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You have just finished typing the fieldnotes from your final observation of the
study and you proceed to file them. There, facing you, is all the material you

have diligently collected. An empty feeling comes over you as you ask, “Now
what do | do?”

(Robert C. Bogdan and Sari Knopp Biklen,
Qualitative Research for Education: An Introduction
to Theories and Methods, 2007, pp. 172-3)

| code, therefore | am.

(Anonymous, written on a seminar room chalkboard)

An Introduction to Codes and Coding

Any rescarcher who wishes to become proficient at doing qualitative analysis must
learn to code well and easily. The excellence of the research rests in large part on
the excellence of the coding,

(Anselm L. Strauss, Qualitative Analysis for Social Scientists, 1987, p. 27)

Purposes of the Manual

The three primary purposes of The Coding Manual for Qualitative Researchers

are:

e to briefly discuss the functions of codes, coding, and analytic memo writ-
ing during the qualitative data collection and analytic processes

e to profile a selected yet diverse repertoire of coding methods generally
applied in qualitative data analysis, and

e to provide readers sources, descriptions, examples, recommended applica-
tions, and exercises for coding and further analyzing qualitative data.

This manual does not address such matters as qualitative research design or how
to conduct interviews or participant observation fieldwork. These topics are
already masterfully discussed in other textbooks. The Coding Manual for
Qualitative Researchers is intended as a reference to supplement those existing
works. This manual focuses exclusively on codes and coding and how they play
a role in the qualitative data analytic process. For newcomers to qualitative
inquiry it presents a repertoire of coding methods in broad brushstrokes.
Additional information and extended discussion of the methods can be found
in most of the cited sources. Grounded theory (discussed in Chapter Two), for
example, is elegantly profiled, streamlined, and re-envisioned in Kathy
Charmaz’s (2006) Constructing Grounded Theory: A Practical Guide througl
Qualitative Analysis; while Graham R. Gibbs’ (2007) Analyzing Qualitative Data

provides an elegant survey of basic analytic processes.
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The Coding Manual does not maintain allegiance to any one specific
research genre or methodology. Throughout this book you'll read a breadth
of perspectives on codes and coding, sometimes purposely juxtaposed to
illustrate and-highlight the diverse opinions among scholars in the field. No
one, including myself, can claim final authority on the “best” way to code
qualitative data. In fact, there are a few instances where I take moderate lib-
erty with adapting and even renaming prescribed coding methods for clarity
or flexibility’s sake. This is not intended to standardize terminology within
the field, but simply to employ consistency throughout this particular man-
ual. My perspective acknowledges and promotes the pragmatist paradigm
(Patton, 2002), which chooses “the right tool for the right job” since all
research questions, methodologies, conceptual frameworks, and fieldwork
parameters are context-specific.

I also wrote this manual because [ find it problematic (but not difficult) to
teach coding in my own qualitative research methods course. I provide students
with an array of readings about the process from multiple sources because |
have yet to find that single satisfactory book (to me) that focuses exclusively
on the topic. General introductory texts in qualitative inquiry are so numerous
and well-written that it becomes difficult not to find the best one to use, but
which one of such quality works to select as the primary textbook. This man-
ual supplements introductory works in the subject because most limit their dis—
cussions about coding to the writers prescribed, preferred, or signature
methods. I wanted to provide in a single resource a selected collection of var-
ious coding methods developed by other researchers (and myself) that provides
students and colleagues a handy reference for classroom exercises and assign-
ments, and for their own independent research for thesis and dissertation field-
work and future qualitative studies. But by no means is it an exhaustive
resource. [ deliberately exclude such discipline-specific methods as Behavior
Coding (which notes problematic respondent and interviewer behaviors dur-
ing survey interviews [Singleton & Straits, 2002, p. 65]) and such signature
methods as the Davis Observation Code system (for medical interviews [Zoppi
& Epstein, 2002, p. 375]). If you need additional information and explanation
about the coding methods, check the References.

The Coding Manual is intended primarily as a reference work. It is not nec-
essarily meant to be read cover-to-cover, but it certainly can be if you wish to
acquaint yourself with all 29 coding methods profiles and their analytic possi-
biliies. There are, in fact, several principles related to coding matters not dis-
cussed in the first two chapters that are unique to some of the profiles. If you
choose to review all the contents, read selected sections at a time, not all of them
in one sitting, otherwise it can overwhelm you. If you're scanning the manual to
see which coding method(s) might be appropriate for your particular study,

p
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read the profiles’ Description and Applications sections to s if ?H.n:mw reading
of the profile is merited. It’s doubtful you'll use every coding method included
in this manual for your particular research endeavors throughout your nu.nwﬁ.,
but they are available here on an “as needed” basis for your unique projects.
Like an academic curriculum, the sequential order of the profiles has been
carefully considered. They don't necessarily progress in a linear manner from

7 SteT 5 : undamental to the
simple to complex, but are clustered generally from the fundam

intermediate to the advanced.

What is a Code?

A code in qualitative inquiry is most often a word or short phrase nrﬁ.mf._._@oywnm__%
assigns a summative, salient, essence-capturing, and/or m<03§wa mﬁ_u.__u::w
for a portion of language-based or visual data. The nFS can consist Om::m.n-
view transcripts, participant observation field notes, journals, documents, lit-
erature, artifacts, photographs, video, websites, e-mail nonnmm_uwsmm:nﬂ and
so on. The portion of data to be coded during First Cycle coding processes
can range in magnitude from a single word to a full sentence to an m:.m_:w
page of text to a stream of moving images. In m..u,no:a Cycle coding
processes, the portions coded can be the exact same units, longer passages of
text, and even a reconfiguration of the codes themselves developed thus far.
Just .mm a title represents and captures a book or film or poem’s ?:WEQ. con-
tent and essence, so does a code represent and capture a datum’s primary

content and essence.

Coding examples . . . .
An example of a coded datum, as it is presented in this manual, looks like this

when taken from a set of field notes about an inner city neighborhood. The
one-word capitalized code in the right column is called a Descriptive Code,

which summarizes the primary topic of the excerpt:

1 | notice that the grand majority of homes have chain 1 SECURITY
link fences in front of them. There are many dogs

(mostly German shepherds) with signs on fences that

say “Beware of the Dog.”

Here is an example of several codes applied to data from an interview tran-
script in which a high school senior describes his m_<o:ﬁw teacher. The codes
are based on what outcomes the student receives from his mentor. Note wrwﬁ
one of the codes is taken directly from what the participant himself says and is
placed in quotation marks — this is called an InVivo Code:



1 He cares about me. He has never 1 SENSE OF SELF-WORTH
told me but he does. ? He's always 2 STABILITY

been there for me, even when my parents

were not. He's one of the few things that

| hold as & constant in my life. So it’s nice.

3| really feel comfortable around him. 3 “COMFORTABLE"

Did you agree with the codes? Did other words or phrases run through your
mind as you read the data? It all right if your choices differed from mine.
Coding is not a precise science; it’s primarily an interpretive act.

Also be aware that a code can sometimes summarize or condense data, not sim-
ply reduce it. The introductory examples above were kept purposely simple and
direct. But depending on the researcher’s academic discipline, ontological and
epistemological orientations, theoretical and conceptual frameworks, and even
the choice of coding method itself, some codes can attribute more evocative
meanings to data. In the excerpt below, a mother describes her teenage son’s
troubled school years. The codes emerge from the perspective of middle- and
junior high school years as a difficult period for most youth. They are not spe-
cific types of codes; they are “first impression” phrases derived from an open-
ended process called Initial Coding:

1 My son, Barry, went through a really 1 MIDDLE-SCHOOL HELL
tough time about, probably started the end

of fifth grade and went into sixth grade.

2 When he was growing up young in 2 TEACHER'S PET
school he was a people-pleaser and

his teachers loved him to death.

3 Two boys in particular that he chose to 3 BAD INFLUENCES
try to emulate, wouldn't, were not very
good for him. ¢ They were very critical of * TWEEN ANGST

him, they put him down all the time,

and he kind of just took that and really

kind of internalized it, | think, for a

Jong time. ® In that time period, in the 5 THE LOST BOY
fifth grade, early sixth grade, they really

just kind of shunned him all together, and

so his network as he knew it was gone.

Note that when we reflect on a passage of data to decipher its core mean-
ing, we are decoding; when we determine its appropriate code and label it, we
are encoding, For ease of reference throughout this manual, coding will be the
sole term used. Simply understand that coding is the transitional process
between data collection and more extensive data analysis.

Coding for patterns

In the examples presented thus far, each unit of data was assigned its own
unique code. This is due primarily to the short length of the excerpts. In larger
and complete data sets, you will find that several to many of the same codes
will be used repeatedly throughout. This is both natural and deliberate — nat-
ural because there are mostly repetitive patterns of action and consistencies in
human affairs, and deliberate because one of the coder’s primary goals is to find
these repetitive patterns of action and consistencies in human affairs as docu-
mented in the data. In the example below, note how the same Process Code (a
word or phrase which captures action) 1s used twice during this small unit of

elementary school classroom activity:

1 Mrs. Jackson rises from her desk and 1 LINING UP FOR LUNCH
announces,“OK, you guys, let’s get lined

up for lunch. Row One.” Five children

seated in the first row of desks rise and

walk to the classroom doar. Some of the

seated children talk to each other.

2 Mrs. Jackson looks at them and says, 2 MANAGING BEHAVIOR
“No talking, save it for the cafeteria.

3 Row Two.” Five children seated in the 3 LINING UP FOR LUNCH
second row of desks rise and walk

to the children already standing in line.

Another way the above passage could be coded is to acknowledge that MAN-
AGING BEHAVIOR is not a separate action or an interruption of the rou-
tine that disrupts the flow of LINING UP FOR LUNCH, but to interpret that
MANAGING BEHAVIOR is an embedded or interconnected part of the
larger social scheme that composes LINING UP FOR LUNCH.The coding
might appear thusly, using a method called Simultaneous Coding (which
applies two or more codes within a single datum):

1 Mrs. Jackson rises from her desk and L LINING UP FOR LUNCH
announces,“OK, you guys, let's get lined
up for lunch. Row One." Five children

seated in the first row of desks rise and
walk to the classroom door. Some of the

seated children talk to each other.

1 Mrs. Jackson looks at them and says, a MANAGING
“No talking, save it for the cafeteria. & BEHAVIOR
1 Row Two." Five children seated in the second

row of desks rise and walk to the children
already standing in line. Y

Take note of some important caveats when it comes to understanding pat-
terns and regularity: idiosyncrasy is a pattern (Saldafia, 2003, pp. 118-22) and
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there can be patterned variation in data (Agar, 1996, p. 10). Sometimes we
code and categorize data by what participants talk about. They may all share
with you their personal perceptions of school experiences, for example, byt
their individual value, attitude, and belief systems about education may vary
greatly from being bored and disengaged to being enthusiastic and intrinsi-
cally motivated. When you search for patterns in coded data to categorize
them, understand that sometimes you may group things together not just
because they are exactly alike or very much alike, but because they might also
have something in common — even if, paradoxically, that commonality con-
sists of differences.

For example, each one of us may have a strong opinion about who should
be leading our country. The fact that we cach have an individual opinion
about that issue is what we have in common. As for whom we each believe
should be leading the country, that’s where the differences and variations occur,
Acknowledge that a confounding property of category construction in quali-
tative inquiry is that data within them cannot always be precisely and discretely
bounded; they are within “fuzzy™ boundaries at best (Tesch, 1990, pp. 135-8),
That’s why a method called Simultaneous Coding is an option we have, when
needed. Finally, Hatch (2002) offers that you think of patterns not just as sta-
ble regularities but as varying forms. A pattern can be characterized by:

° similarity (things happen the same way)

difference (they happen in predictably different ways)

frequency (they happen often or seldom)

sequence (they happen in a certain order)

correspondence (they happen in relation to other activities or events)
causation (one appears to cause another) (p. 155)

Coding filters

The act of coding requires that you wear your researcher’s analytic lens. But
how you perceive and interpret what is happening in the data depends on
what type of filter covers that lens. For example, consider the following state-
ment from an older male: “There’ just no place in this country for illegal
immigrants. Round them up and send those criminals back to where they
came from.” One researcher, a grounded theorist using In Vivo Coding to

keep the data rooted in the participant’s own language, might code the datum
this way:

! There's just no place in this country for illegal
immigrants. Round them up and send those
criminals back to where they came from.

* “NO PLACE”

G
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i ipti ing to
d researcher, an urban ethnographer employing Descriptive Coding
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" d categorize the breadth of opinions stated by mulaple partici
anad CAlos

e same datum this way:
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i st ¢ i ing to cap-
hird researcher, a critical race theorist employing Values Coding to cap
e , 1 i his way:
i d label subjective perspectives, may code the exact same datum this way
gure and label s

1 There's just no place in this country for illegal 1 XENOPHOBIA

immigrants. Round them up and send those
criminals back to where they came from.

llection of coding methods in this manual is a H,mwmwﬁo:w of possible

e ..aQ. and apply to your approaches to qualitative inquiry. But even
o i ur level of personal involvement as a participant observer — as a
vnm.uﬂm _“_ﬁwr %M(d or complete member during fieldwork — filters how you per-
m.o,:ﬁrﬁm - :_“.u:n_ thus code your data (Adler & Adler, 1987).So do the n,ﬁunm
o awnﬂ_do . ask and the types of responses you receive during interviews
o n._ﬁnmdmmw.%ms_umz & Rubin, 1995), the detail and structuring of your field
MMMMMM.mEma,oP Fretz, & Shaw, 1995), the gender and race/ Qr:mn@ of WMMH. ?:M
ticipants — and yourself (Behar & Gordon, 1 oc,mw Stanfield & Un:_m_ 1 vu, n,v_mwm
whether you collect data from adults or children (Greene & Hogan, 2005;

i ¢ issette, 1999}. ‘ ,
Nsmm_w_,.w:ﬂww“wu wsnmm_:o_.wm analysis and interpretation — ocn_mﬂ_&; m:&_wzmwnm
will reflect the constructs, concepts, language, models, and theories nrwﬂ m_Hs“ e
the study in the first place” (p. 48). And it is not only %O_.z.,u@vnomw S_Hwo q__nw_
tive inquiry (e.g., case study, ethnographic, wrn:w:unzo_omamc .»M. on - w o.n_l,
epistemological, and methodological issues that _.mm:n:nm m_,:m .womwwwom: e
ing decisions (Creswell, 2007; Mason, 2002). m%m_% deww 2 ﬂ, b
revealing narrative about coding dilemmas for a n_w__n_:ws s _,:Q.mn_% st q.n -
that “All coding is a judgment call” since we bring “our chmn:S:n.Hmwmevw
sonalities, our predispositions, [and] our quirks” to the process (pp. 482-3).

Coding as a heuristic ) ; 4
The majority of qualitative researchers will code their data both during an

1 ing i i 1 s erman,
after collection as an analytic tactic, for coding is analysis (Miles & I:_ﬂ e
& ing 2 is a
1994, p. 56). Differing perspectives, however, attest that “Coding and N_ﬁgw Vs e
s - = L= 4 . . ) N 0 & ; .
not synonymous, though coding is a crucial aspect of analysis” (Basit, 2003, p
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Coding is a heuristic (from the Greek, meaning “to discover”) — an exploratg,
problem-solving technique without specific formulas to follow. Coding i OEQ
the initial step toward an even more rigorous and evocative analysis and __Enn?m%
tation for a report. Coding is not just labeling, it is linking: It leads you from, E-
data to the idea, and from the idea to all the data pertaining to that __amam
(Richards & Morse, 2007, p. 137).

And, coding is a cyclical act. Rarely is the first cycle of coding data perfect]
attempted. The second cycle (and possibly the third and fourth, and so on) oﬂ.
recoding further manages, filters, highlights, and focuses the salient features of
the qualitative data record for generating categories, themes, and concepts
grasping meaning, and/or building theory. Coffey & Atkinson (1996) ?ovomm
that “coding is usually a mixture of data [summation] and data complication .
breaking the data apart in analytically relevant ways in order to lead toward mE.“
ther questions about the data” (pp. 29-31).

Dey (1999) posits, though his original intent was to be critical, “With cae.
gories we impute meanings, with coding we compute them” (p. 95). To some
code is a dirty “four-letter word.” A few research methodologists perceive a noam
as mere shorthand or an abbreviation for the more important category yet to

“be discovered. Unfortunately, some use the terms code and category interchange-
ably and even in combination when they are, in fact, two separate components
of data analysis. I advocate that qualitative codes are essence-capturing and
essential elements of the research story that, when clustered together accord-
ing to similarity and regularity — a pattern — they actively facilitate the devel-
opment of categories and thus analysis of their connections. Ultimately, T like
one of Charmaz’s (2006) metaphors for the process when she states that cod-
ing “generates the bones of your analysis. ... [[]ntegration will assemble those
bones into a working skeleton” (p. 45).

Codifying and Categorizing

To codify is to arrange things in a systematic order, to make something part of
a system or classification, to categorize. When codes are applied and reapplied
to qualitative data, you are codifying — a process that permits data to be “segre-
gated, grouped, regrouped and relinked in order to consolidate meaning and
explanation” (Grbich, 2007, p. 21). Bernard (2006) succinctly states that analy-
sis “is the search for patterns in data and for ideas that help explain why those
patterns are there in the first place” (p. 452). Coding is thus a method that
enables you to organize and group similarly coded data into categories or “‘fam-
ilies” because they share some characteristic — the beginning of a pattern (see
the examples in Pattern Coding and Focused Coding in Chapter Four).You use

easONing plus your tacit and intuitive senses to determine which

ification T o ; ;
classi » and “feel alike” when grouping them together (Lincoln &

data “look alike
Guba, 1985, - 3%7):

s to categories ,
mple, N Harry, Sturges, & Klingner's (2005) ethnographic study of the
For exa ’

resentation of minorities in special education programs, data initially
room MATERIALS, COMPUTERS, and TEXTBOOKS were
e major heading, Resources. As their study continued,
abeled Teacher Skills with the subcategories

From code

overrep
coded as class
Sﬁnoaumm_ under th

another major category emerged ]
I tructional Skills and Management Skills. The codes subsumed under these
s

beategories — Part of the overall hierarchical “coding scheme” (Lewins &
su
Silver, 2007) — were:

Category: Teacher Skills
Subcategory 1: Instructional Skills

Code: PEDAGOGICAL
Code: SOCIO-EMOTIONAL
Code: STYLE/PERSONAL EXPRESSION
Code; TECHNICAL
Subcategory 2: Management Skills
Code: BEHAVIORIST TECHNIQUES
Code: GROUP MANAGEMENT
Code: SOCIO-EMOTIONAL
Code; STYLE {(overlaps with instructional style)
Code: UNWRITTEN CURRICULUM

As another example, in Basit’s (2003) study of the aspirations of teenage British
Muslim girls, analysis of interview data with the girls, their parents, and their
teachers brought forth 23 major categories that clustered under six major themes.
One major theme was IDENTITY, and its related categories were Ethnicity,
Language, and Religion. Under the theme CAREER ASPIRATIONS, the
categories were Career Choices, Unrealistic Aspirations, and Career Advice.

Rubin & Rubin (1995) recommend that you refine the contents of each
category (working within) from your data before you start comparing them
with each other (working across) (pp. 241, 251). Maykut & Morehouse (1994)
refine each category by developing a rule for inclusion in the form of a propo-
sitional statement, coupled with sample data. For example, if an emergent cat-
egory in a case study is labeled Physical Health, its rule for inclusion as a
propositional statement might read:

Physical Health: The participant shares matters related to physical health such as
H.._m::mmm. medication, pain, etc.: “I'm on 25 milligrams of amitriptyline each night”;
| hate going to the gym."
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Emergent categories might also evolve as conceptual processes rathe ; ;
= E than w_ém_nme from a game, accompanied with a verbal statement such as, “You

~scriptive topics such as: : s . :
descriptive top1cs can't play with us.” Hence, a third major category emerged: Physical and
Ean:.zﬁ. Participants perceive unfair treatment directed toward themselves and ¢m_._um_ Oﬁﬁnmmm_os,,

cavoritism directed toward others: “I've been working here for over 25 years and As the study continued, more data were collected through other methods,

some newcomers are making higher salaries than me.” and gender differences in children’s perceptions and enactment of oppression
E . ) became strikingly m_uwa.n_:.lho participants, oppression was not about the body
The categories propositional statements are then compared with each other tq od voice; it was about “force” and “felings.” The three ciiitial catagoTies Were
discern possible relationships to create an outconte proposition based on thei; eventually reduced to two, and renamed based on what seemed to resonate
combination. with mﬁaﬁ-wa& observations. The new categories and a few sample codes
and rearranged subcodes included:
Recoding and recategorizing
Rarely will anyone get coding right the first time. Qualitative inquiry demands Category: Oppression through Physical Force (primarily but not exclusively by
meticulous attention to language and deep reflection on the emergent patterns boys) Code: FIGHTING
and meanings of human experience. Recoding can occur with a more attuned " subcode: SCRATCHING
perspective using First Cycle methods again, while Second Cycle methods Subcode: PUSHING

describe those processes that might be employed during the second (and third Subcode: PUNCHING
Category: Oppression through Hurting Others’ Feelings (primarily but not exclu-

and possibly fourth ...) review of data. : :
- sively by girls)

As you code and recode, expect — or rather, strive for — your codes and cat- Code: PUTTING DOWN
egories to become more refined. Some of your First Cycle codes may be later Subcode: NAME-CALLING
subsumed by other codes, relabeled, or dropped all together. As you progress Subcode: TEASING
toward Second Cycle coding, there may be some rearrangement and reclassi- Suboodet TRASH TALKING
fication of coded data into different and even new categories, Abbott (2004)
cleverly likens the process to “decorating a Toom; you try it, step back, move a
few things, step back again, try a serious reorganization, and so on” (p. 215).

For example, I observed and interviewed fourth and fifth grade children to
learn the ways they hurt and oppress each other (Saldafia, 2005b). This was

See the Domain and Taxonomic Coding profile in Chapter Three for an extended
discussion of this case, and the Initial and Focused Coding examples in Chapters
Three and Four respectively to see how a series of codes gets categorized.

preparatory fieldwork before an action research project that attempted to From codes and categories to theory

empower children with strategies, learned through improvised dramatic simu- 3 Some categories may contain clusters of coded data that merit further refinement
lations and role-playing, for dealing with bullying in the school environment into subcategories. And when the major categories are compared with each other
[ initially categorized their responses into Physical and Verbal forms of and consolidated in various ways, you begin to transcend the “reality” of your data
oppression. Some of the codes that fell under these categories were: - and progress toward the thematic, conceptual, and theoretical. As a very basic

process, codifying usually follows an ideal and streamlined scheme as illustrated in

Category: Physical Oppression Fi 1 i :
gure 1.1. Keep in mind that the actual act of reaching theory is much more com-

Code: PUSHING

oode: FIGHTING - m_ax and messy than illustrated. Richards & Morse (2007) clarify that “categorizing
Code: SCRATCHING. L3 roé we get ‘up’ from the diversity of data to the shapes of the data, the sorts orm

Category: Verbal Oppression things represented. C :
. Concepts are how we get up to more general, higher-level, and

Code: NAME-CALLING
Code: THREATENING
Code: LAUGHING AT

HMM MW“NMMW%HQQ%, (p. 157). Our ability to show how these themes and con-
5 ally interrelate lead ﬁoé.m& the development of theory (Corbin &
- : e 55), though Layder (1998) contends that pre-established sociolog-
As coding continued, I observed that a few oppressions were a combinatio ical theories can inform, if not drive, the initial coding process itself. The d m_
both physical and verbal actions. For example, a child can EXCLUDE othets opment of an original theory is _._oﬁ, always a :mmmmmmwﬁocﬂnwm:w_”n@ acmm:ﬁ”“«m

1o
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> General
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FIGURE 1.1 A streamlined codes-to-theory model for qualitative inquiry

inquiry, but acknowledge that preexisting theories drive the entire research
enterprise, whether you are aware of them or not (Mason, 2002).

In the example above of children’s forms of oppression, there were two
major categories that emerged from the study: Oppression through

Physical Force, and Oppression through Hurting Others’ Feelings. So, -
what major themes or concepts can be developed from these categories? An -

obvious theme we noticed was that, in later childhood, peer oppression is gen-
dered. One higher-level concept we constructed — an attempt to progress from

the real to the abstract — was child stigma, based on the observation that chil-

dren frequently label those who are perceived different in various ways
“weird,” and thus resort to oppressive actions (Goffman, 1963). We could not,

in confidence, formulate a formal theory from this study due to the limited.

amount of fieldwork time in the classrooms. But a key assertion (Erickson,
1986) we did develop and put forth, based on the contexts of this study, was:

To artist and activist Augusto Boal, adult participation in theatre for social
change is “rehearsal for the revolution.” With ages 9-11 children, however,
their participation in theatre for social change seems more like an “audition”
for preadolescent social interaction. The key assertion of this study is:
Theatre for social change overtly reveals the interpersonal social systems and
power hierarchies within an elementary school classroom microculture,

e original dramatic simulations children n:m..ma authentically reflect
es and stigmas. It diagnostically shows which children are leaders,

resisters, and targets; who is influential and who is ignored; which
followers, continue to assert dominance in later grade levels; and which
nﬂ_"%m” ::.__ww succumb to those with more authority in later grade levels.
cnl

(adapted from Saldana, 2005b, p. 131)

pecause th
their status

! i i cory, attempts to progress from the particular t
This key assertion. like a theory, 4 p prog 2 o

h eral by inferring transfer — that what was observed in just six elemen-
the NWH_.

assrooms at one particular site may also be observed in compa-
tary school classt P

rable elementary o =
ses from the particular to the general by predicting patterns of what may

1d what may happen in similar present and future contexts.

school classrooms in other locations. This assertion also

—u-.ow_nnm
be observed ar

The differences petween codes and themes

Several qualitative research texts recommend that you initially “code for

themes.” That, to 1
theme is an oufconie of coding, categorization, and analytic reflection, not some-

1 itself, coded (that is why there is no “Theme Coding” method

Je, is misleading advice because it muddies the water. A

thing that is, 1
in this manual, but there are references to thematic analysis and a section called

Themeing the Data). A datum is initially and, when needed, secondarily coded
to discern and label its content and meaning according to the needs of the
inquiry. Rossman & Rallis (2003) explain the differences: “think of a category
as a word or phrase describing some segment of your data that is explicit, whereas
a theme is a phrase or senfence describing more subtle and tacit processes” (p. 282,
emphasis added). As an example, SECURITY can be a code, but A FALSE
SENSE OF SECURITY can be a theme.

Qualitative researchers are not algorithmic automatons. If we're carefully
reading and reviewing the data before and as we're formally coding them,
we can’t help but notice a theme or two (or a pattern, trend, or concept)
here and there. Make a note of it in an analytic memo (see Chapter Two)
when it happens, for it can sometimes guide your continued coding
processes. A set of themes is a good thing to emerge from analysis, but at
the beginning cycles there are other rich discoveries to be made with spe-
cific coding methods that explore such phenomena as participant process,
emotions, and values.

What Gets Coded?

Richards & Morse (2007) humorously advise for analytic work, “If it moves,
code it” (p. 146). But what exactly gets coded in the data?

]



Units of social organization

Lofland, Snow, Anderson, & Lofland (2006) note that social life happens at
four coordinates, “the intersection of one or more actors [participants] engag-
ing in one or more activities (behaviors) at a particular time in a specific place”
(p. 121, emphasis n original). The authors first outline major units of social
organization into:

1. cultural practices (daily routines, occupational tasks, microcultural activ-
ity, etc.);

2. episodes (unanticipated or irregular activities such as divorce, championship
games, natural disasters, etc.);

3. encounters (a temporary interaction between two or more individuals such
as sales transactions, panhandling, etc.);

4. roles (student, mother, customer, etc.) and social types (bully, tight-ass,

geek, etc.);

social and personal relationships (husband and wife, party-goers, etc.);

groups and cliques (gangs, congregations, families, jocks, etc.);

organizations (schools, fast-food restaurants, prisons, corporations, etc.);

settlements and habitats (villages, neighborhoods, etc.); and

oW

. subcultures and lifestyles (the homeless, skinheads, gay leather bears, etc.)

But you won't find in this manual any coding methods based on the major
units outlined above such as “Encounter Coding,” “Organization Coding” or
“Lifestyle Coding.” When the units above are combined with aspects listed
below, they then become topics for study and coding. Lofland et als aspects

include:

1. cognitive aspects or meanings (e.g., ideologies, rules, self-concepts, identities);

2. emotional aspects or feelings (e.g., sympathy in health care, road rage, work-
place satisfaction);

3. hierarchical aspects or inequalities (e.g., racial inequality, battered women,
high school cliques)

Aside from examining the magnitude and frequency of social life outlined
above, Lofland et al. also recommend examining how participant agency inter-
acts and interplays with structures and processes, plus causes and consequences
observed in the data (2006, pp. 144—67).

Aspects in combination with units lend themselves to such First Cycle coding
methods (see Chapter Three) as Emotion Coding, Values Coding, and Versus
Coding. Structures and processes can be discerned through Descriptive
Coding, Process Coding, and Domain and Taxonomic Coding, while causes and
consequences can be discerned through Pattern Coding or grounded theory’s
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gecond Cycle coding methods (see Chapter Four). But note that some question
aalitative research’s ability to assert causality: “the understanding of human
que :

sperience is a matter of chronologies more than of causes and effects” (Stake,
i ; €

1995, p. 39)-

Amounts of data to code
One related 1ssue with which qualitative research methodologists disagree 1s
the amount of the data corpus — the total body of data — that should be coded.
Some (¢.g., Lofland et al,2006; Strauss, 1987; cf. Wolcott, 1999) feel that every
recorded fieldwork detail is worthy of consideration, for it is from the pat-
rerned minutiac of daily life that we might generate significant social insight.
Others (e.g., Seidman, 2006), if not most, feel that only the most salient por-
ions of the corpus merit examination, and that even up to one half of the total
record can be cummarized or deleted, leaving the primary half for intensive
data analysis. The danger is that the portions deleted might contain the as yet
unknown. units of data that could pull everything together, or include the nega-
tive case that motvates 2 rethinking of a code, category, theme, concept, theory,

assertion. Postmodern perspectives on ethnographic texts consider all docu-

or
mentation and reports partial and incomplete anyway, so the argument for main-

taining and coding a full or reduced data corpus seems moot. Amount
notwithstanding, ¢hsure that you have not just sufficient qualitative but sufficient
quality data with which to work that have been appropriately transcribed and
formatted (see Poland, 2002).

[ have learned from years of qualitative data analysis that, only with experi-
ence, 1 now feel more secure knowing and feeling what is important in the
data record and what is not, and thus code what rises to the surface — “relevant
text” as Auerbach & Silverstein (2003) label it. The beginning of my fieldwork
career, however, was a major learning curve for me, and 1 coded anything and
everything that was collected. 1 advise the same for novices to qualitative
research. You, too, will eventually discover from experience what matters and
what doesn’t in the data corpus. (Of course, there will always be brief passages
of minor or trivial consequence scattered throughout interviews and field
notes. Code these N/A — not applicable.)

So, what gets coded? Slices of social life recorded in the data — participant
activities, perceptions, and the tangible documents and artifacts produced by
them. Your own reflective data in the form of analytic memos (discussed in
Chapter Two) and observer’s comments in field notes are also substantive mate-
rial for coding. The process does not have to be approached as if it were some
elusive mystery or detective story with deeply hidden clues and misleading red
herrings scattered throughout. If “human actions are based upon, or infused by,
social meanings: that is, by intentions, motives, beliefs, rules, and values”
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(Hammersley & Atkinson, 1995, p. 7), then why not just code these actions and
social meanings directly (assuming they are represented in your data and your
inferential skills are working at an optimum)? The entire process and produicts of
creating data about the data in the form of codes, analytic memos, and graph-
ical summaries are “metadata activities” (MacQueen & Guest, 2008, p. 14).

The Mechanics of Coding

As you prepare text-based qualitative data for manual (i.e., paper and pencil)
coding and analyzing, lay out printed interview transcripts, field notes, and
other researcher-generated materials in double-spaced format on the left half
or left two-thirds of the page, keeping a wide right-hand margin for writing
codes and notes. Rather than keeping your data running together as long
unbroken passages, separate the text into short paragraph-length units with a
line break in-between them whenever the topic or subtopic appears to change
(as best as you can, because in real life “social interaction does not occur in
neat, isolated units” [Glesne, 2006, p. 150]). Gee, Michaels, & O’Connor (1992)
call these unit breaks and their rearrangement into poetic-like verses for dis-
course analysis “stanzas” of text, and emphasize that “formatting choices are
a part of the analysis and may reveal or conceal aspects of meaning and
intent” (p. 240). Unit divisions will also play a key role in formatting data for
CAQDAS — Computer Assisted Qualitative Data Analysis Software — programs
(discussed later).

Pre-coding

In addition to coding with words and short phrases, never overlook the
opportunity to “pre-code” (Layder, 1998) by circling, highlighting, bolding,
underlining, or coloring rich or significant participant quotes or passages
that strike you — those “codable moments” worthy of attention (Boyatzis,
1998). Creswell (2007, pp. 168-9) recommends that such quotes found in
data contained in a CAQDAS program file can be simultaneously coded as
QUOTES with their other codes to enable later retrieval. Selected programs
have areas dedicated to storing intriguing quotations for later access. These
data can become key pieces of the evidentiary warrant to support your
propositions, assertions, or theory (Booth, Colomb, & Williams, 2003;
Erickson, 1986; Lofland et al., 2006), and serve as illustrative examples
throughout your report. The codes or quotes may even be so provocative that
they become part of the title, organizational framework, or through-line of
the report. For example, in my study of theatre of the oppressed (i.e., theatre
for social change) with elementary school children, I was puzzled why young

wnov_n continually employed combative tactics during improvisational dramatic
&:E_u:o:

them proactive pe _ _.
vided the answer when we discussed my concerns by explaining to me,

«gometimes, you can 't be nice to deal with oppression” (Saldaria, 2005b, p. 117).
The quote Was 5O powerful that it began my final research report as a datum
1

that ﬁ_.O_._E b
line of the study.

s to resolve imbalanced power issues, when I was trying to teach
ace-building efforts. A fourth-grade girl poignantly pro-

oth capture the reader’s interest and later explain the through-

Preliminary jottings

Start coding as you collect and format your data, not after all fieldwork has
peen completed. When you're writing up field notes, transcribing recorded
interviews, or filing documents you gathered from the site, jot down any pre-
liminary words or phrases for codes on the notes, transcripts, or documents

themselves, or as an analytic memo or entry in a research journal for future ref-
erence. They don't have to be accurate or final at this point, just ideas for ana-
lytic consideration while the study progresses. Be wary of relying on your
memory for future writing, Get your thoughts, however fleeting, documented

in some way.

Also make certain that these code jottings are distinct in some way from the
body of data — bracketed, capitalized, italicized, bolded, etc. Liamputtong &
Ezzy (2005, pp. 270-3) recommend formatting pages of data into three
columns rather than two.The first and widest column contains the data them-
selves — interview transcripts, field notes, etc. The second column contains
space for preliminary code notes and jottings, while the third column lists the
final codes. The second column’s ruminations or first impressions may help
provide a transitional link between the raw data and codes:

COLUMN 1

Raw Data

* The closer | get to
retirement age, the faster

| want it to happen. I'm

not even 55 yet and | would
give anything to retire now.
But there's a mortgage to
pay off and still a

lot more to sock away in
savings before | can even
think of it. | keep playing the
lottery, though, in hopes of
winning those millions. No
luck yet.

COLUMN 2
Preliminary Codes

COLUMN 3

Final Code

! RETIREMENT ANXIETY
“retirement age”

financial obligations

dreams of early
retirement

\7
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Virtually all methodologists recommend initial and thorough readings of
your data while writing analytic memos or jotting in the margins tentative
ideas for codes, topics, and noticeable patterns or themes. Write your code
words or phrases completely rather than abbreviating them to mnemonics or
assigning them reference numbers. Avoid such truncations as “PROC-AN
CD” or “122-A,” which just make the decoding processes of your brain work
much harder than they need to during analysis.

Questions to consider as you code

Auerbach & Silverstein (2003, p. 44) recommend that you keep a copy of your
research concern, theoretical framework, central research question, goals of the
study, and other major issues on one page in front of you to keep you focused
and allay your anxieties because the page focuses your coding decisions.
Emerson, Fretz, & Shaw (1995) advise a general list of questions to consider
when coding field notes (in chronological order), regardless of research
purpose:

e What are people doing? What are they trying to accomplish?

e How, exactly, do they do this? What specific means and/or strategies do
they use?

How do members talk about, characterize, and understand what is going on?
What assumptions are they making?

What do I see going on here? What did I learn from these notes?

Why did I include them? (p. 146)

e o @ @

I would add to this list the question I ask myself during all cycles of coding and
data analysis: “What strikes you?” Creswell (2007, p. 1 53) notes that a code can
emerge from data that is not only expected but even surprising, unusual, or
conceptually interesting.

Coding contrasting data

If you are working with multiple participants in a study, it may help to code
one participant’s data first, then progress to the second participant’s data. You
might find that the second data set will influence and affect your recoding of
the first participant’s data, and the consequent coding of the remaining partic-
ipants’ data. The same may hold true for a coding system applied to an inter-
view transcript first, then to a day’ field notes, then to a document. Bazeley
(2007) recommends that the second document coded should contrast “in some
important way with the first ... to maximize the potential for variety in con-
cepts (or in their forms of expression) early in the process” (p. 61). Be aware

that depending on the coding method(s) chosen, some codes may appear more
md@:m::% in selected types of data than others. Selected CAQDAS program
functions can keep you abreast of the codes and their frequencies as analysis

Tﬂomm.ﬂmwﬁw .

The Numbers of Codes

The actual number of codes, categories, themes and/or concepts you generate
for each project will vary and depend on many contextual factors, yet one ques-
don students ask most is how often codes “should” get applied to qualitative
data. The answer depends on the nature of your data, which particular coding
method you select for analysis, and how detailed you want or need to be — in
other words, more filters to consider.

« ymping” and “splitting” the data

For example, the following data excerpt is from a speech by a second year,
inner city, grades K-8 school teacher speaking to pre-service education majors
enrolled in a university teaching methods course (Saldafia, 1997). She has just
completed several poignant vignettes about some of her most difficult students.
Notice that just one In Vivo Code is applied to capture and represent the
essence of this entire 145-word excerpt — a broad brush-stroke representation
called Holistic Coding:

i I'm not telling you this to depress you or scare you L “A LOT TO LEARN"
but it was a reality for me. | thought | was so ready
for this population because | had taught other groups
of kids. But this is such a unigue situation, the

inner city school. No, | should take that back: It's not
as much of a unique situation anymore. There are
more and more schools that are turning into inner
city schools. ... | really had to learn about the kids.

| had to learn about the culture, | had to learn the
language, | had to learn the gang signals, | had to
learn what music was allowed, what t-shirts they
could wear on certain days and not on other days.
There was just a lot to learn that | had never even
thought about.

The above has been colloquially called “lumper” coding. The opposite is
someone who codes as a “splitter,” or, one who splits the data into smaller cod-
able moments. Thus, more detailed In Vive Coding of the exact same passage
might appear thusly:

M
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I'm not telling you this to depress you

or scare you but it was a * reality

for me. 2 | thought | was so ready

for this population because | had

taught other groups of kids. But this

is such a ® unigue situation, the

inner city school. No, | should take that
back: It's not as much of a unique
situation anymore. There are more and
more schools that are turning into * inner
city schools. ... ® | really had to learn
about the kids. | had to learn about

& the culture, | had to learn the language,
| had to learn the gang signals, | had to
learn what music was allowed, what
t-shirts they could wear on certain days
and not on other days. There was just

’ alot to learn that | had never even
thought about.

i

“REALITY"
“| THOUGHT | WAS SO READY"

]

W

“UNIQUE SITUATION"

&

“INNER CITY SCHOOLS"
“| REALLY HAD TO LEARN"

wm

& “THE CULTURE”"

-

“A LOT TO LEARN"

Now this 145-word excerpt is represented with seven codes rather than one. I
state the numbers not to suggest that more is better or that less is more, but to
highlight that lumping is an expedient coding method (with future detailed
subcoding still possible), while splitting generates a more nuanced analysis from
the start. Bach approach has its advantages and disadvantages aside from the
obvious factors of time and mental energy required. Lumping gets to the
essence of categorizing a phenomenon while splitting encourages careful
scrutiny of social action represented in the data. But lumping may lead to a
superficial analysis if the coder does not employ conceptual words and phrases,
while fine-grained splitting of data may overwhelm the analyst when it comes
time to categorize the codes. During Second Cycle coding, you might collapse
the original number of First Cycle codes into a smaller number as you reana-
lyze the data and find that larger segments of text are better suited to just one
key code rather than several smaller ones. It is only from experience that you'll
discover which approach works best for you, your particular study, and your
particular research goals.

The quantities of qualities

Lichtman (2006) projects that most qualitative research studies in education will
generate 80—100 codes that will be organized into 15-20 categories which even-
tually synthesize into five to seven major concepts (pp. 164-5). Creswell (2007)
begins his analyses with a short-list of five to six Provisional Codes to begin the
process of “lean coding” This expands to no more than 25-30 categories that
then combine into five to six major themes (p. 152). Other disciplines and

varying approaches to qualitative inguiry may prescribe different sets of numbers
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eneral guidelines for analysis. The final number of major themes or concepts
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chould be held to a mimmum to keep the analysis coherent, but there 15 no stan-
dardized oOF magic number to achieve. Unlike Lichtman’s m_ﬁ, to seven central
concepes and Creswell’s five to six major %a:ﬁm, .\_:&w.o_uo_om;ﬂ Harry E éoﬂn,cﬁ
(1994, p- 10) generally advises throughout his writings that three of anything

C— ; antity for reporting qualitative work.
major seems an clegant quantity p g q

The codebook or code list

Since the aumber of codes can accumulate quite n_:wnr_f and change as analy-
sis progresses, keep a record of your emergent codes in 2 mn.ﬁp_.mzw file as 2 code-
book — 2 compilation of the codes, their content ammm:w:w:m, E.& p_ G:aw data
example for reference. CAQDAS programs, by default, will maintain a list o.*.
codes you have created for the project and provide space to define them. This
can be reviewed periodically — both on the monitor screen and on hard copy —
as coding progresses 1O asSess its current contents and possible evolution.
Maintaining this list provides an analytic opportunity to organize and reorga-
nize the codes into major categories and subcategories. This management tech-
nique also provides a comparative list if you are working with _d_.:.st_m
participants and sites. One school site’s data, for example, may generate a list of
codes mwm:wmam:ﬁ:ﬁ different from another school site.

Codebooks or CAQDAS code lists become especially critical as a set of cod-
ing standards when multiple team members work together on the same pro-
ject’s data. MacQueen et al. (2008) strongly recommend that each nomm_uwow
entry should contain “the code, a brief definition, a full definition, guidelines
for when to use the code, guidelines for when not to use the code, and exam-
ples” (p. 121). Also note that a codebook differs from an index, the latter being
2 coded composite of the data corpus, organized alphabetically, hierarchically,
chronologically, categorically, etc. CAQDAS programs are superior for index-
ing functions with a qualitative data corpus.

Manual and CAQDAS Coding

Some instructors of statistics and quantitative data analysis require that their
students first learn how to “crunch the numbers” manually using only a
pocket/hand calculator to provide them with cognitive understanding and
ownership of the formulas and results. Once a statistical test has been adminis-
tered this way, they can then use computers with software specifically designed
to calculate numeric data.

Coding and qualitative data analysis have their equivalent trial. I am one of
those instructors who require that my students first perform “manual” coding
and qualitative data analysis using paper and pencil on hard copies of data



entered and formatted with basic word-processing software only. The reason is
that each class assignment of data gathering is relatively small-scale and thus a
manageable project to analyze in this manner. But if a student’s dissertation pro-
Ject or my own independent research studies will require multiple participant
interviews or extended fieldwork and extensive field note-taking, then O>On
DAS becomes a vital and indispensable tool for the enterprise. Basit (2003)
compared personal experiences between manual and electronic coding ang
concluded, “the choice will be dependent on the size of the project, the funds
and time available, and the inclination and expertise of the researcher” (p- 143).

Coding manually

Trying to learn the basics of coding and qualitative data analysis simultane.
ously with the sometimes complex instructions and multiple functions of
CAQDAS programs can be overwhelming for some, if not most. Your mental
energies may be more focused on the software than the data. I recommend
that for first-time or small-scale studies, code on hard-copy printouts first, not
via a computer monitor (cf. Bazeley, 2007, p. 92). There is something about
manipulating qualitative data on paper and writing codes in pencil that give
you more control over and ownership of the work. Perhaps this advice stems
from my admitted lack of technological expertise and old-fashioned ways of
working that have become part of my “codus” operandi. Nevertheless, there is
something to be said for a large area of desk or table space with multiple pages
or strips of paper spread out to see the smaller pieces of the larger puzzle — 3
literal perspective not always possible on a computer’s monitor screen. After
you feel the codes are fairly well set from your initial hard-copy work, then
transfer your codes onto the electronic file. But first, “Touch the
data....Handling the data gets additional data out of memory and into the record.
[t turns abstract information into concrete data” (Graue & Walsh, 1998, p. 145).
Even proponents of CAQDAS recommend that hard-copy printouts of code
lists and coded data be generated occasionally to permit you to work with tra-

ditional writing materials such as red pens and highlighters to explore data in
fresh ways.

Coding electronically

After you have gained some experience with hard-copy coding and have
developed a basic understanding of the fundamentals of qualitative data analy-
sis, apply that experiential knowledge base by working with CAQDAS. Keep
in mind that CAQDAS itself does not actually code the data for you; that task
is still the responsibility of the researcher. The software efficiently stores, orga-

nizes, manages, and reconfigures your data to enable human analytic reflection.
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Refer to Lewins & Silver (2007) and Bazeley (2007) for mnno:g@m:iﬁ:m lit-

re on these programs. Also see Richards & Morse (2007, pp- 85-90) for
2.2.: elected CAQDAS programs can and cannot do; Hahn (2008) and La
WH_H Mrmﬁr__.lw for qualitative data analysis with basic word-processing soft-

and Brent & Slusarz (2003) for advanced computational strategies

sare;
c.w__“: software. Other CAQDAS programs, such as HyperRESEARCH and
MU> Miner, are discussed and reviewed at an online forum for users: heep://

caqdas.soc.surrey. ac. uk/.

Data formatting for CAQDAS

The heading and paragraph formats of qualitative data m:,nr as mnﬁ notes and,
in particular, interview transcripts, need to conform no:m_m«ozﬁq with &m ﬁwwr‘
ticular software package’s prescriptions for text layout. This vm_no:,.mm vital ot
its coding and retrieval functions to work consistently and nm__m_o_,& >.H_;H>m_s,
MAXQDA, and NVivo all import and handle moﬁuc:,,.m:a wm/,am in ».._nr text
format, enabling you to employ supplemental “cosmetic” nonﬂ._sm devices such
15 colored fonts, bolding, and italicizing in your data (Lewms & Silver, 2007, P 61).
One of the best features of some CAQDAS programs is their ability to .n__m_u_@
code labels themselves in various user-assigned colors for “at a glance’ refer-
ence and visual classification. Figure 1.2 illustrates a sample screen shot m.w:#
the most cutrent version of NVivo. Note how the video data and its transcript
are accompanied with codes and “coding stripes,” which delineate which por-

tion of data is assigned a particular code.

Coding capabilities with CAQDAS . d
Selected qualitative data analysis programs permit you to do what you can nm
manually, such as: apply more than one code to the same passage or sequentia

23
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FIGURE 1.2 A Video Coding screenshot from NVivo, v. 8 (NVivo 8 is designed
and developed by QSR International Pty Ltd. NVivo is a trademark or registered
trademark of QSR International. Patents pending. www.qsrinternational.com)

passages of text (variously labeled in the methods literature as “simultaneous
coding,” “double coding,” “co-occurrence coding,” “multiple coding” or

“overlap coding”); code a smaller portion of text within a larger portion of

coded text (“subcoding,” “embedded coding,” or “nested coding”); and sub-

wc_ﬂnmmﬁnam_,_:zml%noamm@mmwmmmmn:mmnobm _mnmmnnoanA:vmﬂm:‘_no&:m_:
“meta-coding,” “umbrella coding” or “hierarchical coding”); along with the
ability to instantly and conveniently insert analytic memos related to a specific
datum or code. Each CAQDAS program will employ its own distinct set of
terms for its coding functions and operations, so refer to the user’s manual for
specific ways of working.

CAQDAS, unlike the human mind, can maintain and permit you to orga-
nize evolving and potentially complex coding systems into such formats as
hierarchies and networks for “at a glance” user reference. Figure 1.3 illustrates
a sample window excerpt from ATLAS.ti’s Code Manager function, which lists
each code by name and provides descending frequency counts of the codes in
progress (serendipitously, the codes are extracted from work on a document
about grounded theory).

Though T stated above that software does not code for you, there is an inter-

esting utilitarian function called “auto coding” available in most CAQDAS
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FIGURE 1.3 A Code Manager screenshot excerpt from ATLAS.ti, v. 5.2 (courtesy

of ATLAS.ti)
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programs, which can alleviate some of the repetitiveness of manually no&#
similar passages -of text. Passages have to be formatted in prescribed ways m&
contain the exact same word or phrase, however, for this function to work
accurately. The ATLAS.ti handbook strongly recommends a manual TeVigy,
after auto coding has been performed to verify the software’s coding mwamnm
ments, and Lewins & Silver (2007) suggest that researchers should not foel
“compelled to make use of auto coding just because it is available” (p. 21),

Searches and queries with CAQDAS

Another one of CAQIDAS’s advantages over manual paper-and-pencil no&um
and analysis is its search and querying abilities to quickly collect and display key
words and phrases and similarly-coded data for examination. Searches o
queries of coded passages can even find where particular codes co-occur, oyer.
lap, appear in a sequence, or lie in proximity to each other. These search fup.
tions can perform such actions as retrieve, filter, group, link, and compar,
enabling the researcher to perform such human actions as infer, make connec.
tions, identify patterns and relationships, interpret, and build theory with the
data (Lewins & Silver, 2007, p. 13). Figure 1.4 illustrates a sample MAXQD
Code Relations Browser window, which enables you to determine posie
interrelationships among coded data (Kuckartz, 2007). The varying sizes of the
squares within the matrix indicate the relative frequency of such matches.

CAQDAS also permits the researcher to shift quickly back and forth between
multiple analytic tasks, such as coding, analytic memo writing, and exploring pai-
terns in progress. Add to this the software’s ability to recode, uncode, rename, delety
move, merge, group, and assign different codes to shorter and longer passages of text
with a few mouse clicks and keystrokes during Second Cycle coding, and the
advantages of CAQDAS over paper and pencil soon become apparent.

Rather than presenting in this section an extended discussion of CAQDASs
specific applications with coding and data analysis, additional references will be
made on an “as relevant” basis throughout the rest of this manual. Since mos
readers of this book are more than likely newcomers to qualitative data analyssy.
I assume that manual coding will be the first method you employ. Thus, I pre-
sent the coding profiles with that assumption in mind. Those with experience o
expertise in CAQDAS programs can adapt the coding principles described it
this manual into their particular software package’s active files and documents.

Solo and Team Coding

Coding in most qualitative studies is a solitary act — the “lone ethnographet
intimately at work with her data (Galman, 2007) — but larger fieldwork pro-

jects may involve a team.
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FIGURE 1.4 A Code Relations Browser screenshot from MAXQDA, v. 2007
(courtesy of MAXQDA/VERBI Software)
Coding collaboratively

Wiriters of joint research projects advocate that coding in these cases can and should
be a collaborative effort (Brickson & Stull, 1998; Guest & MacQueen, 2008).
Multiple minds bring multiple ways of analyzing and interpreting the data: “a
research team builds codes and coding builds a team through the creation of
shared interpretation and understanding of the phenomenon being studied”
(Weston et al., 2001, p. 382). Provocative questions are posed for consideration
that could possibly generate new and richer codes (Olesen et al., 1994).
Ultimately, team members must coordinate and insure that their sometimes indi-
vidual coding efforts harmonize, particularly if a central data base and CAQDAS
system are employed. MacQueen et al. (2008, p. 132) strongly advise that one
member of the team be assigned primary responsibility as “codebook editor” —
the one who creates, updates, revises, and maintains the master list for the group.

Those conducting action or community-based research can invite the
study’s participants/stakeholders themselves into the analytic process as a collab-
orative venture to provide a sense of ownership and investment in data analysis
and its consequent recommendations for social change (Stringer, 1999).
Northcutt & McCoy (2004) label focus group development of their own cat-
egories of interest “affinities” Children and adolescents, too, can be taught to
investigate and analyze issues that relate to their social worlds (Alderson, 2000;
Heiligman, 1998; Warren, 2000).

Team members can both code their own and others’ data gathered in the
field to cast a wider analytic net and provide a “reality check” for each other.
For these types of collaborative ventures, infercoder agreement or interpretive con-
pomene the percentage at which different coders agree and remain consistent
with their assignment of particular codes to particular data — is an important part
of the process (see Bernard, 2006, pp. 512-15; Boyatzis, 1998, pp. 144-59;
IEmnE,S et al., 2004; and Miles & Huberman, 1994, p. 64 for simple formulas).
There is no standard or base percentage of agreement among qualitative
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researchers, but the 85-90% range seems a minimal benchmark to those Hﬂ
concerned with an evidentiary statistic. Other research teams may wish to dis.
pense with such quantitative measures all together and rely on intensive groy ..
discussion and simple group “consensus™ as an agreement goal (Harry, mEHWQ. &
Klingner, 2005, p. 6).

Coding solo
If you're working as a lone ethnographer, shop talk with a colleague or Men.
tor about your coding and analysis as you progress through them. Both solo:
and team coders can even consult the participants themselves during analysi
(a process sometimes called “member checking”) as a way of validating the
findings thus far. Even if you and other members of a research seminar are eaqy
working on different projects, sharing coded field note excerpts and nzmncmm:_m
your “dilemmas” about coding and analysis generate peer support and may
even help you and others find better connections between categories g
progress (Burant et al., 2007; Strauss, 1987). Discussion provides not only g
opportunity to articulate your internal thinking processes, but also preseng
windows of opportunity for clarifying your emergent ideas and possibly mak.
ing new insights about the data. .
Ezzy (2002, pp. 67-74) recommends several strategies for checking the
progress of your analysis while still in the field. Though applicable for team
researchers as well, the lone researcher can benefit most from these recommen-
dations to assess the trustworthiness of her account: (1) check your interprets-
tions developed thus far with the participants themselves; (2) initially code a
you transcribe interview data; and (3) maintain a reflective journal on the
research project with copious analytic memos.

Necessary Personal Attributes for Coding

Aside from such cognitive skills as induction, deduction, abduction, synthesis,
evaluation, and logical and critical thinking, there are seven personal attributes
all qualitative researchers should possess, particularly for coding processes.
First, you need to be ojganized. This is not a gift that some people have and
others don’t. Organization is a set of disciplined skills that can be learned and cul-
tivated as habits. A small-scale qualitative study’s word count of data will range in
the tens- and sometimes hundreds-of-thousands of words. The multiple codes
you generate will need an organized framework for qualitative analysis. And
despite the electronic filing systems of hard drives and CAQDAS, you will stil
encounter and manipulate many pages of paper in qualitative work. Date and
label all incoming data and keep multiple digital and hard copies as backup.

d, you need to exercise perseverance. Virtually every writer of qualitative
QnQE N i i . . ) ) :
: Jethods literature remarks that coding data is challenging and time-

ch n : o
research o writers also declare how tedious and frustrating it can be. Take

suming. S0

from your W : _
lert. But cultivate a personal work ethic and create an environ-

con
preaks

- hed and a _ : _ :
g d schedule that enable you to sustain extended periods of time with
an

ork when you need to, of course — this will keep you

ment
m:u_vﬁn tas

H?WP%OZ Swﬂi t e ,
g e not precise sciences with specific algorithms or procedures to follow.
WJ__:.-W ar

Ye casionally answers may suddenly and serendipitously crystallize out of
es, OC J ) . | :
, e. But at other times, a piece of the analytic puzzle may be missing for
or even months. Rich ideas need time to formulate, so have trust

ks requiring your full concentration.
o be able to deal with ambiguity. The acts of coding and cod-

nowher

days or weeks , :
d faith n %OE.,&:. that these may emerge in due time. But remember that
an

u can accelerate the process through analytic memo writing.

/_.D - o g - . . o

" Eourth, you will need to exercise flexibility. Coding is a cyclical process that
(8] : : .

you to recode not just once but twice (and sometimes even more}.

ﬂmm:.z.mm . : S
ight the first time. If you notice that your initial meth-

Virtually no one gets it
ds choices may not be working for you or not delivering emergent answers
fo] d

you need, be flexible with your approach and try a :._o&_mma or different
method all together. Virtually all researcher-developed coding schemes are
pever fixed from the beginning — they evolve as analysis progresses.

Eifth, you need to be creative. There’s a lot of art to social mamznom Zono.n_
ethnographer Michael H. Agar (1 996) asserts that the early stages of analysis
depend on “a lictle bit of data and a lot of right brain” (p. 46). We mw:wBE
Jdvocate that qualitative researchers remain close to and deeply rooted in their
data, but every code and category you construct or select are choices from a
wide range of possible options. Creativity also means the ability to think visu-
ally, to think in metaphors, and to think of as many ways possible to approach
a problem. Creativity is essential for your data collection, data analysis, and even
for your final written report.

Sixth, you need to be rigorously ethical. Honesty is perhaps another way to
describe this, but T deliberately choose the phrase because it implies that you
will always be: rigorously ethical with your participants and treat them with
respect; rigorously ethical with your data and not ignore or delete those seem-
ingly problematic passages of text; and rigorously ethical with your analysis by
maintaining a sense of scholarly integrity and working hard toward the final
outcomes.

The seventh and arguably most important skill you need for coding is an
extensive vocabulary. Quantitative research’s precision rests with numneric accu-
racy. In qualitative research, our precision rests with our word choices. An
unabridged dictionary and thesaurus become vital reference tools to find just
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THE CODING MANUAL FOR QUALITATIVE RESEARCHERS

the right words for your codes, categories, themes, concepts, and theorjeg,
Explore the origins of key words in an unabridged dictionary to find Surprising
new meanings (for example, did you know that the root word of hypocrite i
“actor”’?). A thesaurus review of a key word chosen as a code or category may
introduce you to an even better — and more precise — word for your analysis,

For an applied introduction to the cognitive skills and personal attribugeg
necessary for coding and qualitative data analysis, see Appendix A’ exercises
and simulations.

On Method

Thorough — even cursory — descriptions about the researcher’s code develop-
ment and coding processes rarely make it into the methods section of a fing]
report (but a dissertation writer should consider including his or her codebook
as an appendix to the study). The majority of readers would most likely find the
discussion tedious or irrelevant compared to the more important features, such
as the major categories and findings. Plus, scholarly journals place length restric-
tions on article manuscripts, so some components of the research story must be
left out and, more often than not, codes and coding fall by the wayside. But in
all honesty, I don’t think most of the academic community minds (cf. Stewart,
1998). I'm not advocating that published research should include what most feel
is a behind-the-scenes matter. Just acknowledge that the long time and rigor-
ous effort you put into, and joyous personal analytic growth you experience
through, coding and analytic memo writing are private affairs between you and
your data (cf. Constas, 1992). When you invite important guests to your home
for dinner, you don’t ask them to appear two or three hours before the sched-
uled serving time to watch you cook in the kitchen. They arrive just before the
meal to feast on and enjoy what you've worked so hard to prepare.

Yet, analogy aside, please don't refer to or consider this manual a “cookbook”
for your raw data. That suggests that the methods profiled here are like tested
recipes guaranteed to produce successful dishes every time. Most methodolo-
gists concur that coding is “an idiosyncratic enterprise” (Glesne, 2006, p. 153)
and the “search for one perfect method of data analysis is fruitless” (Coffey &
Atkinson, 1996, p. 2). Each qualitative study is context-specific and your data are
unique, as are you and your creative abilities to code them. I don’t have the
answers to your questions, but you and your data do. In good faith, I guarantee
you some guidance and, if we’re both lucky, perhaps some insight.

(I jokingly mused to myself whether this manual might be disparagingly
tagged by some as “the Cliff’s Notes of qualitative data analysis” or Coding for
Dummies. Either way, as a pragmatist I'll take that as a compliment about the work.)

AN INTRODUGTION 10 LUUCO ANNLE LASLILIN

; raft
ing as © . : , T
todne py well aware of the interpretivist turn in qualitative inquiry and the
am Ve > . : : i : :
b ents toward narrative presentation and emancipatory social action
novelnett o pooa ok . ) .
__ oh &r:om_.%_:n fieldwork (Denzin & Lincoln, 2005). My own qualita-
throug =
: irtlh
jve researc W , ) ,
H Je confessional to the critical (van Maanen, 1988). But as a theatre prac-

projects, in fact, have ranged from the realist to the literary and

from t
frioner,
aaft of what we

R.M_orﬁ. educator, , |
1t to various methods of classroom practice because my professional

my discipline acknowledges that we must attend to both the art and

do to make our stage production work successful. And as a

it's my job to teach how to teach. Hence, I must have an
- /

n_m_“_.:.:...:._n._

T e QLT . 1e methods are organizational, managerial
responsibilities require that I do. Son g gerial,

. e_efficient, and related to carefully planned curriculum design. Yet I empha-
time- e

ize to my students that such processes as the creative impulse, trusting your
S1Z 5

instincts, takin _ , o .
also legitimate methods of teaching practice. Education is complex; so 1s

g a risk, and just being empathetically human in the classroom
are PRAGHEE: ;
cocial life in general and so is qualitative inquiry in particular. ,

This heightened, ever-present awareness of craft, of “how to,” transfers into
my research work ethic. I have become vo%.r::.&_% and _A.o_m:_% aware not
only of what I'm doing but why I'm doing it. A metacognition of mﬁ%o&.
evell in an emergent, in ductive-oriented, and socially conscious enterprise such
as qualitative inquiry, is vitally important. This awareness comes with E.:_m and
experience (and trial and error), but development can be accelerated if you
have some preparatory knowledge of “how to.” I hope this manual smoothes
your learning curve a bit and assists with your professional and personal growth
as a researcher.

This introduction focused on codes and coding. There 1s an accompany-
ing heuristic with this process — writing analytic memos, the subject of the

next chapter.
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Writing Analytic Memos

Scrutiny of [the data] offers both empirical certainty and intuitive reminders,
Insights emerge also from the subconscious and from bodily memories, never
penned on paper. There are serendipitous connections to be made, if the writer is
open to them. Writing and analysis comprise a movenment between the tangible
and intangible, between the cerebral and sensual, between the visible and invisible,
Interpretation moves from evidence to ideas and theory, then back again. There
can be no set formulae, only broad guidelines, sensitive to specific cases.

(Judith Okely, “Thinking Through Fieldwork,” 1994, p. 32)

The purpose of analytic memo writing is to document and reflect on: your coding
process and code choices; how the process of inquiry is taking shape; and the emer-
gent patterns, categories and subcategories, themes, and concepts in your data — all
possibly leading toward theory. Codes written in the margins of your hard-copy
data or associated with data and listed in a CAQDAS file are nothing more than
labels until they’re analyzed. Your private and personal written musings before,
during, and about the entire enterprise is a question-raising, puzzle-piecing,
connection-making, strategy-building, problem-solving, answer-generating,
rising-above-the-data heuristic. Robert E. Stake (1995) muses, “Good research is
not about good methods as much as it is about good thinking” (p. 19).

What is an Analytic Memo?

Analytic memos are somewhat comparable to researcher journal entries or
blogs — a place to “dump your brain” about the participants, phenomenon, or
process under investigation by thinking and thus writing and thus thinking
even more about them:“Memos are sites of conversation with ourselves about
our data” (Clarke, 2005, p. 202). Think of a code not just as a significant word
or phrase you applied to a datum, but as a prompt or trigger for written reflec-
tion on the deeper and complex meanings it evokes. The purpose is researcher

(4

reflexivity on the data corpus, “thinking critically about what you are doing
and why, confronting and often challenging your own assumptions, and recog-
nizing the extent to which your thoughts, actions and decisions shape how you
research and what you see” (Mason, 2002, p. 5). Coding and analytic memo
writing are concurrent qualitative data analytic activities, for there is “a recip-
rocal relationship between the development of a coding system and the evolu-
son of understanding a phenomenon” (Weston et al., 2001, p. 397).

Let me clarify that I use analytic memo as my term of choice because, to me,
all memos are analytic regardless of content. Some methodologists recommend
that you label, classify, and keep separate different types of memos according to
their primary purpose: a coding memo, theoretical memo, research question
memo, task memo, etc. But 1 have found it difficult in my own work to write
freely and analytically within the bounded parameters of an artificial memo
category as a framing device. Dey (1993) notes that memo writing “should be a
creative activity, relatively unencumbered by the rigours of logic and the require-
ments of corroborating evidence. Memos should be suggestive; they needn’t be
conclusive” (p. 89). I simply write what’s going through my mind, thien determine
what type of memo I've written to title it and thus later determine its place in
the data corpus. Yes, memos are data; and as such they, too, can be coded, cate-
gorized, and searched with CAQDAS programs. Dating each memo helps keep
track of the evolution of your study. Giving each memo a descriptive title and
evocative subtitle enables you to classify it and later retrieve it through a CAQ-
DAS search. Depending on the depth and breadth of your writing, memos can
even be woven as substantive portions into the final written report.

Also important to note here is the difference between analytic memos and
field notes. Field notes, as 1 distinguish them, are the researcher’s written
documentation of participant observation, which may include the observers
personal and subjective responses to and interpretations of social action
encountered. Field notes may contain valuable comments and insights that
address the recommended categories for analytic memo reflection described
below. Thus, personal field notes are potential sites in which rich analysis may
occur. | recommend extracting these memo-like passages from the corpus and
keeping them in a separate file devoted exclusively to analytic reflection.

Virtually every qualitative research methodologist agrees: Whenever anything
related to and significant about the coding or analysis of the data comes to mind,
stop whatever you're doing and write a memo about it immediately. Future direc-
tions, unanswered questions, frustrations with the analysis, insightful connections,
and anything about the researched and the researcher are acceptable content for
memos. CAQDAS programs like NVivo, MAXQDA, and ATLAS.ti enable the
researcher to instantly insert and link an analytic memo (or comment or annota-
tion) to a specific datum or code. But sometimes “ah-ha” moments of insight
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occur at unexpected and inopportune times — in the shower, while &H.WE:W‘ Qu,zm

lunch, etc. So keep a small paper notepad and something to write with, or a hapg_
held digital audio recorder, nearby at all times for briet jottings or reminders i
lieu of computer access. Don't rely on “mental notes to self.”

Examples of Analytic Memos

Despite the open-ended nature of analytic memo writing in qualitative nquiry
there are some general and recommended categories for reflection. Below jg
one of the coding examples from Chapter One. Examples of analytic mep,

content related to the excerpt follow:

* My son, Barry, went through a really tough ! MIDDLE-SCHOOL HELL
time about, probably started the end of fifth
grade and went into sixth grade, ? When he
was growing up young in school he was a
people-pleaser and his teachers loved him to
death.  Two boys in particular that he chose
to try to emulate, wouldn't, were not very good
for him. * They were very critical of him, they
put him down all the time, and he kind of just
took that and really kind of internalized it, |
think, for a long time. ° In that time period, in
the fifth grade, early sixth grade, they really
just kind of shunned him all together, and so
his network as he knew it was gone.

2 TEACHER'S PET

3 BAD INFLUENCES

¢ TWEEN ANGST

° THE LOST BOY

Extensive memo writing, as illustrated below, over just one small passage of
coded data, such as that above, is most unlikely. The example is kept deliber-
ately brief to show how the same piece of data can be approached from mul-
tiple angles for analytic memo writing.

Analytic memos can reflect on the following (in no particular order of

importance):

Reflect on and write about how you personally relate to the participants and/ot
the phenomenon. Establish connections between yourself and the social world
you're studying. Sympathize and empathize with the participants’ actions t0
understand their perspectives and worldviews. In what ways are you similar to
them? An analytic memo, based on the data excerpt above, might read:

11 November 2007
PERSONAL RELATIONSHIP TO THE STUDY: LIVING [PREADOLESCENT]
HELL
| can relate. Just change the grade levels to seventh and eighth and Barry's
story is my own. |, too, was the teacher's pet, the best little boy in the world.

FEEAME RN ANV T T IV Vi et

eers were such bullying bastards that they made junior high school

living hell for me. | wasn't made bad by the bad-ass influences around me, They
m:mﬁ sigh, put me down all the time, too. School became a place where | dreaded
JUShL )

going. Barry probably dreaded it, too.

moa.w Ow my p

and write about your study’s research questions. Focusing on your a

N&fﬁ on
_uiol de
goals as an

rermined beforchand] articulated research questions, purposes, and
alysis progresses will keep you on track with the project. Stare by

writing the actual question itself then elaborate on answers in progress. An ana-

lytic memo might read:

19 November 2007
RESEARCH QUESTION: FACTORS THAT INFLUENCE AND AFFECT

This study addresses: What factors in Barry's past influenced and affected
his current condition? Five years after the time frame of the mother’s story, he's
still loved by his teachers; and yes, he is still a “people pleaser” — very popular
among his crowd. His tween years, as he himself put it in another retrospective
interview, were “a dead period.” And when you lose your friends, it's hell, This
middle school dead period seemed to have influenced and affected his moody
entry into high school, but he overcame it. So now, the task is learning what hap-
pened to Barry beginning in ninth grade that changed him for the better.

Reflect on and write about your code choices and their operational definitions.
Define your codes and rationalize your specific choices for the data. This is an
internal “reality check” of your thinking processes, and reflection may gener-
ate other possible codes. Glaser (1978) reminds us that through “writing
memos on codes, the analyst draws and fills out analytic properties of the
descriptive data” (p. 84). An analytic memo might read:

13 November 2007
CODE DEFINITION: TWEEN ANGST

Since Barry is In sixth grade, he's a “tween.” The word “tween” is almost
limbo-ike: in-between; not quite a child, not quite a teen — you're a “tween.” This
almost has a condescending tone to it. When you're in-between, you're in paren-
theses. When you're in-between, you're neither here nor there. It's a transition,
a phase, a stage, a place where you can get lost, where you can lose yourself if
you're not careful.

Angst, the second part of the code phrase, is another choice that's my own
word, The mother didn’t say it directly, but that's what it seems her son experi-
enced. Angst - or anxious tension — is what so many adolescents go through, but
I wonder if they're ever taught that word? Will knowing that what they're going
through has a label ease the pain or make it any better? To be rejected is one of
the most devastating acts for a tween (and a child and a teenager and an adult).
Was he rejected because he was 3 “people pleaser”? | know | was. It sucks to
be good - at least when you're a tween.

EB_._mw gm.mz ANGST EJm:mc,mq m.m:< experienced this state, as described by
self or his mother, during his sixth through eighth grade school years.
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Code management systems in most CAQDAS programs will permit you tq
enter a more concise definition for each code you generate, while CAQDAS
memo systems provide more space to reflect and expand on the codey
meanings.

Reflect on and write about the emergent m..a:nﬁrw categories, themes, and coy.
cepts. Remember that individual codes eventually become part of a broade;
scheme of classification. Reflection on how the codes tentatively get placed
into categories and/or subcategories, suggest a theme, or evoke a higher-leve]
concept, may begin to create a sense of order to your analysis thus far. Ap
analytic memo might read:

14 November 2007
EMERGENT PATTERNS, CATEGORIES, THEMES, AND CONCEPTS: MIDDLE
SCHOOL HELL
MIDDLE SCHOOL HELL seems to be an umbrella code for TWEEN ANGST and
THE LOST BOY. Barry says in another interview that those years were a “DEAD
PERIOD” for him — an evocative In Vivo Code. But | think | focus on the particular
by using MIDDLE SCHOOL HELL to represent many students within that age range.
However, don't discount “DEAD PERIOD" as a major theme or concept at this
time. As | continue analysis, that code may be more conceptual than | think at
this point in the study. Something in me doesn't want to let it go. A “DEAD
PERIOD” can occur during any portion of a person’s life, while TWEEN ANGST is
limited to a specific age range.

Reflect on and write about the possible networks (links, connections, overlaps, flows)
among the codes, patterns, categories, themes, and concepts. One of the most criti-
cal outcomes of qualitative data analysis is to interpret how the individual compo-
nents of the study weave together. The actual integration of key words from the
coding into the analytic memo narrative — a technique I call “codeweaving” — is a
practical way of insuring that you're thinking how the puzzle pieces fit together.
First-draft diagrams of network relationships between and among concepts are also
possible as analytic memo content (see Appendix C for an extended example).
Networking makes you think of possible hierarchies, chronological flows, and
influences and affects (i.e., cause and effect). The codes just from the data excerpt
above are: MIDDLE SCHOOL HELL, TEACHER’S PET, BAD INFLUENCES,
TWEEN ANGST, and THE LOST BOY. An analytic memo mught read:

15 November 2007
NETWORKS: CODEWEAVING ABOUT MIDDLE SCHOOL HELL

A codeweaving attempt with this data excerpt is: “Bad influences can turn
teacher's pets into lost boys, resulting in tween angst in the limbo of middie
school hell.” Another version is: “Middle school hell is a site of tween angst:
teacher's pets can become lost boys by bad influences.” Peer influence, accord-
ing to the developmental literature, becomes very strong during these preado-
lescent years. “His network as he knew it was gone"” suggests that when
friendships decay, children become lost (my term).

[A preliminary sketch of this codewoven process appears in Figure 2.1.]

Middie School Hell

Tween Angst

Lost Boys

Bad Influences

An analytic memo sketch on codeweaving

FIGURE 2.1

Reflect on and write about an emergent or velated existing theory. H_.M_:mn,ﬁa
the local and particular of your study, and _‘n.m_mnﬁ,o: how your ovmm_é_msc:m
may apply to other populations, to the bigger picture, to the ma:ﬁ.&_mmza.
even to the universal. Explore possible metaphors and symbols at ﬁ_‘n.iﬂ in your
data that suggest transferability. Speculate on how your %mo@ predicts _:E.EE
sction and explains why those actions occur. Integrate existing theories into

i ic . alytic memo
or compare them with your own particular study’s data. An analytic

might read:

16 November 2007
THEORY: HUMAN NETWORKS AND POSITIONING THEORY _

Who hasn't faced rejection at some point in his or her life, especially ...__._:Jm
the adolescent years? | was particularly struck by the mother's observation, “his
network as he knew it was gone.” When we lose our “networks,” we lose our con-
nections, our links. Like qualitative data analysis, we become isolated “bins" _2
“nodes” awaiting placement in the overall scheme of things, but risk being dis-
carded or renamed or subsumed if we don’t contribute something. Who hasn't
felt “leftover” or “miscellaneous” at some point in his or her life? Once lost, we
go inward; once lost, we hide.

Positioning theory from the 1980s and 1990s might be relevant here.
Reflexive and interactive positioning are the dynamics at work within m..mi.. and
among him and his peers. But also check out the human development __ﬂmﬂmEa,
as what's happening here may simply be “classic” alignment with typical ado-
lescent social and emotional trends.

Reflect on and write about any problems with the study. Opportunities to reflect
on fieldwork or analytic “glitches”™ by writing about them may generate mowa
tions to your dilemmas. The act is also a way to raise provocative questions for
continued reflection, or to vent any personal frustrations you may be feeling
about the study. An analytic memo might read:
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17 November 2007
PROBLEM: THINKING OUTSIDE THE CHRONOLOGICAL BOX

[ find I'm locking myself into the traditional human development schema: early
childhood, middle childhood, adolescence, adulthood, etc. The trajectory of Barry's
life course is falling into the same old patterns of elementary, middle, and high
school. Not that there's anything wrong with that, but perhaps | should be thinking
of other phase/stage systems for plotting his life course. By default we attribute
portions of our lives as “the elementary school years,” “the high school years,” etc.
Maybe | should divide what I'm finding thus far into “turning points” or “milestones”
schemas, regardless of grade level?

Reflect on and wrife about any personal or ethical dilemmas with the study.
Ethical issues of varying magnitude arise in virtually every study with human
participants. Most of these dilemmas are usually unforeseen, based on what par-
ticipants unexpectedly bring to interviews or what the researcher observes in
the field that counters her value, attitude, and belief systems. Reflection keeps
you attuned to these matters and may help you brainstorm possible solutions.
An analytic memo might read:

18 November 2007
ETHICS: WHAT CAN/SHOULD | ASK?

I'm still hesitant to ask Barry to talk more about that “dead period” in middle
school. He seems evasive about it, looks downward whenever it's brought up. |
don't want to cause him any emational distress, but at the same time | feel | need
to find out more about that time period in his life. Maybe asking his mother to talk
about those years rather than Barry will get the info to help me plot his life course?
Barry knows that I'm interviewing her, so it's no secret.

Reflect on and write about future directions for the study. Each qualitative
research project is unique and cumulative in nature. The more you interview
participants and observe them in natural social settings, the more ideas you
generate for possible future research action. As data collection and analysis
progress, you may discover missing elements or a need for additional data.You
may even reconceptualize your entire initial approach and find inspiration from
a new insight about the phenomenon or process under investigation. An ana-

lytic memo might read:

19 November 2007
FUTURE DIRECTIONS: ADDITIONAL TEACHER PARTICIPANTS

If possible, track down some of Barry's teachers from middle school and see
if | can get IRB [Institutional Review Board] and their principal’s permission 10
interview them about Barry. It would be interesting to hear what they remember
about him from educators’ perspectives. Also interesting would be for me o ask
them about the TWEEN ANGST code and see how they react.

One of the things I'm learning is how little | really know about middle and junior
high school students. Since | work with elementary and high school youth for my

lahs, | have @ pretty good handle on thern. But the tween years are elusive to me. Find
a site and get back in touch with what happens from sixth through eighth grades.

Reflect o and write about the analytic memos generated thus far. Corbin &
gerauss (2008) note that beginning menmo Wwriting tends to start off simply and
descriptively, while later writings become more substantive and abstract (p. 108).
Though this may happen on its own accord, the researcher will also have to
consciously achieve it. It is worthwhile to periodically review the stock of ana-
Jytic memos developed thus far to compose “metamemos” that tactically sum-
marize and mtegrate what's been developed to date. This method also provides
the researcher a “reality check” of the study and analysis in progress. An ana-

Jytic memo might read:

20 November 2007
METAMEMO: IN-BETWEEN

After scanning the analytic memos thus far, | notice recurring themes about
“tween,” “middle,” “lost.” | recall a lecture | heard about humans being caught
“in parentheses” as a significant transitional state. Barry at this stage is also in
many transitions: from elementary to high school, from child to adolescent, from
teacher's pet to jost boy. There's that “hetwixt and between” phrase that sticks
in my head, but it seems so trite. Barry on the classic “hero’s journey” is another
metaphor that comes to mind — the protagonist who must undergo severe trial
and loss of self to find oneself again. Perhaps my attempt 1o systematically cat-
egorize these data is proving useful for what could become an evocative narra-
tive analysis instead? Like Barry, | 100 feel caught in parentheses and
IN-BETWEEN something as this analysis progresses. That can be a good thing,
though — a place for inward reflection, deep introspection — before that break-
through moment — | hope.

Reflect on and write about the final veport for the study. Extended analytic

memos can become substantive “think pieces,” suitable for integration into the

final report of your study. As you “write out Joud,” you may find yourself com-
posing passages that can casily be edited and inserted directly into the finished
text. Or, you might use analytic memo writing as a Way to ponder the organi-
zation, structure, and contents of the forthcoming final report. An analytic

memo might read:

21 November 2007
FINAL REPORT: TWO VOICES

Make certain to cite the mother's observation, “His network as he knew it was
gone" as an introductory quote for the section on Barry's “dead period.”

Barry’s mother is becoming quite a prominent figure in this study. At first she was
a supplemental participant, interviewed primarily to gather additional info on Barry's
jife course. But | now see how her influences and affects on her son’s life course
have played very major roles. Barry speaks quite fondly of her and considers her a
tremendous nurturer of who he is and who he is becoming. It would be interesting
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to edit and piece together portions of their separate interviews into a
rative — one providing commentary on the other:

tWo-voice .

BARRY: In elementary school | was always picked on a lot,

always trying to fit in.
Barry went through a really tough time about, probably Starteg
the end of fifth grade and went into sixth grade. When he Wag
growing up young in school he was a peopie-pleaser ang his
teachers loved him to death. Two boys in particular that pe
chose to try to emulate were not very good for him. They were
very critical of him, they put him down all the time, and he kind
of just took that and really kind of internalized it, I think, for a
long time. In that time period, in the fifth grade, early sixth
grade, they really just kind of shunned him all together, and g
his network as he knew it was gone.

It's kind of a dead period.

At Lakewood Middle School he had a really tough time, reg
tough. The first day of school in seventh grade, some — I'll use
the term “gang-banger,” but | don't know — was picking on g
little kid. And Barry said,

S0 | Wag
SANDY:

BARRY:
SANDY:

BARRY
AND SANDY:
SANDY:

“Hey man, get off his case.”
And from that moment on, all of the tension was focused on
him. From the time he entered Lakewood to the time he |eft

Lakewood, he was a target by the bad guys. That was a very
tough time for him.

Finally, the ATLAS.ti CAQDAS manual recommends that memos can alsg
be used as community “bulletin board” postings for multiple research team
members to share information and exchange emergent ideas about the study
as analysis progresses.

To recap, analytic memos are opportunities for you to reflect on and write.
about:

how you personally relate to the participants and/or the phenomenon
your study’s research questions

your code choices and their operational definitions

the emergent patterns, categories, themes, and concepts

the possible networks (links, connections, overlaps, flows) among the codes,
patterns, categories, themes, and concepts

an emergent or related existent theory

any problems with the study

any personal or ethical dilemimas with the study

future directions for the study

the analytic memos generated thus far

the final report for the study

® o @ o

@ o o o e

o writing is the transitional process from coding to

ic men : PO
analyt the study (see Chapter Five).Your reflections on
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] write-up O . i i
ollectively generate potential material for formulating
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oo liry of your analysis by rigorous reflection on the data.
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ion. Substantive analytic memos may also con-
ase
_Hmmu._.u_nw r

jing and Categorizing Analytic Memos
Co

themselves from the study can be coded and categorized
it content. The descriptive titles in the examples above enable
according t© ﬁ_g.mw:. d memos by reflections on NETWORKS; EMERGENT
Jou to group ™€ Mmm GORIES, THEMES, AND CONCEPTS; ETHICS;
EﬁﬂmWZm, O‘ The subtitles function as subcodes or themes and enable
METAMEMO® QMa the .no_:a_:m into more study-specific groupings — for
n_umuﬂnmo”ﬁnﬂom about specific participants, specific code groups, b=
%a_ﬂp e‘M_ﬁﬁEos.am etc. CAQDAS programs provide these classification
cific theort D

organized review and reflection.

}: n—ww.nm

you t0 S

functions for

and categories
e awﬂ_uﬂ MHMW“OMMHH: mlwnnm%. profiles in later chapters is that, even
et :J“M_,unwmww a portion of your data and categorized the codes ,5.8 ﬁ“mw.mhw
lists “Eia memo writing serves as an additional F,Ms_m- a& Eh.hwaar,mﬁxm_a::h _.“.H m:ﬁ .
B ,Em:..o writing about the specific codes you've applied to your data, M_Aw ! mom
mMn%Q even better ones. By memo writing about your puzzlement m:uuw 0s¢ or
a specific code for a particular datum, the wml.mnﬁ. one may emerge. M.o”ﬂ“ ©
writing about how some codes seem to cluster and interrelate, a .nuﬁﬂmo@ hem
be identified. Codes and categories are found not only in the marg $0

. i i i d field notes — they are also embedded within
headings of interview transcripts an , : fie e
analytic memos. Corbin & Strauss (2008) provide Jﬁsnaozm. E,_, e
ples of this procedure in their third edition of m:.&a of D_.S?_ﬂw:w es mﬂ " ,8 »

The cyclical collection, coding, and B,EE_,”H .Mdn.ao a_,i_.._nw ot e -
process generally termed “theoretical mm_:_urm.m — are not _msz.nﬁ o
processes but “should blur and intertwine continually, from %.m juam::u:mm%m
an investigation to its end” (Glaser & Strauss, 1967, p. muu.ﬁr_; is om_w,_m e} p
major principles developed by grounded nrmo_.%m. premiere SJ.”.E.M. m:\zm%_, .ﬁ‘
Glaser and Anselm L. Strauss, and elaborated in future writings by Julie
Corbin, Kathy Charmaz, and Adele E. Clarke.

One pri

Grounded theory and its coding canon , o "
Briefly, grounded theory, developed in the 1960, is generally wmmw._. e . as %H
of the first methodologically systematic approaches to qualitative inquiry. 1he
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process usually involves meticulous analytic attention by applying specific types
of codes to data through a series of cumulative coding cycles that EE_:,ESQ
lead to the development of a theory — a theory “grounded” or rooted in the
original data themselves.

In this coding manual, six particular methods are considered part of groundeq
theory’s coding canon (though they can all be used in other non-grounded the.
ory studies): In Vivo, Process, Initial, Focused, Axial, and Theoretical Coding, (In
carlier publications, Initial Coding was referred to as “Open” Coding, anq
Theoretical Coding was referred to as “Selective” Coding.)

In Vivo, Process, and Initial Coding are First Cycle methods — coding
processes for the beginning stages of data analysis that fracture or split the daty
mnto individually coded segments. Focused, Axial, and Theoretical Coding are
Second Cycle methods ~ coding processes for the latter stages of data analy.-
sis that both literally and metaphorically constantly compare, reorganize, o
“focus” the codes into categories, prioritize them to develop “axis” categories
around which others revolve, and synthesize them to formulate a central or
core category that becomes the foundation for explication of a grounded the-
ory. Categories also have “properties” and “dimensions” — variable qualities
that display the range or distribution within similarly coded data.

Each of these six coding methods will be profiled in later chapters, but the
thing to note here is the coding processes’ ongoing interrelationship with ana-
lytic memo writing, and the memos’ reorganization and integration into the
final report of the study. Figure 2.2 presents a very reduced and elemental
model of developing “classic” grounded theory for reference. Note how ana-
lytic memo writing is a linked component of the major stages leading toward
the development of theory.

I minimize the number of analytic memo examples in the coding profiles that
follow because I myself find reading extensive ones in research methods textbooks
too case-specific and somewhat fatiguing. If you wish to see how a trail of analytic
memos progresses from First through Second Cycles of coding with the same data
excerpt, see the profiles for Initial, Focused, Axial, and Theoretical Coding.

Analytic Memos on Visual Data

A perceived problem is the coding of visual data such as photographs, print mate-
rials (magazines, brochures, etc.), internet websites, video, and other items in
addition to the physical environments and artifacts of fieldwork (room décor,
architecture, participant dress and accessories, etc.). Despite some preexisting
coding frameworks for visual representation, I feel the best approach to analyz-
ing visual data is a holistic, interpretive lens guided by strategic questions. Rather
than one-word or phrase codes (which are still possible, if desired), the

In Vivo, Process, Initial, Focused,
Axial, and Theoretical Coding

Analytic 4 Umﬂw
Memo Writing I Collection
r
Emergent Categories
) Properties
h 4 " < :
- |
Central/Core Category ¢ _
Dimensions
A 4
Grounded Theory

FIGURE 2.2 An elemental model for developing “classic” grounded theory

researcher’s careful scrutiny of and reflection on images, documented ”_Hwocm_:
field notes and analytic memos, generate language-based n_mnw that %%x%a:,__& &o
visual data. Any descriptors we use for documenting the E.Emom of ,mon_. rmw_
should employ rich, dynamic words. Adele E. Clarke’s (2005) “Mapping /.\_msm».
Discourses” chapter in her text Situational Analysis presents a .“.:E,o:mr ,_._mﬁ o

questions to consider from the perspectives of aesthetic mnnoﬁtcwruﬂaozﬁ (“How
does the variation in color direct your attention within the image?”) to no:ﬁnx,.
tual and critical readings (“What work is the image doing in the world? What is
implicitly and explicitly normalized?”) (pp. 227-8).

First, below is a set of field notes about Barry’s onstage performance
work — three-dimensional, kinetic visual data — in one of his high mnroﬁ Em%
productions of a modern farce. Unlike the observation of natural social ,:mm.
observation of live or video-recorded theatrical performance takes _,:8
account both planned and spontaneous action by the actor’s body and voice:

Compared to other actors, Barry's movements are sharp, ozww. mo.o:o,s_n. He
maintains still poses in compositions, does not steal *oo_._m. His voice is clear,
good volume, articulate, wide variety, range. He is dynamic, has good energy,
believable in his dialogue. Even when there’s an error with a rope (as part of the



set that falls) he covers well. Unlike other actors, he does not “foot-fudge,” wan-
der, or rock. The others overact, miss the comic timing, speech is sometimes
sloppy, difficult to hear. Barry has a leading man quality about him, a presence,
He looks handsome, blonde hair cut close — had it long recently - sturdy build,
the physique of a beginning football player.

Rather than coding this documented set of visual (and verbal) data in the may.
gin, an analytic memo about this field note set focuses on the visual discourses:

10 November 2007
VISUAL DATA: BARRY'S PHYSICALITY

A good actor needs what Howard Gardner calls “kinesthetic intelligence.”
Barry, as a high school actor, displays a heightened awareness of it on stage,
though in everyday life his physicality is relaxed, even “dumpy.” This intelligence
comes from metacognition and technique, an attunement to and consciousness

of everything your body is doing during performance. Not everyone has this skill,
even university actors.

The majority of male Hollywood celebrities are handsome, well-buiit, and their
fan base is drawn to their physical appearance. The beautiful, even in everyday
life, also tend to be the popular. In the classroom, | notice girls surrounding Barry
before class begins. His “leading man” presence not only means playing a lead
role in a play, but leading others who are willing to follow in organized activity.
Though he is aware of his body, he is not arrogant about it, which perhaps adds
even more to his charisma and appeal. In high school (and adulthood), when

you've got looks, you've got an advantage. His | would code: COMFORTABLE
CONFIDENCE.

The still image of a digital photo permits nuanced visual analysis, but Walsh
et al. (2007) note that digital video data of action can be coded multiple times
for in-depth detail by replaying the file while focusing on different aspects
with each “pass.” The co-authors, plus Lewins & Silver (2007), profile several
software programs (e.g., Transana, The Observer) that can code digital video, but
they also note each one’s limitations, such as cost, currency, and user-friendliness.
Several CAQDAS programs (e.g., ATLAS.ti and NVivo) can store and enable
digital video for coding in addition to text.

As a theatre practitioner I was trained to design for the stage, so visual liter-
acy is a “given” in my ethnographic ways of working. Today’s mediated and
visual cultures seem to indoctrinate and endow all of us by default with visual
literacy — heightened awareness of images and their presentation and represen-
tation. From my readings of various systematic methods for analyzing visual
data, I have yet to find a single satisfactory approach that rivals the tacit capa-
bilities of human interpretation and reflection. Trust your intuitive impressions
when analyzing and writing about visual materials.

The next chapter begins with an overview of how to use this manual to
guide you through its First Cycle coding methods profiles, and how to select
the most appropriate one(s) for your particular qualitative research study.

First Cycle Coding Methods

he process of naming and locating your data bits proceeds, your Qﬁmmocmm

th s : Sl i

Ww 4 and subdivide Learn to be content, however, with your early, simple co
ivide and : ¢ i & N

- schemes, knowing that with use they will become appropriately complex

ing schemes,

(Corrine Glesne, Beconting Qualitative Researchers: An Introduction, 20006, p. 150)

The Coding Cycles

In theatre production, a folk saying goes, Plays are not ,yuw:_“m: — they're %HHMT
ten”” A comparable saying for qualitative researchers _m.. Data are not no, .mn_ -
they're recoded.” Some methodologists label the wﬂomﬂommﬁ,ﬁ _.mmnm:wﬁw_“ of M_o nw
in a study as “‘stages” or “levels” But to me, the reverberative nature of €O Em,

comparing data to data, data to code, code to code, code to category, category

to category, category back to data, ctc. — suggests that the qualitative analytic

process is cyclical rather than linear. - , i

The coding methods in this manual are mﬁ:amm into two main sections: First
Cycle and Second Cycle coding methods (see Figure u.:,. S

First Cycle methods are those processes that happen during .&_m initial co :._w
of data and are divided into seven subcategories: Grammatical, m_m:‘_m:ﬁ ;
Affective, Literary and Language, Exploratory, Procedural,and a m:% mampw enti-
tled Themeing the Data. Each subcategory’s major nrmﬁnﬂn:manm will be
explained in a brief introduction later in this chapter. Most First Cycle methods
are fairly simple and direct. .

Second Cycle methods (see Chapter Four) are a bit _.:op,_m nrm:m,:m_sm _uoom_..umm
they require such analytic skills as classifying, prioritizing, integrating, m‘w:ﬁrmmﬁ.‘
ing, abstracting, conceptualizing, and theory building. If you Fém taken oé.:,nT
ship of the data through careful First Cycle coding (and recoding), the transition
to Second Cycle methods becomes easier. But be aware that codes are not ﬂ,r.w
only method you should employ, as noted anthropologists Omoﬂmn and Louise
Spindler (1992) attest: “only the human observer can be alert to divergences and



