much of the marine environment that provides much of the island's economic support. 

The capital, Norfolk, where most of the island's population lived, was covered under 15 

feet of volcanic ash and lava. Four-fifths of the population now lives in England and 

approximately 2000 people inhabit a strip of land two miles long by about 1 mile wide, 

the one area not covered by ash or lava. This is the first trip down for the group and 

Tabitha, the mentor, is getting people organized. They have to take down a lot of 

camping gear because they will be sleeping in tents. Aleka is really angry about how this 

trip has been dropped on them with no warning and she says, "we didn't do anything all 

semester and are just now getting started." This means, she explains, that she essentially 

has to do the work of the semester all summer, part of which is going to Montserrat for a 

week, part of which will entail coming into the lab a lot during the summer. 

1 ask, "What are you going to do down there?" Nobody really seems to know. 

Tabitha, the mentor, who has designed her own protocols before, says, "Well the volcano 

has had a really powerful effect on the marine biology down there. We'll be looking at 

how it's been effected." I ask what kinds of biotech stuff might you do. She replies, "we 

won't really know till we get there. This first visit is exploratory." 
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The idea of not really knowing what's going on, of exploring, and of being creative, is 

central to the Biotech internship experience, particularly for the marine biotech students. 

While students in the main biotech program often go to research labs with established 

research programs and protocols to follow, the marine and forensic students pretty much 

have to make it up as they go along. Students in all programs have to constantly be ready 

to learn some new biotech protocol, some new way to extract a particular protein or kind 

of DNA, but marine and forensic students have to make up those protocols themselves. 

This was true both for local research projects and for projects like the Bermuda project 

and the Montserrat project that I discuss below. 

Adam, one of the Biotech students that I spent the most time with, talked to me about 

the Marine portion of the Biotechnology program and what it was like to develop their 

own research projects without any support. 

1. Marine rotation we went out 
2. and we collected samples from the Charles River. 

3. That was a little slower 
4. cause Dr. Jay wasn't giving us a 
5. national project to do. 
6. so we had to go out and find a project to do. 
7. So we were actually about threie weeks into the program 
8. before we actually started anything. 

One of the characteristics of the Biotech program that I have presented throughout the 

case is that the learner has to be both independent and creative. The degree of 

independence and creativity seems to be greater for the newer programs in Marine and 

Forensics than for the general Biotech concentration. The mentor for the Marine 

Biotechnology group (there were four students and one mentor during the years I was 
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there) was a woman named Tabitha. At the end of her first year she spent the summer 

doing an internship in Bermuda. She didn't have a 'project' to do and her affiliation with 

a lab there was a loose one. She could use the facilities but basically she was on her own 

for about 12 weeks. Below she talks about the process of doing research 

1. T: That was just basically I went down 
2. I think it was two summers ago 
3. to Bermuda. 
4. I formulated my own protocol 
5. of how to dissect. 
6. I learned how to dissect 
7. three types of fungulus 
8. down there 
9. which is a species of Killi fish 

10. R: why were you interested in these fish? 

11. T: Well there is this question about the Kili fish. 
12. They were there when they got there 
13. when people got there they were there. 
14. They don't know where they came from though. 
15. They know that there's this one species that's particular to Bermuda 
16. with this other species that they don't know if it's this cross-breeding 
17. or if it's brought over from a ship. 

18. It's a speciation event. 
19. I'm trying to prove whether or not they came over on a water spout. 
20. Basically that's a tornado on the water 
21. that sucks up fish. 

Tabitha began with a question (11) about a speciation event that began before people 

got to the island of Bermuda. There were three species of a certain kind of fish in the 

ponds of Bermuda and one was not endemic to the island. So how might it have gotten 

there? That is a question that could be answered by taking DNA samples from the three 

varieties of fish and comparing them one to another, and also comparing them to DNA 

from samples native to the coastal United States 300 miles away. She points out that they 
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have a pretty good idea that one species came from the island, that another may be some 

kind of cross-breeding or transportation event, and that with respect to the third there is 

nothing known about how it might have come to Bermuda. I asked her the following: 

So what did you find out? Did you get any evidence of a speciation event that you could 

confirm? 

1. T : Well there's 13 ponds on the island 
2. and I went around and took 
3. organisms from each pond 
4. recorded em in a spreadsheet 
5. and then 1 also dissected some fish 
6. to bring back here to the United States. 

7. I have a hundred fifty 
8. Extractions. 
9. kidney extractions 
10. liver extractions 
11. that I have 
12. in the lab right now. 

13. We're currently 
14. I'm trying to get the new people 
15. that just came in this year 
16. learning how to do things with PGR 
17. and how to run an agarose gel 
18. so that we can eventually run all these samples 
19. by the time I graduate in the spring. 

20. It's a massive massive project. 
21. It's a hundred and fifty samples 
22. and you have to PGR every single one of them 

23. R: Explain to me what PGR means? 

24. T: PGR is a polymerase 
25. chain reaction. 
26. All it does 
27. is basically takes a piece of DNA 
28. and replicates it 
29. billions of times over 
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30. so you get a lot of it 
31. so you can test for something 

32. R; you said something after that. Teach them PCR and run a.. 

33. T: Run a agrose gel 

34. R: Run a agarose gel. What's that? 

35. T: A G A R O S E (spells it) 

36. R: Explain to me what that is. 

37. T: An agarose gel is just to run 
38. DNA through. 

39. You can do it 
40. in an acrylamide gel 
41. but it has to be 
42. big parameters 
43. it has to be one of the high volts. 

44. Agarose gel is a lot simpler 
45. To use 
46. and it's also less time-consuming 
47. and you get a good picture. 
48. You use aethidium bromide 
49. to attach to the DNA 
50. and then you put it under 
51. ultraviolet light so it flouresces 
52. and then you can take a picture of it 
53. with a, almost like a polaroid camera. 

54. R: That's almost as good an explanation as I've heard. 

Tabitha gives one of the clearest pictures of beginning and running what would turn 

out to be a three-year research project in the Biotechnology program. She started out 

with a question (11). The question led her to the necessity to collect data and represent 

that data in particular ways as she describes in lines 1-6. Making a 'spreadsheet' means a 

very particular process in Biotechnology. A spreadsheet has to be accompanied by a map 
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that shows where all the physical localities are. It has to break down the sample 

according to numbers at each site, species, size, and color. The spreadsheet also has to 

have linked to each site an analysis of the water including Ph, turbidity, oxygen, and 

mineral contents. This first line of data must be created into a spread sheet as a first step 

of showing the distribution and qualities of this fish population across the island of 

Bermuda So making a spreadsheet indexes a huge process done in very particular ways. 

Similarly taking "extractions" from the liver and/or kidneys also indexes a particular 

kind of Biotechnology knowledge. Livers and kidneys are organs that have very high 

amounts of concentrated DNA. A sample of liver and kidneys were taken from all 150 

fish and from each sample DNA was 'extracted,' labeled, and frozen. This was the entire 

summers' work. Tabitha then came back to the United States. 

When she came back Tabitha found herself given the Marine mentor position and in 

this context she began, with four first year students like Adam, the Charles River project. 

This took up her fall, along with the not unusual community college demands of working 

30 hours a week and raising two young children! In the spring she taught herself the 

process called PCR that she talked about above. Then in the following fall she began to 

teach first-year students two protocols (PCR and agarose gel) so they could help her with 

the huge data sample she had. She took first-year students and put them to work on her 

research project. Students in the mentor position are encouraged to do this in the lab. It 

is another way in which they learn, are socialized into, the lab research process. In effect 

what Tabitha did, as other mentors do, is build up a model of a scientific research lab 

where there is a Principal investigator (her role) and there are supporting scientists and 
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technicians carrying out many of the steps of a larger research project (the students role). 

The only difficulty with this is that no one, neither Tammy nor the students, had gained 

the structured experiences or knowledges to be successful at this practice. Their 

apprenticeship of practice had no expert others. 

So Tabitha began teaching students how to do PCR, which basically takes a piece of 

DNA, cuts it at particular places that are of interest, and then reproduces it billions of 

times so that there is enough of it to subject to tests. She herself had lost some of her 

samples to botched PCR's in the spring and she was pretty nervous about teaching the 

test to half-a-dozen first years. The second protocol that she taught them was something 

called an agarose gel. This protocol is basically a quick way to get the DNA to organize 

itself by molecular weight. Tabitha felt that given the number of samples she had, this 

would be a better protocol than the much slower protocol that students are normally 

taught. The issue for her was time and speed. 

At the end of the interview that took place at the end of semester above where the 

first-years were taught PCR and agarose gels, I asked Tabitha: 

1. R: so a lot of the stuff that you do is really {projects}? 

2. T: {Definitely} all the learning is basically 
3. proiect based it's all hands on. 

The Biotechnology is primarily a project-based learning experience for most students. 

Students begin on some sort of '"real research" project within days of starting the 

program. Right from the start students must engage in a huge amount of 'just in time' 

learning, much of it on the net. This term, common in work contexts where there is a lot 

of dependence on the web, refers to the idea that knowledge and understandings are 
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created not only when they arc needed, but "just in time." The social practice of literacy 

has to be understood within these program characteristics. Knowledge learned "just in 

time" has to be immediately applied. This is the "hands-on" aspect of it. Literacy, tends 

to be multi-modal, drawing on print, speech, visual, and diagrammatic genres of 

communication interwoven with one another. Layton, in his presentation, demonstrated 

that he could not do this, thus proving the whole discourse community that he was a 

"tech." The underlying criteria is that of "clarity," so that someone else could reasonably 

repeat your steps and come up with similar results that would verify the claims you are 

making. Mastering the various fomis through and in constantly shifting contexts 

certainly qualifies this kind of process as an elite literacy. But there is one more 

component of it that takes it into the realm of "elite" symbolic communication forms, 

and that is its global character. This was made really clear to me in my connection with 

the Montserrat project. In the excerpt I presented above the students didn't really know 

what they were doing going to Montserrat. It was purely exploratory. Interestingly 

enough, nobody knew what they were doing while they were there, and they continued 

not knowing really what they were doing when they got back. However, there were a 

number of key things that the students did learn about what they were 'doing' (as an 

observing member I learned these things too). It's just that these things (processes, 

practices) weren't explicitly about biotechnology experimentation. In the excerpt below I 

was talking with Adam after we returned from Montserrat early in June. 

1. R: so, what were we doing down there? 

2. A: We went down 
3. we just met and greeted the people 
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4. both the local government 
5. and the English government. 

6. But we did that 
7. we met with these people 
8. we have also been donated a building down there 
9. to set up a laboratory. 

10. So we went down 
11. we measured the building 
12. so we could get parameters 
13. and come back 
14. and make a CAM diagram 
15. on the computer 
16. computer animated model. 
17. So we could basically see how it would look when it was done 
18. and put lab benches in and all of the lab technology 
19. equipment we're going to need down there. 

One of the revealing practices of the biotech programs that I have tried to convey is 

how the words of the project directors, particularly Dr. Jay as the most vocal member of 

the team, come to ccho through the words and practices of the students. There was an 

initial "meet and greet" period with local government and British government. 'Meet and 

Greet' is a Dr. Jay term, one which all the students learned. He uses this term a lot to 

indicate where the program bumps up against official institutions such as the National 

Institute of Health (NIH), the National Science Foundation (NSF), and nation-state 

bureaucracies such as those mentioned above. The Biotechnology program, more than 

any other program at ECCC, is 'connected' to processes of economic globalization 

through the internet and through the system of internships at research centers around the 

world. The program itself already has one research center in Brazil in the Amazon basin 

funded through that nation-state bureaucracy with the help of a five-year NSF grant of 

two-hundred and fifty thousand dollars. The primary function of that center is resource 
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extraction of rare compounds and drugs through biotechnology practices. To do that, 

though, the program needed to enlist local bureaucratic structures through "meet and 

greets," and they also needed some supporting infrastructure, as Adam reported above. 

They measured the building so that they could take its parameters and put them into a 

CAD program and create the 'imagined' workplace they would need. Like the lab in 

Brazil, the processes of scientific exploration and experimentation are fundamentally 

linked to resource extraction and exploitation. 

1. But also we're down there 
2. cause the volcano that destroyed 
3. most of the island 
4. has also been effecting the fishing 
5. down there 
6. and also has been destroying a lot of coral reef 

One of the possible areas of exploration was the fishing economy of the island that had 

been dramatically altered by the volcanic eruptions. The fishing industry had been an 

economic mainstay prior to the eruptions and there was intense interest to get a sense of 

long-temi effects on marine life as well as to perhaps pro-actively think about supporting 

the re-introduction of certain species that might be able to re-populate the island's waters. 

Coral reef research is also a big concern in biotechnology for at least a couple of reasons. 

First, coral reefs are thought, like wetlands ecologies, to be extremely central to the 

generation of rich and diverse biological life. Second, they are also disappearing from 

the world at a very high rate, partly due to over-population, perhaps also under the 

influence of global warming. This has led to the development of protocols in 

biotechnology for the study of coral reefs at the level of molecular processes. 

1. A: We speculated 
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2. of T esting of coral reefs 
3. going scuba diving and seeing visually 
4. and there were certain protocols that were set up 
5. from things like Florida. 
6. They're testing coral reefs 
7. cause they're a major source of life. 

8. Sometimes its even speculated 
9. that that's the key to all the oceans. 
10. The coral reefs. 

11. So we can go down there 
12. and we have protocols that we can implement 
13. when this is ready to go up 
14. ready to go. 

15. Things like gridding 
16. where you take like a foot by foot grid 
17. map out or count how many plant species are in that 
18. organisms are in that little speck. 

19. Then compare data 
20. to see what effects it 
21. test the water 
22. and then test the fish 
23. and plants on land 
24. to see if there are any 
25. genetic mutations 
26. or adaptations. 

Here we see processes of global capitalism (fishing, marine environments) linked with 

processes of biotechnology. The protocols that Adam spoke of have come out of the 

University of Florida Marine Biotechnology program over the last ten years and they are 

well known by students of Marine biotech. There is also the process of gridding, where 

an area is mapped out, samples are taken of the marine life, tests are taken of the DNA of 

the organisms, and it is then compared to grids that were taken prior to the eruptions. Or, 

time grids are done over time to see effects on the DNA of the marine life. Both of these 
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kinds of 'tests' lead not only to presentations of research, and the production of scientific 

texts, but also have direct economic impact that the local nation-state bureaucracies are 

interested in. While it might be easy to argue that the biotech program is monolithically 

implicated in a global capitalism that is primarily about the extraction of resources from 

less technologically developed countries, such an argument would be overly simplistic. 

While the biotech program is, I would argue, embedded in "New" Capitalism (or not so 

new anymore), students in the program are also imbued with a mission of doing right by 

the local inhabitants. Both Dr. Pea (from India) and Dr. Jay (southern U.S. African-

American) are passionate about this aspect of the program and see no contradiction 

between being scientific entrepreneurs and humanitarians at the same time. Again, Adam 

said to me after we got back: 

1. The main purpose down there 
2. was to get the needs of the Montserratian people 
3. and see what they wanted in return 
4. for giving us this building to build on 
5. and basically explain to them 
6. what we were trying to do. 

7. We met with the teachers association down there 
8. and they were really concerned that 
9. if we came in 
10. what would happen to teachers? 
11. Would they be able to get their 
12. y'know teaching 
13. or whatever, learn? 

14. And Dr. Jay was very able to say 
15. "yes, they could come and learn with us." 
16. So the Montserratian people would get a better understanding of their own 
17. environment 
18. and their own surroundings. 

19. we basically want to be a help for all 
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20. and we want to go down there and 
21. spread the knowledge of science 
22. in the Montserratians. 

Adam, and other students in the marine program, do not just learn literacies of reading 

and writing in some de-contextualized 'scientific' world. The world they inhabit is 

intimately connected to processes of verbal and textual negotiation within a global 

capitalist context. In this context it is clear, even to a first year student like Adam, that 

locals are keenly aware that they have resources of value, and that globals coming into 

that context have to engage in complex negotiation about how they will be used. One of 

the most interesting questions raised by this case study, not answered here, is if we are in 

something called 'new capitalism,' then what is new about these kinds of processes? Do 

locals have new and different kinds of control over local resources? What are the kinds 

of economic, symbolic, and linguistic capital that they have and deploy in these 

situations? That these situations are somehow 'different' seems to me to be clear, but 

giving clarity and shape to that difference would require greater connection than I 

currently have to those processes. I come back to this issue with a few more incisive 

questions in the discussion of results chapter. 

To sum up, this case has tried to show that literacy practices in this biotechnology 

context are intimately bound up in what it means to be a "scientist" engaged in "real 

research. This is also true in the earlier case study where I was concerned with the 

documentation processes, what it meant to learn nursing and the ideology of caring. 

What is interesting is the distinctiveness of the two contexts; that is literacy and learning 

in both contexts have their own unique qualities. Apprentices in these settings not only 



429 

learn different reading and writing processes, they learn differing levels of control over 

that process, different ways to think about the how they document phenomena, and they 

are pointed towards different futures with different kind of rewards. I come back to all of 

these in the final chapter where 1 discuss my findings. 
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CHAPTER X 

DISCUSSION 

Introduction 

To begin the discussion chapter I come back to the questions that I presented in the 

introduction to this dissertation. I discuss some weaknesses of the focus on capitaUsm and 

as well as the difficulties in the cross-contextual approach that I have taken here. I also 

discuss findings from the dissertation that were not clearly part of the central questions, 

but that came to be part of a thorough exploration of New Capitalism and literacy. The 

first area is about the gendering of work identities through practice; among those 

practices is language practice. The second area is about the large number of students who 

leave the programs, the mechanisms that push them out, and some possible roles these 

students might end up playing in the New Capitalism. The third issue, a connected one, 

is that of language/race discrimination as it is partially created through these mechanisms. 

After I do that I discuss some of the ways that micro-ethnographic analysis of oral and 

written discursive forms complicates and extends theoretical constructs presented in 
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earlier chapters (Bakhtin, 1981, 1986; Bourdieu 1979; Duranti 1997; Foucault 1970; 

1974; Hanks 1996; Schieffelin, Woolard, & Kroskrity 1998; Volosinov 1934; Vygotsky 

1987, 1997;). Finally I visit each one of my questions. I take each one in turn and present 

brief sections from the data analysis chapters to support the points I would like to make 

about the relationship between literacy, oral and written speech genres, and the creation 

of contingent identities within structures of New Capitalism. I then finish the dissertation 

with a short discussion of Ulrich Beck's (1994; 1998; 2000) concept of "Risk Society" 

and how my own explorations support some aspects of that idea while at the same time 

challenging it. Below I list my original questions in their entirety. 

1. What is the structure, both grammatical and social, of the primary 

discourses/social speech genres of the various school-to-work settings that I 

am examining? This is a descriptive question about discourse with a small 

"d," the discourse of hybrid academic/work speech communities. 

2. What are the typical forms, the syntactic structures, face-to-face interactions, 

narratives, and metaphors whereby Discourse with a capital "D" gets 

represented in these academic social speech genres? This is a question about 

the Discourse of capitalism and its connection to little "d," its enactment in 

social speech settings. 

3. To what extent do word orders of New Capitalist settings reproduce already 

existing orders of workl Where are these reproducing practices challenged, 

accomodated, and/or resisted? This last question is a question about literacy 

where it does or does not play a role in reproduction of existing relationships 
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of inequality. This is where the "so what" of this dissertation is most salient. 

For if claims are being made for particular social literacy practices as having 

emancipatory and transformative effects on the lives of people who take them 

up then those effects ought to be discemable at the level of questions 1 and 2. 

If these claims are not met or if they are met for some people and not for 

others then they should be publicly challenged and critiqued on those grounds. 

Gender and Push Out Mechanisms 

One important finding of this dissertation is about the interpenetration of gender and 

language with New Capitalism. These data are strongly present in my research, though it 

was not been a central question that I came to this study with. This is a strong finding in 

this study, and while it does not contradict the findings and questions having to do with 

capitalism per se, it certainly does complicate the claims I will make. First, the contrast 

between gendered forms and practices of language in nursing and biotechnology could 

not be more strong. The most obvious place to look is in the ideologies of identity that 

permeate oral and discursive forms. Nurses, as we know, "care." Nursing, like teaching, 

is traditional women's work, and is constructed as such. In contrast, Gloria, who was a 

mentor of the biotechnology program, used the verb "nursing" as a pejorative when 

describing how her students performed below the level that she had hoped. She said: 

Gloria: I fear that I may have nursed my students too much 
In that they haven't gained their independence 
As quickly as they should have. 

Gloria sets nursing against the verb modified phrase "gained their independence." 

This contrast between the two programs was one that I had not expected when I went into 
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this dissertation but I want to briefly account for it here without losing my focus on New 

Capitalism. First of all I believe that there is a sociohistorical distinction to be drawn 

between nursing and "science." Nursing, historically has been constructed as women's 

work and science as men's work. Women as "natural" care-givers are suited for the kind 

of work that nurses and teachers of young children do, while men, more "objective and 

independent" are more suited for science. Second, while I have understood for some time 

now that along with these gendered identities go mechanisms of control, it was surprising 

to me to find that documentation forms in Nursing controlled very tightly the forms of 

objectivity and the degree and kind of caring that could take place. So along with a 

sociohistorical distinction there is an ideology present that organizes women's work as 

needing to he controlled and closely managed. This is also historically present in 

teaching and one needs only to read about the Scientific Management movement in 

Education during the first half of the twentieth century to see it at work, I was, I admit, 

surprised to see strong evidence of this at the smallest level of grammar in the two 

contexts. It is so strong that I have a paper proposal in the works so that 1 can make 

myself go back to my data and give greater attention to this at a later date. It is a 

significant and, for me, surprising finding of this dissertation. 

However, the two programs cannot be simply split along gendered men/women lines 

or along the lines of controL'not controlled. When one walks into the Biotech program 

and looks up at all of the winners of the prestigious Goldwater award, nine out of 10 are 

women. This is not empty award. It is a full scholarship to either finish up 

undergraduate school or get funded to go directly into a masters/doctoral track. First of 
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all it is money in the bank and for students coming out of a community college this can 

be the most precious form of capital. It is also a process that makes the possible future of 

becoming a "scientist" almost a certain reality. Many of the biotech students do in fact 

remain "techs" in spite of what Dr. Jay might say. But the ones who almost certainly 

enter the world of research science are the ones who win scholarship awards and these 

are mostly women. I cannot fully account for the "why" of this in my data but it is an 

indisputable fact. 

On the flip side of the coin, nurses draw on a traditional women's ideology, that of 

"caring," to make alliances in their strike against the rational and technical arguments of 

managed health care. They strike to take back a degree of control over their work. No 

such activity takes place, to my knowledge, in the Biotechnology industry. My point 

here is that women in nursing are not simply "controlled" and Biotech is not simply a 

male-dominated place. It is, as always, more complex than that. 

A second finding that was surprising came about from examining and talking with the 

large number of students who leave, who I would argue are pushed out through 

mechanisms organized to create inside members and outside non-members to the 

discourse community. The reason this group is so important is that they comprise, in 

both programs, somewhere between 60-80% of the students who begin on day one of the 

semester with the intention of becoming a nurse or a biotechnology scientist. Again, 

what is most interesting in terms of findings is that the site and the form of push out 

mechanisms contrast so strongly between the two programs. The mechanisms for pushing 

students out in nursing are ones that are controlled at the institutional level, much like the 
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literacy forms are within the field of nursing itself. That institutional mechanism is 

comprised of four multiple choice tests of nursing knowledge, language, and process that 

are given at two, four, six, and eight weeks into the first semester. These very demanding 

recitations of language, knowledge, and process tend to push out those whose language is 

farthest from standard nomiative English. That includes students from other language 

groups and students whose day-to-day dialect is far from the norm. Translated, this 

means that by the end of the first semester, the population of students looks a lot more 

White and middle-class than it does on the first day of the semester. 

In Biotech the process for pushing out, like the context itself, is much more 

individualized and idiosyncratic. It takes the form of ritual hazing first practiced upon 

the students by the program directors, then on students by their mentors, and finally by 

students on each other. Thus students have to "suck it up," "be independent." and "just 

get it done." These kinds of phrases become a mantra during the day-to-day of the lab, 

and students also have to prepare and subject themselves to ritual interrogations and 

humiliations in public presentations of their research. A student to me, "Dr. Jay, he'll 

just keep firing questions at you till you said screw up. But Dr. Pea, he's the silent 

assassin. His questions kind of sneak up on you and then "pow!," you're laid out on the 

floor." 

The finding that these push-out mechanisms vary is an important one. However the 

difference in mechanisms leads to the same end: some students become members of the 

work and discourse community, while others, like Layton who presented his research in 

the last chapter, will not gain entry. The phenomena of mechanisms for pushing students 
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11. First, in the context of work in New Capitalist organizations, at any given time there 

can only be about 10-15% who make up the "elite" knowledge workers embodied by the 

scientists of the biotechnology program. There has to be support personnel in the form of 

"techs," people who will probably perform a kind of "New Basic Literacy" similar to that 

of the nurses. Gee and Lankshear (1995) in a review of New Economy literature of the 

1980s and early 1990s found that people who would practice a limited kind of autonomy 

and critical thinking would make up another 30-40% of the work force. The rest would 

comprise a loose group who would fill basic positions in the economy, typically be 

under- or semi-employed, a labor pool that would have little or no health care. The 

purpose of this group would be to provide a surplus labor pool so that costs in the "New 

Economy" would not get out of hand. As Peter Drucker, an early New Capitalism 

booster put it, "not everybody can be a knowledge worker." In health care facilities 

specializing in hospice care for example, I saw large numbers of women of color whose 

first language was not English. Their job was basically to feed and clean people who 

were dying. Between nine and 10 of them would be supervised by a registered nurse. 

They were paid less and often had basic certification like a Certified Nursing Assistant 

(CNA), requiring about 30 hours of school and clinical in my state. They were often 

hired for under 20 hours a week so that their employer would not be required to provide 

health care or other benefits. Needless to say, these women would often hold two or 

more of these kinds of positions. In other words, one way to think about students who 
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are pushed out is that "New Capitahsm" has to have all kinds of workers, including those 

who will be excluded from the benefits this form of economic order might bring. 

Theory and Method 

A dissertation of this sort, with a theoretical and methodological emphasis on ever-

shifting contexts, points out the difficulty of our creation of units of analysis in social 

science research. Vygotsky, for example, argued for the word as the most relevant unit, 

Bakhtin complicated this with an emphasis on utterance and social speech genres, 

Bourdieu wants us to focus on repeatable language practices, Foucault on discourse 

communities and large Discourses that operate through historical eras. The data analysis 

sections of the dissertation strongly support the idea that none of these different 

perspectives on units of analysis ought to be privileged over others. Rather one must be 

flexible, have these methodological "tools" at hand, and see which of them is most 

appropriate for the questions being asked together with the particular characteristics of a 

given context. For example, written texts were a significant part of the analysis of 

nursing but not ofbiotechnology. Analysis of these texts were particularly help ful for 

getting at my first two questions but would not have been as helpful for the 

Biotechnology context. The reason for this is simple; biotechnology "literacy" is much 

more highly mediated through the computer and the internet. Remember, the "internet is 

where science is." 

One of the benefits for me methodologically and theoretically of taking on this kind of 

project is that it has made me consider the power that linked systems of activity, 

embedded in social contexts, has over the development of psychological functioning. As 
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I now think about it, systems of activity can act as a kind of cuhural tool in the 

Vygotskian sense. An example helps to make my point. 

I have been thinking of my own upbringing in a middle-class suburb of Boston where 

for much of my day the primary organizing tool for my social activity was the bicycle. In 

that setting from about age six on, going to school, seeing friends, doing non-school 

activity, was all organized through bike travel within about one square mile of where I 

lived. The locus of agency and control in these activities lay with me and my willingness 

to go places on the bike. Many years later when I visit this suburb I see no kids on bikes; 

not one My father and mother who still have a house there tell me that the number of 

cars on the road and the speed at which they drive have both increased since my 

childhood. Parents are not willing to let their children ride bikes. It's too risky. The 

organizing tool for kids social activity these days seems to be the mini-van. This requires 

a parent for children to engage in activities outside of the house. It seems to me that 

tliese two systems of activity will, at the very least, lead to different kinds of 

consequences for the development of psychological functioning. 

Similarly, qualities of consciousness and development of thinking in these two 

contexts of biotechnology and nursing take very different pathways. Literacy does not 

structure or determine thought, but provides a representation of language-centered cross-

contextual activities that people must take up and work with in order to demonstrate 

membership in the discourse community of work. Clearly these work settings contain 

aspects of New Capitalism, but just as clearly they echo with the forms of capitalism that 

are not part of the vision as it is laid out by its' supporters. 
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When we consider the myriad ways that students took up (or not) the discourse, 

practices, and literacies of their particular work culture, we have to, I think, reconsider 

Vygotsky's focus on the word as the placc to begin analysis of the intersection of 

psychological functioning and culture. This may be appropriate for study of young 

children in dyadic relationships, but seems to break down in a study of these very 

complex work school-to-work communities that I have been a part of for the 3 years. I 

would argue that in becoming a Nurse or a Biotech scientist, students must negotiate a 

process of identity building, a process that does change higher psychological functioning. 

It does change consciousness. The place that 1 looked for this change was in those 

practices, oral and written, that repeated themselves over and over again. The analysis of 

these forms as students experienced them over time constitutes both a strength and a 

weakness. The strength lies in the processual feel that the analysis has as students are 

"pointed" towards very different kinds of futures in the New Economy of the United 

States at the turn of the millenium. That pointing does not really occur at one place or 

time but is really a process, one that crosses contexts and physical spaces, of school, labs, 

apprenticeship settings, and work. But the attempt to cross contexts also leads to a 

weakness. 

One of the strengths of micro-ethnographic analysis of face-to-face interaction is that 

it looks at a great number of repeated examples of one kind of interaction. Thus, Susan 

Philips looked at the organization of guilty pleas, the voir dire, in American courts in the 

U.S. southwest, hi this dissertation, because 1 was literally running from context to 

context, I sometimes was not able to observe and record enough instances of relevant 
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social practice to be able to make generalizable claims about them. For example, both 

nursing students and biotech students meet and work together in study groups. This is 

particularly true for the Biotech students in their second and third year. I did not include 

the meetings 1 did observe here because I was not able to record a significant number of 

meetings. Yet I think they were and continue to be significant. The dissertation does 

give a representation of what it was like follow students through the learning of oral and 

written discursive forms that create social speech genres, create habitus, encode identities 

and relationships of power. But because the dissertation is an ambitious one, perhaps 

overly so, it is necessarily a incomplete one. 

I think that the dissertation does give strong empirical support to more theoretical 

arguments like that of Raymond Williams that link up a concept of "structures of feeling" 

(1981: 77) with an modern version of "hegemony." The structures of feeling in Nursing 

and Biotechnology are embedded in the very bits of oral and written discursive practice 

and point students towards hegemonizing processes of American capitalism. By 

hegemonizing I mean nothing more than the unequal creation of access to capital; social, 

economic, and cultural. It does, I believe, reveal what Willis called the "large powers" as 

they "work on the micro powers of self (2000: 5). 

Little "d" 

The data presented in the data analysis indicates these literacies have embedded in 

them a model for tliinking at the level of grammar. But the thinking that is available, that 

an insider can take up, and still remain an insider member of discourse community, 

varies a great deal between the two. While not detennining thought or identities, these 
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literacy genres do set the table so to speak, and operating within them, students are 

pointed towards very different "new capitalist" futures. 

Colin Lankshear (1998) points out that when literacy reforms call for "critical 

thinking," these calls are often vague, because what "critical thinking" might mean is 

always context dependent. He argues further that somewhere between basic "cracking 

the code" literacy and higher order scientific, technological, and symbolic literacies (he 

calls them elite) we can see the emergence of a New Basic Literacy. This need for New 

Basic literacies in the workplace has been brought on by structural shifts in capitalism 

where there is a greater need for teamwork, communication skills, problem-solving, and 

autonomy. The context of nursing is one such exemplar of this kind of New Basic 

Literacy. The examples I presented from biotechnology, on the other hand, are examples 

of "elite" literacies. Both represent what it means to "think critically" in very different 

ways. 

In both cases the learning of literacy took place both within the institutional work 

setting and within the context of new capitalist practices such as "team building," 

problem-solving," understanding "concepts," and a distinctive practice of "critical 

thinking." The purpose of the study was to test an idea of Colin Lankshears'; do the 

literacy genres or "word orders" of the new capitalism embed in themselves old 

stratafications of the industrial "work orders?" For if, as Lankshear theorized, behind 

promises of new capitalism lie old structures that recreate "entrenched patterns of social 

reproduction." then part of the responsibility of literacy scholars is to challenge, create 

public discourse, and resist those processes (1998 p. 307-8). 
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The nursing data presented gave us an example of a "New Basic Literacy." This was 

evident in lecture, lab, and the clinical setting. The basic grammatical unit that underlay 

nursing documentation was a noun-verb-conditional organization. In one example 1 gave 

the professor, Anna, presented the ideal form as part of lecture. 

1. Anna: Fluid volume deficit 
2. This is really the person who's dehydrated 
3. Related to difficulty feeding self 
4. As evidenced by 
5. Increased temp 
6. Decreased turbor 
7. I'll give you one more example 
8. Dry tongue 
9. Low urine output. 

Anna, the instructor, gave the students this example of a nursing diagnosis, defining 

characteristics of what words will be allowed to mean in nursing. We saw in the case the 

basic unit of professional vocabulary, syntax and grammar. "Fluid volume deficit" is 

both specialized vocabulary and syntax. Anna acknowledged this discourse by taking the 

"translator" role, "this is really the person who is dehydrated." The syntax of the phrases 

as well as the overall phrase structure is also highly organized. 

As with the idealized genre presented in nursing textbooks the example above had 

very little mention of people, the only pronoun being "self in line 3. There was no 

"nursing" presence in the text. The basic utterance unit is a noun that is modified once or 

twice. Verbs tended to be passive (related, evidenced, feeding). The overall structure is 

a three part one. There is the statement of the problem "fluid volume deficit," followed 

by the cause, "related to difficulty feeding self." Articles and pronouns are elided to 

create efficiency and erase individual presence. 



The third part of the statement is a series of two-word prepositional phrases that 

establish evidence. Both the vocabulary and the syntax are those of the professional 

nurse. Words that are abbreviated like "temp" or specialized vocabulary like "turbor" are 

clear examples of this. But also the word orders, as in "fluid volume deficit," are 

professional and belong to this particular social speech genre. As I mentioned in the 

case, Anna knows this kind of special speech needs elaboration to her students when she 

translates "this is really a person who's dehydrated." (2). So what we saw was a 

documentation form that tended to have certain characteristics. First, it was severely 

abbreviated. Second, as I showed in the case, information of direct observation on the 

part of the nurse tended to be recorded while information associated with internal states 

or that came from the patient/client would tend not to be recorded. We saw this most 

clearly in the student whose attempt at documentation of patient depression that was 

completely re-written by the instructor. Verbs tended to be passive so that the person in 

the bed was acted upon. Finally, there were areas where documentation was not allowed 

to go, particularly areas having to do with Doctors curing and with "legally inadvisable 

statements." This meant that physiological problems like a skin rash could only have a 

physiological cause, never a social one like "improper care" on the part of a health care 

professional. 

As I argued in the biotechnology case, the documentation forms open up very 

different "New Capitalist" futures through the demand they make on student patterns of 

thinking. The basic underlying unit that students have to master is both more complex 

and more open to manipulation and creative agency than that of nursing documentation. 
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That is because it is organized within the institutional context of doing science and being 

a research scientist. First, the unit that students are taught is much larger. It is the 

"research report," indexing as it does a "scientist" as recorder, asker of questions, and 

reporter of results through publication to the larger community of biotechnologists. As I 

showed in the biotechnology chapters with contrasting examples of notebook entries, the 

form is not policed as strongly within the discourse community of scientists as in the 

community of nurses. By this 1 mean that there is more than one way to "say" the same 

thing in biotechnology while trying to say things in more than one way in nursing is often 

met with severe sanction. Adam and Bill both "recorded" how they had made their 

buffering solutions, but went about it in very different ways. Also, the kinds of qualities 

that students can bring in to the form are very different, particularly with respect to 

"people" who inhabit the record, and the amount of ambiguity that can be part of that 

recording. 

One example J used in the biotechnology case was Bill, particularly in the sections where 

he recorded the "discussion" of results. Here he hypothesized what went wrong, and 

what they might do the next time. Hypothesizing what went wrong and what might be 

done in the future is a requirement of the program, a necessary component of doing "real 

research." 

1. Discussion: While incubating in secondary AB, we allowed it to sit for 48 hours. 
2. After asking around a bit, several people said it was possible that the 2" AB had 
3. been allowed enough time to bind to too many non-specifics. However, several 
4. other people consulted agree that the rinsing procedure was most likely thorough 
5. enough and that other factors may be responsible (i.e. degradation of developing 
6. solution). 

7. Future plans; blocking several times in fresh solution 



It's clear from Bill's notebook why students in their first semester in the program 

(myself included) describe the environment as "being on another planet." Like nursing, 

the lexicon is highly specialized and often abbreviated, though I would stress not to the 

degree of abbreviation that we see in nursing. Bill's record is much closer, in fact, to 

what we might consider to be a classical narrative with statements that echo with 'first I 

did this, and then 1 did that.' But even without an understanding of the scientific lexicon 

and the processes they index, Bill's documentation process in the lab notebook is in stark 

contrast to nursing documentation. He records the group process of trouble-shooting in 

the lab, "asking around a bit," talking with "several people." He also records ambiguity, 

something that the Nursing form does not allow for. The idea that the rinsing procedure 

was "most likely" thorough, or that "other factors may be responsible" would never enter 

into nursing documentation. Here we see the process of thought and discussion linked, 

and literacy records that thought process in a far more multi-faceted and ambiguous way 

than is possible in nursing documentation. The literacy form is also inhabited by people 

in a qualitatively different way. In Nursing, patients are always passive, and the nurse's 

actions are determined through the direct observation of data. Here, actions that Bill and 

his team members take depend on the actions of others who say what is "possible," or 

others who are "consulted" and "agree." Again, language in this setting is much more 

open to human manipulation, open to being "worked on" in terms of thinking whereas 

nursing documentation, as a genre, does much of the thinking work through its structure. 

My point here is that at the level of grammar and syntax, the literacies used in these 

two settings index very different kinds of thinking, thinking that "fits" with Lankshear's 
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idea of "New Basic Literacy" and "Elite" literacy. What are the qualities that he ascribes 

to these? 

Lankshear presents "New Basic Literacies" as being fundamentally tied to the needs 

of New Capitalism. They are more complex than what we understand as traditional basic 

literacy that includes accuracy, self-correction, reading, correct spelling in written work, 

vocabulary building through word recognition, and the ability to recite orally (Lankshear 

1998, p. 357). But they do have what he calls "a concern for overemphasizing the 

rudiments like decoding and basic computation at the expense of other essential skills" 

(ibid, p. 359). New Basic Literacies explicitly support more abstract and symbolic logic, 

higher order thinking skills within the context of "new times" workplaces. These "new 

times" places want communication skills, problem-solving abilities, and the ability to 

innovate, maintain quality, and improve so that workers can engage in teamwork, self-

direction. all in a context of devolved responsibility (ibid, p. 359-60). What critique 

means in this setting, or critical thinking, centers around performance of the work in 

order to meet the goals of the institution for maximal efficiency. As I showed in the 

chapters on nursing, the critical recording of what happened cannot "step over" into key 

domains like those of the doctor or those of another nurses actions. As Anna said to the 

students when that boundary was crossed, "maybe it didn't happen that way." 

In Biotechnology, the form of critical thinking explicitly includes critique of the 

knowledge base and practices of the workplace. It is part of what it means to be a 

scientist, to be "creative" as so many people in that context said. Lankshear calls this an 

example of "Elite" literacy. People have "command of the language and literature (and 
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this) enables" critique, innovation, variations in practice, diversification, and refinement 

or discernment (ibid, p. 260). 

Gloria, for example gave us an example of all of these practices when she talked about 

how she went about recording and revising her hypothesis. She stressed in the interview 

that this way worked for here and she "didn't know if Dr. Pea and Dr. Jay would like it, 

but it works for me." 

1. Sol include all of that in the beginning 
2. "Why am In doing this?".. 
3. So I don't really write another at any point 
4. Unless 
5. I have a problem in my procedure 
6. That I have to say 
7. "well 1 think it's this 
8. there's a hypothesis 
9. I hypothesize that this is going wrong, 
10. I'm going to try this.'''' 

Gloria, along with other students in the program, talk about "taking the initiative 

yourself." "getting independent, getting creative," and "dealing with it." It is in this 

context that she talks about keeping a lab notebook as a way record and test hypotheses, 

and use language as a way to test those hypotheses. She doesn't write new stuff "unless I 

have a problem with my procedure." In that case she uses language to hypothesize this is 

going wrong" and to come up with a new plan, "trying this" (a new and different this). 

This is supported by Dr. J. who says, "We don't train technicians, we train scientists." 

In reality, some of the students who go through the program do become technicians but 

those students who evince that kind of behavior come under intense scrutiny very early in 

the program to either change or leave. We saw that kind of pressure in the Biotech case 

with Layton when he gave his end-of-semester presentation. Silverstein (2001) calls 
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these kinds of presentations "emblematic identity displays.." that demonstrate one's 

membership "in-group" (p. 3). Layton failed immediately to signal his in-groupness 

because he did not label his slides. He then continued to fail on a number of fronts such 

as the understanding of the concept of "random sampling," his lack of clarity, his 

"cheating" as discovered by Dr. Pea, and his inability to understand and articulate that his 

own data was impossible given the claims he was making. At the end of his presentation 

Layton was silent and the conversation was between Dr. Jay and Dr. Pea only. His 

complete silence and erasure from the social interaction took place while he had to stand 

up in front of fifty people as the two professors talked about the study as if he were not 

there. 

One of the aspects of the Biotechnology program that students have to learn 

immediately to "deal with" is that in learning the scientific protocols many of those steps 

can and do go wrong. Embedded in the requirement to keep what Dr. Jay calls "pristine 

lab notebooks" is also the idea of manipulating language in order to help solve problems. 

But, solving problems takes precedence over keeping a pristine record and, as I have 

shown, students do create and independently hold on to idiosyncratic practices for 

documentation. They can do this as long as they demonstrate that they are problem-

solving. Writing is not only for documentation, but also a tool for "trouble-shooting," for 

figuring out what went wrong and then correcting it. This is a particular kind of critical 

thinking, distinctive from nursing in the relationship between structure and thought. In 

nursing, I would argue the structure of the documentation activity does constrain thought 

quite strongly. It is, to borrow from Bakhtin, a relatively "inpenetrable" discourse genre. 
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In Biotechnology, the active processes of thinking carried out by students is allowed to 

work more on structuring language and literacy. This point is one that I made with Bill's 

discussion in the case and earlier in chapter II. But the larger and more important finding 

is this; it is everywhere in the case, in the interviews with Dr. Jay, in the forms and 

practice of research writing, in the discourse of the students doing the COX experiment, 

and in the internships. 

For the Biotechnology students, Cathy, the lab manager, got to the heart of how 

literacy is conceptualized within the program. 

1. C: I was really proud of you guys on the notebooks by the way 
2. From this point on 
3. Your notebook 
4. The research 
5. Is in the notebooks 
6. Your experiments. 

7. Writing it down 
8. Is a tool for your memory 
9. Writing quality 
10. Is a tool for your memory. 

As I mentioned in the case, this reminded me strongly of what Levi-Strauss said about 

writing, that it was "bon a penser, " or good for thinking. Yet as numerous studies in 

New Literacy Studies have shown in recent years, literacy can be put to many different 

purposes and thinking is always bound up in context. My data indicate that word orders 

In Biotechnology and Nursing are working towards the reproduction of sociohistorical 

work orders. Nursing documentation does fit Lankshear's description of a "New Basic 

Literacy,'' a genre that organizes a restricted view of critical thinking through grammar, 

lexicon, and syntax. Biotechnology literacy, on the other hand, seems to orient students 
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towards a command of the language and literature of the field that would enable critique, 

innovation, variation in practice, and diversification. We see this in how verbs of being 

are modified as in "be creative, be independent" and also the degree to which the literacy 

fonn can be manipulated by creative human thinkers as Cathy says, "as a tool for 

memory." This is an "elite" form of literacy. In both contexts however, language and 

identities are embedded in a process of commodification, to borrow from Monica Heller's 

(2001) discussion of the value placed on French and English language in certain parts of 

Canada. In contrast to Heller, I am arguing that the social production of identities through 

language and social activity 'points' participants towards very different places within the 

capitalist work place, places where their commodity value will likely take very different 

trajectories. 

"BigD" 

My second question about the linking up to larger Discourses of Capitalism is related 

to this idea of commodification mentioned above. Another way of thinking about 

commodification can come from comparing one aspect of the "old" capitalism with what 

might be new about "New Capitalism." Both new and old went through eras of intense 

attention to social efficiency both in work and in schooling. In chapter III presented an 

argument that said in an earlier moment of social efficiency a kind of hegemonic alliance 

was created between business, psychology, and education. This was most clearly 

apparent in the use of Taylor's (1911) studies of bricklayers to create models of the 

scientific management of schooling. Similar to today's social efficiency movement, 

embedded in the hue and cry for testing and standards based education, there were calls 
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for both greater efficiency and for greater accountability in educational practice. Also 

similar was the practice of exercising ever greater prescriptive control over the work of 

both teachers and students. Social Efficiency is part of the larger Discourse of modem 

capitalism. But as capitalism enters a neo-liberal transition to a less hierarchical, more 

diffused structure of the globalized economy, direct disciplining of physical activity 

becomes hard to keep an eye on. Much better that people discipline their own behavior. 

That takes us to varying models of thinking, embodied 1 believe in the underlying 

difference between a model of behaviorist psychology and a model of cognitive 

psychology. 

Behaviorist psychology has always seen psychological functioning as directly 

created through repetition of action, thus the emphasis on reflexology, or how the 

physical body responds to physical input. When Taylor broke down the movements of 

master bricklayers he was concerned with coming up with the most efficient series of 

movements that would produce the brick wall. This underlying philosophy of controlling 

the movements of the body was taken up by scientific management in education, a reform 

movement, which reached its heyday in the 1920s and 1930s. We might say that in this 

model business leaders, psychologists, and educators were concerned with the 

management of physical movement, and what went on "between the ears" was of 

secondary interest as long as movement was controlled to produce a product through the 

most efficient method. I would argue that in the early century we saw, coming from 

modern capitalism, the commodification of movement, by taking the smallest possible bits 

of movement and practicing them over and over until a product can be produced at the 
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highest quality with the lowest possible cost, in education, we probably see this practice 

most widely today in the still common method for teaching of cursive letter making in 

lower elementary grades. As an observ er in the public schools around the country, I still 

often see K-3 classroooms where students sit in rows and together form first the lower 

case letter then the upper case letters on sheets of lined paper at the direction of the 

"expert" teacher. It is important to understand that the disciplining of movements can 

only work if there is someone who can keep an eye on those who are doing the work in 

order to insure that social efficiency is at its highest. It does not work in structures of 

"New Capitalism" where people have to discipline themselves, work independantly, 

organize into teams, and complete work projects at a great physical distance from those 

in management who are at the top of the hierarchy. 

However, with the rise of cognitive psychology, a model of psychological functioning 

that is explicitly concerned with "what is in the head," has come a new tool for 

capitalism. As I pointed out in chapter II, 1983 saw the publication of A Nation at Risk 

and Education and Learning to Think. I take that year and those publications to be 

symbolic in terms of the establishment of a hegemonic position that would involve 

educational, political, and business elites in a new articulation of the relationship between 

school and work. The publication of these kinds of texts signalled a dis-embedding of 

old capitalist work relationships and a re-embedding (Beck 1994)of new ones to fit 

changes in fundamental modes of production both in the United States and around the 

world. Part of this new articulation was to create different kind of commodification, the 

commodification of different processes of thought as demonstrated through oral and 
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written discursive forms. One of the most interesting findings of this study is that when 

Discourse is made (d)iscourse through a particular context of work, there is great 

ideological variation. Both Nursing and Biotechnology are concerned with creating 

workers who use the documentation forms in an efficient way. That is, both are 

conccmcd with efficiency, but efficiency does not mean the same thing for nurses as it 

does for scientists. Also, thinking is a commodity that does not carry the same value 

across contexts, so people who exhibit a particular variety of thinking are pointed towards 

very different kinds of futures. Finally, both genres index a complex array of 

sociohistorical influences like those of the "scientist" or the gendered discourse of nurses 

embodied in "doctors, cure, nurses care." These include a more recent one of "New 

Capitalism" where thinking gets recruited into a process of commodity value creation. 

Here, as I noted in both Nursing and Biotechnology, we find places where the word order 

may be open to critique from those who live within it. 

In Nursing, for example, the severely restricted, abbreviated and efficient social 

speech and documentary genre indexes a very technical rationality that often underlies 

arguments in favor of "New Capitahsm." Potential conflicts between caring and 

rationalism have led to strike activity in recent years in the U.S. While nurses go out on 

strike saying things like "we can't give quality care" New capitalist managers often 

respond with rational technical arguments such as "stSLymg flexible," running smoothly" 

and "maintaining service" (italics mine). In the face of these arguments nurses in two 

hospitals near where my research took place recently were succcssful in wresting greater 

control over mandatory overtime and staffing levels from administrative hands. The point 
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here is to show that New Capitalism, while setting many limitations on work action, does 

not simply work on people and turn them into mindless drudges. It also shows that 

hegemonic structures can be over-turned in certain conditions. This has implications for 

education that I want to come back to when I consider my third question, "So what? " 

Nurses, as I have tried to show, live in a kind of betwixt and between world, one that 

is a potentially conflict-ridden place. This conies across most clearly, I think, in the 

client/patient metaphor. It is rare in Nursing that a one word can index the same thing, but 

we see at work an older work order in conflict with New Capitalism and its drive to 

organize bodies as sites for service-based capitalism. Part of that drive is to break down 

the physical phenonmcna of "being" sick into things that one can observe, treat, and cost 

out. But these come into conflict with a holistic ideology of caring that we saw (albeit 

imperfectly practiced!) in the more esoteric aspects of functional health patterns. Novice 

nurses have to learn to not go to far down the road of trying to document affective states 

because they are tricky to "see" and very problematic in terms of cost. 

Managed health care providers argue that viewing the person in the bed as the 

"patient" sees them as passive and not active in their own care. The argument goes that 

in the "New" world patients take greater part in the decision-making about their care. 

Nurses are, with good reason, skeptical about this argument. As the ease showed, part of 

what managed health care is about is pushing some of the health care costs out the door 

of the hospital. Twenty years ago the idea of people giving shots to spouses would have 

been anathema in health care. Now it is common and the question that nurses often ask is 
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the following question; is this about giving people more control or is it about the control 

of cost? 

The conflict in New Economy health care settings does lead to people engaging in 

what has been called "practical epistemology" (Bamett 1997; Street 2001). Nurses learn 

to collectively critique their work context, develop symbolic resources that allow them to 

articulate that critique, and when that doesn't work, they take action. Individually, 

Nursing students get depressed and unhappy when they can't document, are not allowed 

to officially "see," forms of depression that they feel are important to giving care to a 

patient. Experienced nurses, when pushed to a point where they feel that "care" is no 

longer possible, engage in critique, and that critique has led to the creation of symbolic 

meanings, and actions. Sometimes, as in the example of the strike that I cited at the end 

of the Nursing section, we see an interesting creation of counter or alternative hegemonic 

forces that draw on deep symbolic metaphors to challenge New Capitalism. 

Interestingly, a deeply held ideology of caring and of the right to control over work 

come out of a humanistic tradition in American society, the humanistic tradition that led, 

for example, to the Bill of Rights, the creation of social welfare in the great depression, 

and the Johnson years great society legislation. One major reason for the possible 

emergence of alternative hegemonies organized around metaphors of caring and control 

is a growing awareness of living in a "risk" society (Beck 1994; 1998; 2001; Giddens 

1994, 1999). Again, this is significant to the "so what" of this dissertation. 

Biotechnology is also embedded in a "New Capitalist" context of intense competition 

for resources, information, and what Jim Gee calls the creation of a "project" person (Gee 



1999; 2000). Bill reported his results "missing" twice in his first semester rotation, 

saying, "I learned that some students steal other students results so that if they're behind 

they won't look so bad. The Biotech program is one where students are very conscious 

of competing with one another in terms of achievement and in terms of access to 

resources. This attitude about is fostered by the program directors. Dr. Jay said to 

students beginning his program 

1. And science 
2. Whether it's academic science 
3. Or industrial science 
4. Second just means that you're the first loser 
5. That's all it means. 

For Dr. Jay the boundaries between academic science and industrial science don't 

exist for the person who comes in second. In both cases that person is a "loser." "Just 

deal with it," a statement students ironically remark to one another on a regular basis, 

indexes the reality that something is always going wrong with your experiment and that 

you have to be, as Gloria said, "independent and creative." The Biotech context, in 

contrast to the highly organized nursing curriculum, is one where students are constantly 

being socialized into the management of chaos, of situations that are "out of control," and 

"just in time" learning. The curriculum is entirely project based, so that as the students 

go on, they must re-create themselves every couple of months with a set of new skills and 

protocols. Students who are learning these elite literacies are constantly under the gun to 

extend their portfolio. 

As I discussed in the chapters, there is no underlying text for the course and students 

have to master web search engines to find protocols and articles that will help them with 
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their research experiments. Dr. Jay says of the internet, "that's where science is." This is 

a contrast from the Nursing program in that the "New Economy" that students are 

pointing towards is clearly a global one, and not the national one of U. S. managed health 

care. But they are entering a "world" where thinking, as represented through language 

and literacy is a commodity. It is one that has a higher value than the commodity value 

of nursing discourse and students are being pointed towards a possible future where the 

rewards will be correspondingly greater. But this is only if students become scientists, 

not technicians. In this very fluidly structured scientist/entrepreneur kind of activity 

system students tend to leave. In the three years that I have observed this setting, 

numbers typically went from around 40 at the start of the semester to 10 at the start of the 

second. In Bill and Adam's year, they are two of three students who are still in the 

program. So while the door to elite literacy and access to those benefits is opened in the 

biotechnology program, it seems as if that opening is only a crack. 

In Biotechnology, it might appear as if those who make it through the program are 

going to be living a better life. Against this could be placed the intense processes of 

individualization and competition, the unrelenting pressure to be both independent and 

creative, the lack of structure in terms of learning, the constant re-creation of the self for 

the next product, and the lack of ideological underpinnings that are rooted in a humanistic 

perspective on social life. A historical construction of the "scientist" might offer such a 

view but I found little sense of this within the program. In addition, many of the students 

are like Layton, who at the end of his first year would seem to be destined to become a 

"tech" if he manages to hang in there and take the abuse. That does not mean, however. 
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that students lack a critique of this context. Neither does it mean that they do not assert 

themselves against the more abusive facets of the program. 

In the case we heard clear critique of the mentoring from people who had graduated, 

older students like Ellie, who said that they succeeded "in spite of their mentors. Gloria, 

who was herself a head mentor, had a cautious critique of how some students were put 

under intense scrutiny and pressure. Her friend, who was every bit as good a scientist as 

she was, had a couple of bad experiences, then couldn't handle the intense negative 

scrutiny of Dr. Jay. All of the students who make it learn a series of strategies to avoid 

the more volatile aspects of Dr. Jay's personality. Students who leave have a lot of 

criticism and they are mostly directed towards the qualities mentioned above, but 

interestingly, I came across no critique of Biotechnology as a whole that would compare 

to that of the striking nurses. So, significantly I think, critique in the realm of nursing has 

led to the creation of larger shared symbolic understandings around an ideology of caring 

and an ideology of the proper locus for control over work. In the "elite" literacy, one that 

Lankshear argued (1997; 1998) contains the symbolic means for critique, innovation, 

variation, and discernment, I found no evidence for similar kinds of actions at larger 

levels within the field as a whole that were similar to the nursing strikes. Perhaps this is 

due to a lack of unionization in the relatively new Biotech field. Perhaps working 

conditions are better though my fieldwork into four different work sites (not reported 

here) indicated that the work of technicians, whether they are trained to be 'scientists' or 

no, is very much embedded in technical/rational arguments about social efficiency not 

unlike the nursing contexts. I am led to wonder if those who work within "elite" 
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discourses are often the last to step outside the discourse, critique it, and take some form 

of collective action. There is certainly room for critique within Biotechnology and for 

similar reasons to those that nurses around the country have been striking on for the last 

five years or so. Biotech technicians, like registered nurses, are often required to work 

long hours whenever the employer so deems it, and often have to work so quickly that 

they put themselves at risk. Perhaps it is the lack of a sociohistorical discourse of caring 

or some other similar kind of foundation that makes the jump from symbolic meanings to 

action difficult. 

"So what? " 

One question this dissertation raises for all educators in classrooms is to what extent 

and in what ways should the workplace effect the curriculum of the classroom? Recent 

research by people like Hull (1999, 2000) argues that we need to re-think our school-

based literacy curriculum, particularly for students who are not from the traditional 

college bound population. This dissertation asks us to do more than that, I think. 

Certainly, we need to do what Hull and Schultz (2002) call a "broadening and rethinking 

of school-based literacy" (p. 507), but the nursing and biotechnology contexts showed 

that mechanisms for pushing students out like standardized testing and ritual hazmg are 

only partly about literacy practice. They are also about limiting membership in the 

discourse community, about creating in-group and out-group distinctions. Thus 

mechanisms that create failure would still come into play even if the literacy practices of 

work do closely articulate with those of school. In both settings, while the amount of 

explicit teaching was small, students in fact were embedded both in school and work in 
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the literacy practices of their respective fields. But many students were still pushed out 

as I have discussed earlier in this chapter. 

Being explicit about how school curriculum might productively and generatively 

change under the influence of the work setting is a good start. In nursing, the lab setting 

introduced students to work-like practices with decidedly mixed results. But within four 

weeks of beginning their program they were in a hospital many hours a week under with 

a field supervisor and in the presence of experienced nurses. This practice, a strongly 

supervised field apprenticeship, was tremendously useful. But in terms of succeeding or 

failing in the program, students had to score above a certain average on four tests that 

were built solely of multiple choice questions. Students farthest from the norm in terms 

of language, culture, and ability to figure out what the important facts were in a very 

dense text (also, I would argue, a language and culture practice), were mostly bounced 

from the program by the end of the first semester. 

In biotechnology, the mentoring program was supposed to provide the curricular 

bridge between the world of work and the world of school. From everythmg that I 

observed, and as the data clearly shows, this was a stupendous failure. Students 

succeeded in spite of their mentors, not because of them, as Ellie so eloquently put it. 

The ritual hazing, the practices that pushed students to compete, hoard materials, and 

operate at an intensely individual level and look down at those who weren't tough, 

creative, and independent, were all part of the research scientist ideology and had little to 

do with the articulation of school and work literacy. One big question this dissertation 



raises is what should the ratio of explicit versus apprentice literacy instruction be in 

school-to-work settings? 

Another implication for educators of this dissertation is that processes of economic 

change do directly impact peoples lives and the learning of literacy (Brandt 1999; Hull & 

Short 2002). It is quite clear that the literacy genres and practices presented in this 

dissertation did not exist even thirty years ago. In nursing originally there was a narrative 

of what happened each day. This would have been easily recognizable and teachable for 

a teacher thirty years ago who was familiar with other kinds of narratives. Similarly, if 

biotechnology students simply wrote up a report using the basic school-based tools of 

scientific reporting then a typical teacher would have no trouble teaching this. But a 

biotechnology protocol is processual, and often fifty or sixty parts have to be documented 

over periods that span months. The form gets highly personalized by students and they 

are very creative with it as they strive to record just enough information so that someone 

else in the field could duplicate the protocol. Educators in the humanities and social 

sciences at 2-year colleges where many school-to-work programs are increasingly housed 

have no idea of the different literacies that their students encounter in work settings. 

Often, sadly, they consider it to be none of their business. That needs to change. 

For researchers in education, I have argued that the word orders do reproduce work 

orders in Nursing and Biotechnology settings, and 1 would argue further study of literacy 

and work would confirm this. But these work orders are, under certain circumstances, 

critiqued, leading to the creation of symbolic meanings and action that if not overturning. 
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at least mediates some of the most oppressive aspects of the New Capitalism. The 

question then becomes, what are the mechanisms whereby this can take place? 

I think that my provisional answer from this dissertation is that two kinds of activity 

have to take place. First there is the activity of the context, like Nursing, where material 

circumstances lead to concrete actions and new symbolic resources that arc shared within 

the community and can be used as a kind of practical epistemology and action deployed 

against the hegemony of New Capitalism. The example that I presented is the discourse 

of caring and the discourse of control over work. But second, and importantly, these 

symbolic resources, made discourse, had to resonate with other discourse groups within 

society to create counter-hegomonic force that could work against groups that hold on to 

and promulgate New Capitalist discourses. For example, the Nurse's strike that I 

recounted not only reverberated through and drew on resources from the nurses union, 

but also became interconnected with other unions, notably local and regional police and 

firemen. It drew palpable sympathy from local and regional media outlets, and quickly 

drew in local and national political support right up to visits from the two U.S Senators. 

It also drew support from local and regional teachers unions. What sort of constellation 

of forces or consciousness might have brought all these groups together around nurses 

when barely five years earlier no such constellation crystalized around the issue of 

bilingual education, for example, in the states of California and Arizona? I think one 

possible answer might have to do with a concept coming out of sociology in the last ten 

years or so (Beck 1994, 1998, 2001; Giddens 1994, 1999) called the "risk society." A 
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counter example, the one from bilingual education mentioned above, helps clarify what I 

mean by "risk society" in this context. 

I remember in the late summer of 1998 sitting in on a presentation by the educator 

Steven Krashen to students at the University of Arizona. I was a doctoral student at the 

time, much taken with ideas in linguistic anthropology around issues of language and 

ideology in education. I was keenly interested in the processes of the 'debate' in 

California over the pros and cons of bilingual education. As part ofhis presentation 

Krashen discussed his attempts to get his research heard in this debate. He lamented the 

fact that he could not get the mainstream media to listen, and made the argument to us 

that when he did get his research "out there" then right would prevail. I remember 

thinking to myself that the more interesting question was, why aren't you being heard? 

What were the mechanisms at work whereby certain groups of people tended to be heard 

and certain others did not? I now believe that one way to view this question, and its 

application to why the nurses in Massachusetts and other places are being heard, can be 

conceptualized through the idea of risk. 

Briefly put. Beck and others have been arguing that, in moving toward a post-modem 

capitalism, what is significant is not only the changes in relationships between people and 

labor, but also a new kind of psychological space that people are increasingly required to 

inhabit. This psychological space is one characterized by a continuous orientation toward 

possible futures and a constant living with uncertainty and the potential for different 

kinds of risk. Risk as a day-to-day staple in our lives surrounds us. Not only are there 

risks that can come at us out of nowhere like environmental risks, risks of terrorism as we 
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saw on 9/11/01, the risk of violence even in nice suburban schools, the risk illustrated by 

a sniper who paralyzes a good section of Maryland and Virginia. It is also difficult if not 

impossible to judge risk for we no longer trust traditional institutions of the nation-state 

to either tell us the truth about possible risks or protect us from them. These are the big 

risks that Beck and others have been theorizing about at the macro level of sociology for 

a number of years. 

If we think of risk as a salient feature in both the bilingual education debate and in 

nursing strikes around the country then I think we could come to the following 

conclusion. The perception of shared risk makes possible the coming together of 

hegemonies and counter-hegemonies; both are possible. By hegemony, I do not refer to 

good and bad, but to groups of people across institutions who tend to have access to 

managerial control of and access to economic, symbolic, and social capital. This would 

have been the case in the bilingual education debate where the imagined risk, or imagined 

future, that brought people together and severely restricted bilingual education was the 

risk of a tidal wave of foreign culture, language, weight on the welfare system, and so on, 

engulfing the American dream in California. Such was the perceived threat that even 

Spanish speakers in large numbers were recruited to the bandwagon of monolingual 

immersion in English. However, I would call this grouping hegemonic for it served to 

preser\'e pre-existing social relations of power and access to capital. The nursing 

example served to challenge the discourse of New Capitalism but struck a nerve with 

many who are experiencing the downside of a hyper-rational approach to social 

efficiency that threatens both the possibility of caring and control over work. 
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Beck and other sociologists have looked at the macro picture as I have mentioned. 

But they have not looked for risk as it is encoded in the day-to-day oral and discursive 

practices of people as they go about their work. There are, for example, many kinds of 

future-oriented thinking about risk through the oral and written discursive practices of 

nursing and biotechnology. The interesting finding of this dissertation, I believe, is that 

they are encoded in very different ways, again pointing towards the purposes of having 

both "elite" and "new basic" literacies in a capitalist work place. Or to put it another 

way, risk always presents itself in and througli the social systems of activity that it 

inhabits and we should not be surprised that it therefore presents differently. For 

educational researchers, this is an interesting finding, but there needs to further studies to 

add complexity to this finding. 

Beck (1994, 1998, 2001), Anthony Giddens (!994,1998), and many others note that 

capitalism is in a moment of "first the disembedding, and second, the re-embedding of 

industrial social forms by another modernity" (1994, p. 2). I interpret this to mean that 

in order for capitalism to continue to be vital in a globalizing world economy it must 

create the means for new social relations in all aspects of society; in work culture, family 

structure, the state, literally everything, certainly in education. My view is that literacy 

practices that students learn in order to become members of these discourse communities 

of nursing and bioteclinology are a kind of re-embedding "of industrial social forms with 

another modernity" that Beck posits theoretically. That is, students, through the learning 

of iitcracy, are in part learning a set of social relations distinctive from industrial 

modernity, from industrial work orders to paraphrase Colin Lankshear (1998). Instead 



they are learning the social relations of a new modernity, what some call "New 

Capitalism" (Gee 2001). But what Beck seems to miss is that his "re-embedding" is 

partial. This new modernity carries with it the accents and tastes of old industrial work 

orders where men are scientists, creative, objective, and in control and women are nurses 

who care but whose work needs to be controlled. New Capitalism is still inextricably 

bound to old orders of work and old orders of words. As educational researchers and 

social scientists we have to ask ourselves is New Capitalism new or is it just the latest in 

a process of re-articulation of social relations so that underlying forms of capital relations 

can survive and thrive? 

In nursing, risk is highly constrained througli the oral and discursive forms. The risk 

of "the legally inadvisable statement" or stepping over the line into "curing" are erased 

from the forms of speech and writing. Risk is a thing to be controlled at the institutional 

level through the control of work, of speech, and of documentation. I gave greatest 

attention to the work contexts, or to use a Vygotskian (1986) term, the activity systems 

with which these identities are often created, rejected, and modified through practice. In 

both nursing and biotech risk is embedded in those activity systems and becomes part of 

their character. If we think of activity systems as a kind of processual (moving through 

both time and across contexts) cultural tool, then risk is one of the ideas that shapes part 

of the tool, gives it a curve here or there instead of a straight line. In contrast to nursing, 

the idea of risk in biotechnology is itself a cultural tool, part of the toolkit that one must 

carry in order to be a research scientist. When students talk about being creative and 

independent they might as well say, "take risks." They are oriented towards a future 
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where the individual organizes and manages risk as part ofhis or her daily routine. Risk, 

then, for these students learning an elite literacy, is something that is a psychological tool 

that they use to shape both the present and the future. This is finding that Beck's macro 

oriented sociology does not take into account. 

The talk and texts of these contexts contain identifiable deictic markers that point to 

larger discourses like the ideology of caring in nursing, of a counter-hegemonic discourse 

about the control of work, of technical rationality, social efficiency, and the project 

person in "New Capitalism," of the entrepreneurial research scientist in Biotechnology. 

And here are grounds for critique, as striking nurses in my state so deeply understand. 

Do we want decisions of caring to be decided purely on a technical rational basis? Do 

any of us want to be that creative, wholly autonomous, project person, the 

biologist/scientist/entrepreneur frantically up-grading and extending their portfolio, 

running from one project to the next? These questions are relevant to Anthropology and 

Education not because they are coming to our areas of work, but because they are already 

here. These practices are becoming our practices, at departmental, institutional levels, 

and professional levels. We might want to consider whether we want them to be the 

practices and literacies that organize, or as I said earlier, set the table, for our work lives. 

Thus, the "so what" of my dissertation is that New Capitalist discourse invites us to 

envision a future of greater democracy, greater access to economic benefit, and to 

"better" thinking. These claims are not bom out by empirical study. Even those who do 

access to these things, the so-called knowledge workers of the New Economic order, 

might be said gain that access at a pricc that is perhaps too high. Certainly the last 
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moment of intense social efficiency in American education did not lead to the kind of 

reform that was promised; not in terms of quality education, or in the creation of equality 

and access to economic benefit, or in a literacy that in and of itself led to better thinking. 

It seems unlikely that it will do so this time. But more importantly, behind the 

misrecognition that underlies such claims lies the reproduction of relations that keep 

particular groups of people in the same hegemonic position that they have occupied for 

some time. That is what is so disturbing about literacy, work, and the New Economy and 

that is why intellectuals must be among those who look for spaces to critique and work 

against those hegcmonic positions. 



469 

References 

Abu-Lughod, L. (1986). Veiled Sentiments: Honor and Poetry in a Bedouin 

Society. Berkeley: Uni versity of California Press. 

Alvarez, A. & Abriam-Yago, K. (1993). Mentoring Undergraduate Ethnic-Minority 

Students; A Strategy for Retention. Journal of Nursing Education Vol 32 (5), 230-

232. 

Anderson, B. (1983). Imagined Communities. London: Verso 

Aronowitz, S. (1998). The New Corporate University. Dollars and Sense. 

March/April, 32-35. 

Bakhtin, M. M. (1981). The Dialosic Imasination. Austin TX: University of Texas 

Press. 

Bakhtin, M. M. (1986). Speech Genres and other late Essays. Austin TX: University 

of Texas Press. 

Bauman, R. & Briggs, C. L. (1990). Poetics and Performance as Critical Perspectives 

on Language and Social Life. Annual Review of Anthropology 19, 59-88. 

Bauman, R. (1996). Transformations of the Word in the Production of M exican 

Festival Drama. In M. Silverstein and G. Urban (Eds.), Natural Histories of 

Discourse, p. 301-328. Chicago: University of Chicago Press. 

Bamett, R. (1997). Higher Education: A Critical Business. Society for Research into 

Higher Education: Ohio University Press 

Basso, E. (1996). The Trickster's Scattered Self. In Charles L. Briggs (Ed.), 

Disorderly Discourse: Narrative, Conflict, and Inequality^ Oxford UK: Oxford 



470 

University Press. 

Beck, U., Giddens, A., & Lash, S. (1993). Reflexive Modernization: Politics, 

Tradition, and Aesthetics in the Modern Social Order. Stanford, CA.: Stanford 

University Press. 

Beck, U. (2000). What is Globalization? Maiden, MA: Polity Press. 

Bobbit, F. (1912). The Elimination of Waste in Education. The Elementary School 

Teacher 12, 259-71. 

Bourdieu, P. (1977a). The Economics of Linguistic Exchange. Social Science 

Information, 16(6), 645-668. 

Bourdieu, P. (1977b). Outline of a Theory of Practice. Cambridge: Cambridge 

University Press. 

Bourdieu, P. (1991). Language and Symbolic Power. Cambridge, MA: Harvard 

University Press. 

Bourdieu, P. & Passeron, J. C. (1990). Reproduction in Education, Society, and 

Culture. London: Sage Press. 

Brandt, D. (1999). Literacy Learning and Economic Change. Harvard Educational 

Review, 69{A), 373-394. 

Briggs, C (1996a). Introduction In Charles L. Briggs (Ed.), Disorderly Discourse: 

Narrative. Conflict, and Inequality. Oxford UK: Oxford University Press. 

Briggs, C. (1996b). Conflict, Language Ideologies, and Privileged Arenas of 

Discursive Authority in Warao Dispute Mediations. In Charles L. Briggs (Ed.), 

Disorderly Discourse: Narrative, Conflict, and Inequality. Oxford UK: Oxford 



471 

University Press. 

Brown, A. L. (1980). Metacognitve development and reading. In R. J. Shapiro, B. 

Bruce, & W. Brewer, (Eds.), Theoretical issues in reading comprehension. 

Hillsdale NJ: Erlbaum. 

Brown, A. L. & Palinscar, A. S. (1982). Inducing strategic learning from texts by 

Means of informed, self-control training. Topics in Learning and Learning 

Disabilities 2(1), 1-17. 

Burke, K. (1966). Language as Symbolic Action: Essays on Life, Literature, and 

Method. Berkeley: University of California Press. 

Cazden, C. (1988). Classroom Discourse^ Cainbridge MA: Harvard University Press. 

Chafe, W. L. (1980). The Deployment of Consciousness in the Production of a 

Narrative. In Chafe, W. L. (Ed.), The Pear Stories. Norwood NJ: Ablex. 

Cicourel, A. V. (1993). Aspects of Structural and Processual Theories of Knowledge. 

In M. Calhoun, C., Lipuma, E., & Postone, (Eds.), Bourdieu: Critical 

Perspectives (pp. 89-115). Cambridge, UK: Polity Press. 

Cole, M. (1996). Cultural Psychology^ Cambridge, MA: The Belknap Press of the 

Harvard University Press. 

Collins, J. (1993) Determination and Contradiction: An appreciation and Critique of 

the work of Pierre Bourdieu on Language and Education. In Calhoun, C., Lipuma, 

E., & Postone, M. (Eds.), Bourdieu: Critical Perspectives (pp. 116-138). 

Cambridge, UK: Polity Press. 

Collins, J. (2001). Selling the Market: Educational Standards, Discourse, and Social 



472 

Inequality. Critique of Anthropology Vol 21 (2), 143-163 

Committee for the Study of Nursing Education, (1923). Nursing and Nursing 

Education In the United States. New York: Macmillan. 

Courage, M. M. & Godbey, K. L. (1992). Student Retention: Policies and Services to 

Enhance Persistence to Graduation. Nurse Educator Vol 17 (2), 29-32. 

Committee for the Study of Nursing Education, (1928). Nurses, Patients, and 

Pocketbooks. New York: Macmillan. 

Craven, R. & Himle, C. (1996). Fundamentals of Nursing: Human Health and 

Functioning (2"'' ed.). Philadelphia: Lippincott-Raven 

Dolan, A. J., Fitzpatrick, M. L., & Herrman, E. K. (1983). Nursing in Society: A 

HistoricalPerspectiveXl5^^ ed.). Philadelphia: W. B. Saunders. 

Dracker, P. (1993). Post-Capitalist Society. New York; Harper. 

Duranti, A. (1996) Linguistic Anthropology. Cambridge, UK: Cambridge 

University Press. 

Eckert, P. & and McConnell-Ginet, S. (1992). Think Practically and Look Locally: 

Language and Gender as Community-Based Practice. Annual Review of 

Anthropology 21, 461-90. 

Engestrom, Y. & Miettenen, R. (1999). Introduction in Engestrom, Yrjo & 

Miettenen, Reijo (Eds.). Perspectives on Activity Theory (pp. 1-18). Cambridge, 

UK: Cambridge University Press. 

Foucault, M. (1972). The Discourse on Language. In The Archaeology of 

Language (pp. 215-237). New York: Pantheon. 



Foucault, M. (1978). The History of Sexuality Volume I: An Introduction. New York: 

Random House. 

Foucault, M. (1980). Power/Knowledge: Selected Interviews and other Writings. 

Pantheon: New York 

Gal, S. (1987). Code-switching and consciousness in the European periphery. 

American Ethnologist, 14, 637-653. 

Gee, J. P. (1986). Units in the Production of Narrative Discourse. Discourse Processes, 

9, 391-422. 

Gee, J. P. (1989) Two Styles of Narrative Construction and their Linguistic and 

Educational Implications. Discourse Processes 12, 287-307. 

Gee, J. P. (1990/1995), Social Linguistics and Literacies: Ideology in Discourses. Bristol 

PA: Taylor and Francis. 

Gee, J. P. (2000) New People, New Worlds: Networks, the new capitalism, and schools. 

In Cope, B. & Kalantzis, M. (Eds.), Multiliteracies: Literacy, Learning, and the 

Design Of Social Futures London: Routledge. p. 43-48. 

Gee, J. P., Michaels, S. and O'Connor, and Michaels, S. (1992). Discourse Analysis. In 

The Handbook on Qualitative Research in Education, p. 228-283.. Washington 

DC: American Educational Research Association. 

Gee, J. P. & Lankshear, C. (1995). The New Work Order: critical language awareness 

and 'fast Capitalism' texts. Discourse, Vol. 16:1, 5-19. 

Gee, J. P., Hull, G. & Lankshear, C. (1996). The new work order: Behind the language of 

the new capitalism. Boulder CO: Westview Press. 



474 

Gerstner, L. (1998). Public Schools Need to Go the Way of Business. USA Today, 4 

March, 13 A. 

Giroux, H. (1999). Vocationalizing Higher Education; Schooling and the Politics of 

Corporate Culture. College Literature 26 (3), 147-172. 

Goffman, E. (1974) Frame Analysis. New York: Harper and Row. 

Goffman, E. (1981) Forms of Talk. New York: Harper and Row. 

Goldstein, T. (1997). Two languages at work: Bilingual life on the production floor. 

Berlin: Mouton de Gruyter. 

Goodwin, M. J. (1990). He-said-she-said: Talk as social organization among black 

children. Blooniington: Indiana University Press 

Gordon, M. (1994). Nursing Diagnosis: Process and Application (3"^*^ Edition). St. 

Louis: Mosby. 

Gould, S. J. (1981). The Mismeasure of Man. New York: Norton. 

Gramsci, Antonio. (1971), Selections from the Prison Notebooks. New York: 

International Press. 

Grice, H. P. (1957). Meaning. Philosophical Review, 67, 377-88 

Gumperz, J. (1982). Discourse Strategies. Cambridge UK: Cambridge University Press. 

Hall, K. & Bucholtz, M. (1995). Gender Articulated: Language and the Socially 

Constructed Self. New York: Routledge. 

H alii day, M. A. K. & Hasan, R. (1985). Language, Context, and Text. Geelong: Deakin 

University Press. 

Hanks, W. (1996). Language and Communicative Processes. Boulder CO: 



475 

Westview. 

Heath, S, B. (1983j Ways With Words. Cambridge, MA; Harvard University Press. 

Heller, M. (2001). The Discourse of Rights in the Post-Nationalist Era. Paper presented 

at The 100'^ Annual Meeting of the American Anthropological Association, 

Washington, D. C. 

Hill, J. & Irvine, J. (1993) Introduction In Jane Hill and Judith Irvine (Eds.), 

Responsibility and Evidence in Oral Discourse, (pp. 1-23). New York: Cambridge 

University Press. 

Hill, J., and Zepeda. O. (1993). Mrs. Patricio's Trouble: The Distribution of 
Responsibility in an account of personal experience. In J. H. Hill and J. T. 

Irvine, (Eds.), Responsibility and Evidence in Oral Discourse (pp. 197-225). New 

York: Cambridge University Press. 

Hill, J. (1995). The Voices of Don Gabriel: Responsibility and Self in a Modern 

Mexicano Narrative. In Tedlock, B and Mannheim, D.(Eds.), The Dialogic 

Emergence of Culture. Chicago, IL: University of Chicago Press. 

Hochschild, A. R. (1983). The Managed Heart: Commercialization of Human Feeling. 

Berkeley, CA: University of California Press 

Holland, D., Lachiotte, W., Cain, C., & Skinner, D. (1998). Identity and 

Agency In Cultural Worlds. Cambridge, MA: Harvard University Press. 

Holquist, M. (1981). Introduction. In M. M. Bakhtin's The Dialogic Imagination, p. XV-

XXX111. Austin TX: University of Texas Press. 

Honan, W, (1998). The Ivory Tower Under Siege. The New York Times, 4 January, 

Section 4A, 33. 



476 

Hull, G. (1999). What's in a label? Complicating notions of the skills poor worker. 

Written Communication, 16{A), 379-411. 

Hull, G. (2000). Bridging the divides: An action research project linking after-school and 

job-training programs. Proposal Submitted to the University of California Office 

of the President, Presidential Grants in Education. 

Hull, G., Jury, M., Ziv, O., & Katz, M. (1996). Changing work, changing literacy? A 

Study of skills requirements and development in a traditional and restructured 

Workplace: Final Report. Berkeley CA: National Center for the Study of Writing 

and Literacy and the National Center for the Study of Vocational Education. 

Hull, G. & Short, K. (2001). Literacy learning out of school: A Review of Theory and 

research. Review of Educational Research, 7/(4), 575-611. 

Hymes, D (1972). Toward ethnographies of communication: the analysis of 

Communicative Events. In P. Giglioli (Ed.), Language and Social Context (pp. 

21- 43). Harmondsworth, UK: Penguin. 

Hymes, D. (1974) Foundations in Sociolinguistics: An Ethnographic Approach. 

University of Pennsylvania Press: Philadelphia. 

Katz, M. L. (1999). Discursive fault lines at work: A comparative ethnographic study of 

three workplace literacy programs serving immigrant women in the United States. 

Unpublished doctoral dissertation. University of California, Berkeley. 

Katz, M. L. (2001). Engineeering a Hotel Family: Language Ideology, Discourse, and 

Workplace Culture. Linguistics and Education 12(3), 309-343. 

Keane. Mary (1993). Preferred Learning Styles and Study Strategies in a Linguistically 



Diverse Baccalaureate Nursing Student Population. Journal of Nursing 

Education 32 (5), 214-232. 

Kelly, L. Y. (1985). Dimensions of Nursing (5*^ edition). Macmillan: New York 

Kroskrity, P. (1993). Language, history, and Identity: Ethnolinguistic Studies of the 

Arizona Tewa. Tucson: University of Arizona Press 

Labov, W. (1972). Language in the Inner City: Studies in Black English Vernacular. 

Philadelphia: University of Pennsylvania Press. 

Labov, William & Wallets, J. (1968). Narrative Analysis. In Labov, W Ed.) A study of 

the Non Standard English of Negro and Puerto Rican speakers in New York City 

(pp. 286-338). New York: Columbia University Press. 

Lankshear, C. & Gee, J. P. (1997). Language and the New Capitalism. Paper presented at 

AERA annual meeting. Chicago, 111. 

Lankshear, C. (1998). Meanings of Literacy in Contemporary Educational Reform 

Proposals. Educational Theory 48 (3), 351-372. 

Lave, J. & Wenger E. (1990). Situated Cognition. Cambridge MA: Harvard University 

Press 

Leander, R. (1993). Fast Food, fast talk: Service work and the reutilization of everyday 

Life. Berkeley, CA: University of California Press. 

Lemke, J. (1991). Talking Science: Language. Learning, and Values. Norwood NJ: 

Ablex Press. 

Lenten, A. N, (1978). Activity, Consciousness, and Personality. Englewood Cliffs: 

Prentice-Hall. 



478 

Leont'ev, A. N. (1981). Problems of the Development of Mind. Moscow: Progress 

Linde, Charlotte (1993). Life Stories: The Creation of Coherence. New York: 

Oxford University Press. 

Lipka, J. Mohatt, G and the Ciulestet Group (1998). Transforming the Culture of Schools. 

Mahwah, NJ: Lawrence Erlbaum. 

Maslow, Abraham (1971). The Farther Reaches of Human Nature. New York: Viking. 

Marx, K. & Engels F. (1989). The German Ideology. New York: International Publishers 

Mehan, H. (1979). Learning Lessons: The Social Organization of Classroom 

Behavior. Cambridge MA: Cambridge University Press. 

Mehan, H. (1982). The Structure of Classroom Events and their consequences for 

Student performance. In P.Gilmore and A. A. Glatthom (Eds.) Children 

In and out of school: Ethnography and Education (pp. 59-87). Palo Alto: Center 

for Applied Linguistics. 

Mehan, H, (1996). The Construction of an LD Student: A Case Study in the Politics of 

Representation. In M. Silverstein and G. Urban (eds.) Natural Histories of 

Discourse (pp. 253-276). Chicago: University of Chicago Press. 

Mehan, H. (1997). The Discourse of the Illegal Immigration Debate. Discourse and 

Society 8 (2), 249-270. 

Memmer, M. K. (1991). Retention of Engiish-as-a-Second-Language (ESL) Students: 

Approaches Used by California's 21 Generic Baccalaureate Nursing Programs. 

Journal of Nursing Education 30 (9), 389-396. 

Mertz, E. (1996). Consent and Dissent in U.S. Legal Opinions: Narrative Structure and 



479 

Social Voice. In Charles L. Briggs (ed.) Disorderly Discourse: Narrative, 

Conflict, and Inequality. Oxford UK: Oxford University Press, pp. 135-157. 

Michaels, S. (1981). "Sharing Time"; Children's Narrative Styles and differential access 

To literacy. Language Socialization 10:423-442. 

Mitchell, P. R. & Grippando, G. M. (1993). Nursing Perspectives and Issues (5'*^ edition). 

New York: Macmillan 

Moll, L. Through the mediation of others; Vygotskian Research on Teaching. 

th Forthcoming in V. Richardson (Ed.), Handbook of research on teaching, 4 

edition. Washington, DC; American Educational Research Association. 

Nightengale, F. N. (1859). Notes on Nursing: What it is and what it is not. 

Philadelphia, PA.; J. B. Lippincott; 

O'Barr, W'illiam M. & John M. Conley (1996). Ideological Dissonance in the American 

Legal System. . In Charles L. Briggs (ed.) Disorderly Discourse: Narrative, 

Conflict, and Inequality. Oxford UK; Oxford University Press, p. 114-134. 

Ochs, Elinor & Capps, L (1996) Narrating the Self. Annual Review of Anthropology 25, 

19-43. 

Ogbu, J. & Simmons, H. D.(1998). Voluntary and Involuntary Minorities; A Cultural-

Ecological Theory of School Performance and Some Implications for Education. 

Anthropology and Education Quarterly (29)2, 155-188. 

Ong, W. (1982). Orality and Literacy. London: Methuen. 

Peirce, C. S. (1958). Collected Works. Cambridge MA: Harvard University Press. 

Polanyi, Li via (1989). Telling the American Story. Norwood, NJ; 



480 

Ablex Publishers Inc. 

Potter, P. A & Perry, A. G. (1999). Basic Nursing: A Critical Thinking Approach 

(fourth Edition). Boston; Mosby. 

Philips, S. U. (1983). The Invisible Culture. New York: Longman. 

Philips, S. U. (1998). Ideology in the Language of Judges: How Judges Practice Law, 

Politics, and Courtroom Control. Oxford University Press: New York 

Portes, A. & Runibaut, R. (1996) Immigrant America: A Portrcdt. Berkeley: University of 

California Press. 

Resnick, L. B. & Resnick, (1987). Education and Learning to Think. Washington DC: 

National Academy Press. 

Resnick, L. B. & Wirt, J. G. (1996). The Changing Workplace: New Challenges in 

Resnick and Wirt (eds.) Linking School and Work. San Francisco: Jossey Bass, 

P-

1-22. 

Rifkin, J. (1995). The End of Work. New York: Putnam 

Ross, E. A. (1901). Social Control: A survey of the foundations of order. New York: 

Macmillan. 

Sacks, H., Schegloff, E. & Jefferson, G. (1974). A simplest systematics for the 

Organization of Turn-taking in conversation. Language, 50: 696-735. 

Schieffelin, Bambi B., Kathryn A.Woolard, and Paul V. Kroskrity (1998) Language 

Ideologies: Practice and Theory. New York: Oxford University Press. 

Schifferin, D. (1994). Approaches to Discourse. Cambridge MA: Blackwell. 



481 

Schneider, Ahson (1998). More Professors are Working Part Time, and More Teach at 
2-Year Colleges. The Chronicle of Higher Education, 13 March:A14-A16 

Searles, J. (1969). Speech Acts. Cambridge: Cambridge University Press. 

Shuman, Amy (1986). Storytelling Rights. New York: Cambridge 

University Press. 

. (1993). Get outta My Face in Jane H. Hill and Judith T. Irvine, (eds.), 

Responsibility and evidence in oral discourse, p. 135-160. New York: 

Cambridge University Press. 

Silverstein, M. (1979). Language Structure and Linguistic Ideology. In The Elements: A 

Parasession on Linguistic Units and levels, ed. Paul R. Clyne, William F. Hanks, 

and Carol L. Hofbauer, p. 193-247. Cliicago: Chicago Linguistic Society. 

Silverstein, M. (1981). The Limits of Awareness. Working Papers on Sociolinguistics 84. 

Austin, TX: Southwest Educational Development Laboratory. 

Silverstein, M. (1994). Whorfianism and the Linguistic Imagination ofNationality. In 
Regimes of Language: The Discursive Construction of Authority, Identity, and 

Power, Paul Kroskrity (ed.). Cambridge: Cambridge University Press. 

Silverstein, M. (1996). The Sccret Life of Texts. In Michael Silverstein and Greg Urban 

(eds.) Natural Histories of Discourse, p. 81-105. Chicago: LTniversity of 

Chicago Press. 

Silverstein, M. (1998). The Uses and Utility of Ideology: A Commentary. In (ed.) Bambi 

B. Schieffelin, Kathryn A.Woolard, and Paul V. Kroskrity Language Ideologies: 

Practice and Theory, p. 123-145. New York; Oxford University Press. 

Silverstein, M. (2001). Ethnolinguistic Identity 1AI1\ The Political Economy of 



482 

Recognition in the Age of Global Communication. Paper presented 

at The lOO"^ Annual Meeting of the American Anthropological Association, 

Washington, D. C., November, 29'^ 

Snedden, D. (1921). Sociological determination of objectives in education. Philadelphia: 

J. B. Lippincott. 

Springhouse Corporation (1999). Mastering Documentation. Springhouse, 

Pennsylvania: Springhouse Corporation. 

Street, B. V. (1993). Cross-cultural Approaches to Literacy. New York: Cambridge 

University Press. 

. (1995). Social Literacies: Critical Approaches to Literacy in Development, 
Ethnography and Education. New York: Longman 

Taylor, F. W. (1911). The principles of scientific management. New York: Harper & 

Brothers. 

Thomdike, E. L. (1901). Notes on child study. New York: Macmillan 

Thomdike, E. L. (1924). Mental discipline in high school studies. The Journal of 

Educational Psychology 15: 1-22, 83-98. 

United States Department of Labor (1990). The Secretary- 's Commission for Achieving 

Necessary Skills (SCANS Report). Washington DC: Department of Labor. 

United States Department of Labor (1983). Workplace 2000. Washington DC: 

Department of Labor 

Van Dijk, T. (1985). introduction: Discourse Analysis as a New Cross-Discipline. In Van 

Dijk, T. (ed.) Handbook of Discourse Analysis. Volume 1: Disciplines of 

Discourse. London: Academic Press. 



483 

Varenne, H. & McDermott, R (1998) Successful Failure: The School America Builds. 

Boulder, CO.: Westview 

Volosinov, V. N. (1929/1986). Marxism and the Philosophy of Language. L. Matejka and 

Titunik (eds.). Cambridge, MA: Harvard University Press. 

Vygotsky, L. S. (1987) The Collected Work of L. S. Vygotsky, Volume 1: Problems of 

General Psychology. Robert W. Rieber and Aaron S. Carton (eds.). New York. 

Plenum Press. 

Vygotsky, L. S. (1997). The History of the Development of Higher Mental Functions. In 

The Collected Works ofL. S. Vygotsky, Vol. 4. Robert W. Rieber and Aaron S. 

Carton (eds.). New York: Plenum Press. 

Wertsch, J. (1998). Mind as Action. New York: Oxford University Press. 

Willis, P. (2000). The Ethnographic Imagination. Maiden, MA: Polity 

Williams, R. (1977). Marxism and Literature. Oxford: Oxford University Press. 

Wodak, R. (1997). Gender and Discourse. London: Sage. 

Woolard, K. (1979). Double talk: Bilingualism and the Politics of Ethnicity in Catalonia: 

Stanford: Stanford University Press. 

Woolard, K. (1989a). Double Talk: Bilingualism and the Politics of Ethnicity in 

Catalonia. Stanford: Stanford University Press. 

Woolard, K. (1989b). Sentences in the language Prison: The Rhetorical Structuring of an 

American Language Debate. American Ethnologist, 16 (2): 268-78. 

Woolard, K. (1998). Introduction: language Ideology as a Field of Inquiry. In (ed.) Bambi 

B. Schieffelin. Kathryn A.Woolard, and Paul V. Kroskrity Language Ideologies: 



Practice and Theory, p. 3-47. New York: Oxford University Press. 


