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Abstract
This chapter outlines the problem of reliability in ethnographic or qualitative approaches, strongly suggesting that incorporating counting in both the research and analysis stages of projects can help deal with the issue. After discussing several standard ways to check on the reliable gathering of information (e.g. length of study, reflexivity, saturation, and triangulation), the author describes examples from several decades of ethnographic research and makes the case for adding counting as a standard component for all qualitative fieldwork. The author briefly describes why he decided to create counting schedules in order to check on the results of more traditional ethnographic methods, such as interviewing, participant-observation, and self-reporting techniques. An explanation is given for why counting is not to be confused with standard forms of statistical or quantitative research. A case is also made for learning to count for both research and analytical purposes manually, rather than uncritically relying on various forms of Qualitative Data Analysis programs.
Keywords
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The Problem
A key concern

 for any kind of ethnographic research is the question of reliability. How can we know when the information we gather through participant-observation, interviews, self-reporting, and other ethnographic research methods1 is reliable enough to form the basis for a well-tempered portrait of a group of people? How do we take care not to create caricatures out of human beings, or skew our results by relying too heavily on either the words of a few insiders or on our own preconceived notions?
Over the years, a number of qualitative checks have been developed. This is not the place to review them, but I will mention a few for illustrative purposes. One way is to make sure that each important interpretation (e.g. about a marriage pattern, economic practice, or cosmological point of view) has made use of two or more specific methods for gathering information for analysis. That is, we can ask ourselves whether or not the information gathered from interviews aligns with that from observations, researcher participation with self-reporting? The assumption is that analysis based on two or more sets of data at the same time has a better chance of being reliable than something that is based solely on one method of information gathering. This is often referred to as triangulation (e.g. Fetterman 1989: 91; Holliday 2002: 43; DeWalt and DeWalt 2011: 128; Glesne 2011: 47; Brynman and Bell 2016: 306–307; Scott and Garner 2013: 185). In some circumstances, this can even involve multiple researchers recording the same event so that notes can be compared later (e.g. DeWalt and DeWalt 2011: 113).
An alternative to this is the saturation approach (e.g. Glaser and Strauss 1967), in which the researcher constantly compares inductively gathered information within the same category or subject in order to ensure that our explanations reach a level of internal reliability (e.g. Maykut and Morehouse 1994: 126–149; Brynman and Bell 2016: 270). Saturation is reached by building up the bits and pieces of information for a given topic (e.g. naming practices, joking behavior, or a particular religious ritual) until no new information about that practice or belief is forthcoming. Saturation is an ideal and is never fully achieved, but there will be a moment when diminishing returns inform the researcher that it is time to move on to a new topic.
When using either saturation or methodological comparison we have to be sure to include notes about the contradictions and disagreements we find among the various members of a group. Only in this fashion can we properly construct nuanced depictions of disparate ways of life—even as they occur within more or less common economic, social, and cultural patterns (e.g. Fetterman 1989: 35).
The long-term nature of ethnographic research projects can also help provide checks and balances, increasing the trustworthiness of our findings (for illustrative examples of how this can be done, see Pelto and Pelto 1978; Angrosino 2007). As David Fetterman (1989: 46) suggests: “Working with people, day in and day out, for long periods of time is what gives ethnographic research its validity and vitality.”
A form of methodological reflexivity can also serve as a check on our work. In this situation, researchers strive to produce and retain very clear records about what they do throughout the research project, so that others (or even themselves) might ‘audit’ their work at a later date to check for consistency and other reliability issues (e.g. DeWalt and DeWalt 2011: 184–185; Scott and Garner 2013: 243; Brynman and Bell 2016: 169). The idea here is that others should be able to follow the way we gathered our evidence and critically assess it. Not everyone agrees with this idea. Brinberg and McGrath (1985, 13), for example, suggest that this unnecessarily implies that something can ever achieve ‘full validity,’ rather than being an ideal toward which we work. Roger Sanjek has noted that any suggestion that others would be able to actually replicate a singular fieldwork experience is spurious. As he puts it (Sanjek 1990. 394): “In ethnography, ‘reliability’ verges on affectation.” Reflexivity, on the other hand, need not be aimed at replication. For most researchers, it is about letting the reader or viewer know enough about who they are and how they conducted the research so that they might better judge the validity of the work being offered to them (e.g. Sanjek 1990; Emerson et al. 2011). The authors just cited suggest that this kind of useful reflexivity can and should be embedded within our field notes, which we can then draw upon as required.
My own position is that reliability or validity do not have to be seen as an either/or proposition. I am in agreement with David Brinberg and Joseph McGrath, who have considered the issue from almost every angle. What they have ended up concluding is that “validity is like integrity, character, or quality, to be assessed relative to purposes and circumstances” (Brinberg and McGrath 1985: 14). What I am suggesting, therefore, is that incorporating more counting into our standard qualitative projects at both the research and analytical levels will give us one more way to help assess our work relative to purpose. At the same time, there is nothing privileged about numbers. In the way that numbers are being used here, they are neither better nor worse than prose or other forms of investigation or analysis. As noted in the book numerous times, qualitative counting can be used effectively only in conjunction with other qualitative methods.
The issue of reliability plagued me from the very first time I did an extended ethnographic study. This occurred during my M.A. degree in anthropology, when I carried out eight months of fieldwork in a home for the elderly in Southwestern Ontario (Fife 1983). The research was conducted through lengthy visits to the home, broken up into extended periods of daily work, two or three times per week. At the time, I was heavily influenced by what became known as symbolic or interpretive anthropology. My main focus was on trying to figure out how rural people, who had previously overwhelmingly subscribed to a cultural belief in individual ‘independence’ and ‘self-reliance,’ coped while living within an institution that redefined them as dependent human beings. Using the primary research methods of participant-observation, event analysis (e.g. birthday parties, family days, special events), and semi-structured and unstructured interviews, I came to learn about the ways that many residents used to reappropriate this government-run institution and reconstitute it as a ‘home away from home’ and the workers in it as ‘just like family.’ In keeping with their pre-home understandings of life, family was defined as the people who were supposed to look after each other. Therefore, by symbolically reconstituting both paid workers and the other inhabitants as analogues to one’s own family, residents were simultaneously recasting themselves as being ‘entitled’ to the help and care the government institution supplied. This obviated the need to view themselves as ‘charity cases’ who were receiving ‘hand-outs,’ or to accept negative connotations they would have previously associated with social and economic dependency. The to-and-fro that occurred between residents, actual family members, and both workers and volunteers (who did in fact see the residents as dependent human beings) was fascinating to undercover. Still, I worried about relying too heavily upon what people said about themselves and not enough on what people were actually doing. How did I really know if my analysis was correct? Event analysis and fairly intensive periods focusing on the observation portion of participant-observation, while following the ‘saturation’ and ‘triangulation’ methods of data checking noted above, helped give some confidence in my findings. But I remember wishing that I had another method to check some of my most important explanations and understandings. Although I recorded the number of residents, staff members, and volunteers—along with other similar kinds of information—I never really thought of counting as having anything substantial to do with ethnographic research. It was strictly for background material, just part of the context of ‘real’ ethnographic data collection and analysis.
Anxiety over the reliability issue intensified further when I went for a year (1986/1987) of fieldwork in the province of West New Britain in the country of Papua New Guinea. My goal was to conduct ethnographic research for my Ph.D. in anthropology. The focus of the study was on what I could find out about the kinds of connections that existed between formal education, social change, and cultural continuity (e.g. Fife 1992, 1995a, b). Having moved to a different university for the new degree, my theoretical interests had also shifted. Without losing interest in the more symbolic aspects of life, my work now took on a stronger materialist grounding. This means that economics and the structural constraints of social formations carried a new importance for me.
In the late 1980s, the majority of Papua New Guineans received six or less years of formal education in community schools. These schools followed an externally introduced (i.e. European model) of education. Only ‘elite’ students, as defined by rigid examinations (at grades 6, 8, and 10) and by the ability and willingness of a family and/or a larger kinship group (such as a lineage) to financially support additional years of education, could ensure a chance at finishing standard high school (grade 10) or potentially going on to attend one of the very few grade 12 schools in the country. These special grade 12 high schools served as direct conduits into tertiary forms of education (e.g. the University of Papua New Guinea or Teachers Colleges). My focus was on the first six years of this process and the impact community schools had on families and the larger society as a whole. How did it dovetail with employment opportunities? What impacts did it have on already existing cultural formations?
There were a lot of moving parts to contend with—far more than I had faced in my earlier work. This went along with a concomitant rise in concern about whether or not I was gathering useful information (consistent and pattern-producing forms of evidence) which could be used to effectively teach me about the role of community schools in contemporary life. I studied three schools (two ‘urban’ and one ‘rural,’ though distinctions among the student body were not always so clear-cut), involving 26 teachers, 3 headmasters, other local leaders, various educational officials, many kinds of civil servants, parents, and the structural constraints (both historic and contemporary) that informed the present situation. There were clashes at parent-teacher meetings, differences of opinion among educational officials, very disappointed school-leavers who almost never realized their earlier dreams of a life in the new cash-based and urban-defined social economy, and so many other things with which to contend.
After approximately six or seven months of research, I felt I was starting to get a handle on the most important social and educational patterns. For example, I was beginning to predict which issues parents, teachers, students, or government officials would care enough to fight about during meetings. And those they were willing to work on with a goal of reaching consensus—the widespread ideal used in decision-making situations in most local cultural formations.
Still, there were concerns. I distrusted some of my own biases and ethnocentric assumptions, and worried about the inevitable overinterpretation a researcher often engages in after becoming excited about beginning to understand specific patterns of behavior and thought. Having spent many months taking extensive and wide-ranging notes, maybe it was time to focus more tightly? I wanted to check some of my most important tentative conclusions—but how?
Because I was very interested in the theoretical concept of hidden curriculum, I had brought along an article written by the educational anthropologists Frederick Gearing and Paul Epstein (1982). This specific piece focused on a research method for doing a form of micro-analysis that could be used to reveal the details of hidden curriculum as it was actually having an impact.
The best way to understand hidden curriculum is to realize how it contrasts with overt curriculum. The latter involves the math, science, language, health, and other lessons that a student is expected to learn within a school. That is, it makes up the content of classroom instruction. When students learn that two plus two equals four, or that the capital of Papua New Guinea is Port Moresby, they are learning overt curriculum.
Hidden curriculum, conversely, is the context that both informs and contains its own (hidden) lessons. In the classroom, a good example might be found in the way a teacher favors male over female students when asking questions in mathematics or science classes, arranges desks or other physical space within the room (e.g. putting the ‘well-behaved’ students at the front of the class), hangs images or other visual clues on walls, disciplines some students while ignoring others, and so on. The forms (physical and behavioral) that human interactions occur within influence (and can even contradict) the lessons of overt curriculum. For example, students might be taught in a social studies class that males and females are social equals—the official lesson regarding gender egalitarianism as outlined in their schoolbooks. But what if the same teacher consistently calls upon male students to participate in classroom discussions involving lessons about the political structures of their country and suppresses female participation in these discussions? In this case, the hidden curriculum can have a much greater impact than the overt curriculum over what both male and female students come to believe about the ‘real’ politics of gender.
Unlike official kinds of overt educational curriculum, hidden curriculum can easily be seen at work outside of classrooms. The structure of teacher/parent meetings, the roles students are assigned in looking after school grounds, the varieties of play allowed at recess, how assembly proceeds prior to letting students into school buildings, and many other sets of interactions carry their own key effects. Even segregating a ‘school’ through the use of a fence carries a very strong message about the supposed naturalness of separating education off from the other concerns of life (e.g. making a living).
I felt I had identified several key trends in the hidden curriculum of the classrooms of West New Britain. But was I correct about them? Gearing and others (e.g. Gearing and Epstein 1982; for added context see Gearing 1979, 1984) developed a method by which they used movie cameras to record classroom behavior, so that they could do a micro-analysis of that behavior later in order to identify key trends in hidden curriculum. Here, the focus was squarely upon teacher-student interactions. My interests were broader than this. Besides, I did not have a video camera with me, or any way to obtain one. Simultaneously, I had always wanted my research methods to be intelligible and accessible (e.g. potentially replicable) to not only other researchers but also the teachers, educational officials, and other individuals who might be interested in conducting their own studies in the future. This mitigated against the effectiveness of more technical and detailed forms of micro-study. What I really wanted was to check on patterns of hidden curriculum that I believed I had already identified through many hours of classroom observations and the painstaking coding (for key themes) I had done on my own research notes (on coding, see Fife 2005: 74–83). Ideally, I wanted to be able to do this through a method that required no more than a pencil and paper to implement and which could be understood by anyone who wanted to check on the findings of my work (or their own future research). Serendipitously, I also happened to remember what the Canadian anthropologist Richard Salisbury often said to his audience at conferences. “When in doubt, count.”
The Beginnings of a Solution
Brainstorming about the issue for several days, I decided to wed the sentiment of Salisbury with the spirit of Gearing and Epstein’s methodology. I would do fine-grained analysis, focusing on the specific forms of hidden curriculum that I wanted to check for reliability. And I would do it with a pencil and a piece of paper.
With hindsight, I realize I was lucky that I tried the method out first in more tightly controlled classroom situations. Later, I would come to the understanding that the method and the basic principle behind it could be broadened to a much wider range of situations. But classrooms allowed me to work out several technical kinks without having to deal with too many distractions simultaneously.
The first thing I decided to check was a form of behavior I had witnessed repeatedly at every grade level and in each of the three schools in the study. I came to think of these behaviors as ‘kinds of discipline.’ I had extensive coding in my notes for many variations on the forms of discipline that were used by teachers to attempt to modify the words and actions of their students within classroom situations. I was starting to identify different types of discipline, but my notes were uneven. Some varieties showed up much more frequently than others, such as disciplining a specific individual versus the collective student body. Was this a true reflection of the relative usage of particular kinds of disciplinary actions, or was it simply what I happened to notice at the time while I attempted to fully record everything that was happening in the classrooms? It seemed to me that the pattern of discipline changed from the lower to the higher grades. Was this correct? I decided to see if I could count specific forms of disciplinary actions at work in the classroom. If so, would it allow me to be able to compare them, both within a given school and across the three schools? I will give the details about how I did this in the next chapter, along with the kind of analysis it allowed me to carry out. For now, I simply want to note that it not only answered many questions, it also helped me consider information I already had in new ways and recognize that the patterns that I saw were related to and sometimes replicated in other extra-classroom issues (such as assemblies and parent-teacher meetings). However, that was not the end of the benefits of this particular methodology. A few years later, while doing post-doctoral research in the archives at SOAS (School of Oriental and African Studies) in London (England) about the missionaries who had formed the initial educational systems in Papua New Guinea, I quickly came to recognize the moral underpinnings for many of the forms of discipline I had previously recorded in the classrooms. I was able to link this to the fact that eight out of nine teacher’s colleges in the country had been founded and run by missionary/church groups and therefore greatly influenced not only present-day teachers but also those who had taught them how to teach in the first place. From this, I was able to make the argument that specific forms of Christian-derived morality informed the disciplinary actions of teachers and their pupils in the classrooms of West New Britain (e.g. Fife 1994, 2001), despite the officially ‘secular’ orientation of schooling in Papua New Guinea. That is, Christian forms of morality had become part of the hidden curriculum of West New Britain (and likely all Papua New Guinean) classrooms, despite their official ‘secular’ designation (e.g. Fife 1994, 2001).
In my early experimentations, I worked on understanding not only the strengths but also the limitations of using counting schedules as a specific method of inquiry. To begin with, I understood quite quickly that while I was generating numbers that would allow me to compare the behavior of specific teachers across classrooms, I was not doing statistical research. I was not, for example, using random sampling. I decided that I wanted to know if the kinds of disciplinary actions changed for different grades, and therefore created counting schedules that allowed me to investigate teacher-student interactions in grades two, four, and six. Because I wanted to compare schools, I had little choice about which classrooms I would be able to use. In the smallest school, for example, there was only one grade six class. In the largest school, there were more potential choices. However, I reasoned that there was no point to doing ‘some’ random sampling and instead decided to focus on the classrooms in which I had already carried out extensive observations. Since these were the observations that had directly led me to identify certain kinds of disciplinary behaviors in the first place there was nothing random about this form of ‘purposeful sampling.’ This led me to another issue.
I soon found that counting schedules are relatively time-consuming to implement. The greater the number of patterned behaviors in play, and the larger the number of situations a researcher wants to compare (e.g. teachers, classrooms, schools), the longer it will take to fulfill the work. While researchers are focused so intensely on just this one aspect of research, they will not be able to carry out other more wide-ranging forms of ethnographic study. It therefore very quickly became apparent to me that only key ethnographic findings would be important enough to justify investigating with this new method. Still, I quickly came to appreciate how worthwhile it was to do this kind of formalized counting to check on certain key findings.
Another reason counting schedules should not be confused with statistical methods is that the nature of ethnographic research often mitigates against the kind of precision that would be needed to justify it as a statistical study. This remained true even for the relatively controlled world of schooling. Ideally, for example, I would have needed to be able to record disciplinary actions in the classrooms of West New Britain for exactly the same periods of time (in each classroom, and in each school). However, teachers differed considerably in the amount of time they actually gave to even the ‘main’ lessons in the course of a day for the same grades (e.g. daily lessons in math or language skills). The problem became more pronounced for lessons that were considered more peripheral, such as art or health, or for different grades. The best I could do was devote approximately similar amounts of time within each of the same kinds of classroom situations. I came to understand that rather than yielding ‘proof’ or generating ‘statistical results’ about a specific piece of information, what a counting schedule did was create data that allowed for informed comparisons across different ethnographic situations about the same subject or topic. As such, it could be a very useful tool, and a more focused one than the usual methods provided, in the search for reliability in qualitative research.
I therefore came to the conclusion that counting schedules (and other related research techniques) were best conceived of as a qualitative method and not a statistical one—despite the superficial similarity involving quantification. It was, in effect, a way to condense what would otherwise have been very lengthy one-by-one prose comparisons between specific forms of social patterns and a way to reconceive these patterns in a different form. Using it made me feel much more confident that I was doing my best to filter out at least some of my own theoretical and personal biases and really ‘see’ the information I was gathering in a more balanced light. Gathering information is one thing; really ‘seeing’ what it contains is something else (on the politics of ‘counting,’ see Urla and Burdick In Press). This seemed to me to be as close as I was going to get to solving the reliability issue, while still remaining within my preferred framework of ethnographic research and analysis. And while it might look on the surface as though counting should somehow be considered to be ‘less scientific’ than true statistical analysis, this is not always so. In poor countries, such as Papua New Guinea, statistics are often temptingly available and researchers might be excused for thinking that half of their job has already been done for them. However, a reliance on others gathering your data for you often has serious drawbacks. I will give one small example here. While in the capital city of the country, Port Moresby, I naturally took advantage of the availability of the Ministry of Education and other specialized government offices to gather large-scale statistical information in relation to education, economic and employment trends, criminal activities, and so forth. These were often compiled into government reports or small monographs and usually involved raw numbers, percentages, and graphs showing trends over time (these are things that tend be widely available online now, which does not mean that they are somehow magically more reliable than they were before).
However, when I did research on the ground in West New Britain, I obtained a number of firsthand glimpses into how these statistics were compiled at the baseline. What I saw did not leave me with a lot of confidence when I used government-collected statistics in my own dissertation and subsequent publications, despite the care I attempted to take with them.
I will give only one concrete example here (as reported in Fife 1992: 217). I spent some days visiting community schools other than the three main schools in my own study in order to do brief comparisons and to serve as something of a check on my own findings. On one occasion, I went to spend the day in the main community school in a town that served as the center for a very large oil palm agriculture project. As such, many of the children had been brought into the area from other provinces in the country, along with their parents who worked in the project. The school necessarily served pupils from many disparate cultural backgrounds. In strictly academic terms, the results were mixed and the school was ranked somewhere near the middle of the pack in terms of examination results despite the relative advantages it accrued as an urban school. The headteacher (a position formerly known as headmaster) was very co-operative and allowed me to observe different areas of the school. For example, I was able to sit in on classes and participate in informal teacher’s tea breaks. Near the end of the day, I went back to the headteacher’s very cramped office in order to thank him for being so accommodating. As I entered, he asked me to wait a moment until he and the assistant headteacher finished filling out the yearly attendance records that had to be sent to the Provincial Education Office, which would in turn send them into the national Ministry of Education in Port Morseby. It was the assistant headteacher who had the report in his hand. He asked the headteacher what he wanted him to enter for the attendance rates for this year. The headteacher pondered the question for a moment and then asked: “What did we put down last year?” The assistant replied: “Eighty-four percent.” The headteacher responded: “Okay, put down eighty-seven percent.” He did this without checking any of the attendance sheets that had been submitted by his teachers. I speculated that, being a teacher himself, he perhaps knew the worth of such attendance records. In the three schools that I was most familiar with, I had noted teachers taking attendance only on a very few occasions. I assumed that they made up their attendance sheets and handed them in at the end of the month as required, estimating who actually attended class and who did not. In short, there was probably no point in the headteacher or his assistant bothering to add up the actual numbers teachers turned in to them on a monthly basis. It is worth noting that these attendance records were not unimportant for students and formed part of their own records when attempting to move to the next level of education. From what I could tell, teachers tended to give students whom they liked ‘good’ attendance records and students that they disliked ‘bad’ attendance records, regardless of the actual attendance of the student involved. These kinds of not at all rare examples in my notes were part of what prompted me to do some of my own counting. Better carefully gathered numbers, few as they were and following an ethnographic rather than a statistical agenda, than an overreliance on nice, neat, numerical fictions. A direct ‘engagement’ with those whom we conduct research is almost always preferable to a falsely ‘objective’ and distancing stance (e.g. Kirsch 2018).
Creating and using counting schedules also made me think much more deeply about counting in relation to ethnographic research in general. Somehow, I realized, I had equated counting with statistical approaches to research and therefore overlooked its potential for many kinds of qualitative research. I began to explore this insight at first by expanding my use of counting schedules. I decided to use it on other key findings and even on one important form of behavior that I had repeatedly been told I would find in the classrooms, but for which I had received no verification so far in my research. Chapter 2 explores one example of using a counting schedule in more detail, while Chap. 3 explores a second situation in which I used a counting schedule to confirm key information from my earlier notes, a third situation in which I failed to achieve the substantiation of previously expected results, and a discussion of a missed opportunity. The missed opportunity concerns an example in which the judicious use of a counting schedule would have greatly enhanced my understanding of gender issues in relation to national parks in the Canadian province of Newfoundland and Labrador.
In time, I came to realize that the principle of counting schedules could help me check on certain kinds of information in a much more rapid way than would be the case if I actually instituted a full counting schedule regime. That is, I could use counting itself on material that I had already collected through different methods—such as interviewing, participant-observation, or self-reporting. This was hardly a new insight, as counting has been used in ethnographic research since as far back as the Torres Strait Expedition in 1898 or Malinowski’s (2014 [1922]) defining fieldwork. Bronislaw Malinowski is of course the man who is often seen as the originator of contemporary ethnographic methods. But, much of what qualitative researchers counted involved material culture or simple participation numbers (such as a village census). We might note that a specific Navajo basket maker produces an average of three woven baskets a week, or that 17 blankets were given away during a Potlatch ceremony involving 27 individuals among the Haida. It was much less common to use counting as a way to gather new and interesting kinds of interpretive information, and even less common to use it as a way to attempt to verify findings that were being arrived at through the inductive collection of evidence.
In Chap. 4, I will provide two examples of the uses of counting as a method for checking the reliability of qualitative data. One example involves the projected futures of students and one is concerned with parsing the results of interviews that were carried out with teachers about ‘good versus bad’ students. In this way, I hope to show the value that even relatively simple forms of counting can have as an analytical tool in its own right. This is not a new insight, but it is one that is almost never overtly discussed in research methods books. It is true that many researchers rely on computer programs to do their coding/counting for them in the contemporary period.
QDA (Qualitative

 Data Analysis) computer programs (also known as QDAS, QACDAS, etc.) for computers became more widely available in the 1980s (Grbich 2007; Silver and Patashnich 2011), beginning with software such as Ethnograph and NUD*IST (Fielding 2008: 677). As Carol Grbich has suggested (2007: 225–227), they serve three main functions: systematization, theory generation, and content analysis. As such, some programs might be more useful, for example, when doing counting associated with already published information, while others are more directed toward the original gathering and organization of field material. However, all of the programs cost money and often a great deal of time for training and implementation and, on the whole, I do not usually recommend their usage to my students.
QDAs

 can undeniably be useful for organizing a large amount of information (e.g. Robins and Eisen 2017). But even while acknowledging the contribution of QDA for dealing with over 6000 discrete pieces of data in a specific study, Robins and Eisen suggest that the project was a success not because of the software used but because of the quality of the team members who carried out the analysis of that information. It is a truism, often repeated, that software cannot do the analysis for qualitative researchers, despite some misunderstanding to the contrary (e.g. Rodic and Primorac 2015; Paulus et al. 2013; Goble et al. 2012). It is also true that they remain less than ideal for specific research tasks, such as organizing audiovisual material. As Silver and Patashnich (2011, no page number) suggested after testing a number of QDAs for the organization of audiovisual information, they tend to be “blunt tools for fine purposes.”
There is a long list of criticisms about the unthinking use of QDAs, which are all too often included in research proposals because of pressure from funding agencies or in order to provide a ‘scientific gloss’ for qualitative research projects (e.g. Goble et al. 2012: no page numbers). Various criticisms of QDAs have a long history and I will only consider a few of the most important concerns here. The first is that many software programs are predicated upon assumptions associated with a ‘grounded theory’ approach to research (e.g. Bringer et al. 2006; Rodic and Primorac 2015; Le Blanc 2017), which means that they tend to promote a positivist or empiricist ‘bias’ into the organization of information (e.g. Grbich 2007; Rodic and Primorac 2015; Salmona and Kaczynski 2016; Le Blanc 2017). Some authors have either lauded or criticized the ‘audit trail’ that is said to be left because of the ‘transparency’ of using QDAs (e.g. Bringer et al. 2006; Fielding 2008; Goble et al. 2012). That is, some see such a trail as ‘proof’ that qualitative research is or at least can be systematic and scientific, while others lament the notion that we have to dress up ethnographic projects to mimic the look of quantitative or other supposedly more ‘scientific’ approaches to research (on the ‘look of rationality,’ see Fife 1995b).
One of the criticisms that is most worrying involves the notion that using QDAs can force us into disguising or devaluing often ‘messy’ research practices in order to force them into orderly pigeonholes, holes that suit computer rather than human mentalities (e.g. Grbich 2007). Goble et al., for example, have written about the way a version of NVivo 8 impacted a large ethics and health care study. These impacts went far beyond affecting project dynamics, resulting in what they called the “split-mind effect,” requiring them to always keep part of their attention focused on how the computer ‘wanted’ to see things (Goble et al. 2012: no page number). In other words, using QDAs can have the unfortunate consequence of making a researcher ‘think’ like a program or face the consequences of an unproductive outcome. One of the common complaints associated with QDAs is that using software tends to lead to ‘over-coding,’ so that ‘feeding data into the programs’ becomes a goal or end point in itself (e.g. Goble et al. 2012; Evers 2016; Robins and Eisen 2017).
All of this (and a lot more) aside, students and newer researchers are often not willing to put in the kind of time it takes to carefully select and then learn how to use specific QDAs (Rodic and Primorac 2015; Salmona and Kaczynski 2016), begging the question of whether or not such programs are really better than manual counting. Carol Grbich (2007: 233) offers the example of one British researcher who actually compared the time necessary to interpret data from a large survey of household practices by hand versus using Ethnograph. She discovered, to her dismay, that analysis and interpretation took the same amount of time doing it manually than it had by using a QDA. Grbich (2007: 234) ends her excellent chapter on the judicious use versus misuse of QDAs by stating: “The tyranny of a system, however useful, which has the capacity to direct and simplify the construction of the views of researchers and ultimately those of readers, will thus always be problematic.”
There are, then, things to be gained and things to be lost by the use of qualitative programs. There is a strong chance that researchers using software programs are far less likely to achieve the kind of intimate knowledge of their own field notes and findings that is afforded through hand counting and hand coding. Something we need to remember is that all computers are digital, which means that they are based on a string of ones and zeros, either/or, something/nothing outcomes. This is not true of the human mind. Reading through your own notes will be sure to uncover a number of ‘almost’ or ‘just missed’ examples, things that would probably not ‘count’ under the software protocol. The something/nothing paradigm of digital program searches may not turn up these kinds of near misses or imply that they are insignificant. In my opinion, if you really want to know your material, count it yourself. As noted by Goble et al. (2012, no page number): “With CAQDAS … We become language-less. Our language becomes that of the computer, a series of ones and zeros, a statement of either there or not there, with no inherent meaning either way.”
Having mentioned some of the many critiques of using QDAS programs in an unthinking manner, let me also note that Amana Marie Le Blanc (2017) has shown that even seemingly positivistic programs as NVivo 10 can, in the right hands, be used to ‘disrupt’ and reconfigure research endeavors, leaving us able to formulate counter-narratives that are more in keeping with various forms of critical analytical approaches (e.g. Feminist, Marxist, Queer Theory, Postmodern, and others). Studying three self-identifying female gamers, she shows how a creative reconfiguration of the tools offered by NVivo 10 (and presumably similar programs) can reinstate a less defined “messy research practice” (Le Blanc 2017: 795) and help us “dismantle the specter of conventional humanistic qualitative inquiry” (ibid.: 796). In short, Le Blanc offers us a way to subvert the hegemony of QDA offerings, programs which perhaps not-coincidently began to show up in the same time period (1980s) that serious challenges began to be offered to more ‘scientistic’ or positivist-based research agendas.
At the same time, QDAs can often suggest a ‘newness’ or ‘innovation’ where none really exists. Evers (2016), for example, suggests that because of QDAs we can now do “thick analysis,” in which we can tap into our creativity to build several analytical points of view at the same time. This, he claims, will result in “an in-depth understanding of different aspects of your data-set” (Evers 2016, no page numbers). The implication seems to be that this was either not possible before or perhaps simply too difficult to do as a part of qualitative research. Despite Clifford Geertz’s 1973 book listed in his bibliography, in which Geertz explains his ethnographic concept of “thick description,” Evers seems not to fully understand that multiple analytical points of view, at least in fields such as literary theory and anthropology, long predate the creation and availability of QDA programs (e.g. Bateson’s famous 1958 book, entitled Naven, drew on three points of view at the same time).
It is true that the use of QDA programs does not have to be an all or nothing affair. In a phenomenologically based health study a team of researchers, Goble et al. (2012), noted that, as they began writing up their research results, they ended up abandoning NVivo 8 and returned to manual methods of information retrieval. Yet, they still found that using QDAs had helped them organize what were very large amounts of research material. To me, this suggests that those who are already more comfortable with complicated forms of computer programing might explore one or more of the QDA programs without necessarily feeling that they must commit to their full or exclusive use, while those who would have to dedicate substantial periods of time to learning how to use a specific program might not find it worth the time and effort involved.
It can also be noted that as far back as 2004, Nancy La Pelle showed us how “[for] many, though not all, data management and analysis functions Microsoft Word can be used as QDA software” (La Pelle 2004: 106). The obvious advantage of this is that Word and similar standard computer software programs will have a much shorter learning curve in relation to typical QDA programs. When we realize that the primary function of QDA programs is organizational rather than analytical, it should encourage researchers to experiment with already existing standard operating programs and even smartphones for the storage and organization of ethnographic information. However, I would point out that this still greatly increases the cost of doing research over using simple pencil and paper solutions and that pencils and paper neither run out of power nor include the almost constant risk of theft in field sites or elsewhere. Nor has pencil and paper ever ‘crashed’ and lost hard-won information, a not uncommon occurrence when using QADs (e.g. Rodic and Primorac 2015).
If I were to use an analogy from the art world, I still believe it is important to learn how to draw before you decide to produce an abstract work of art. If you don’t know the ground on which you purport to be standing, you are much more likely to let pure imagination rather than existential reality be your guide. This may be allowable in the art world; it is not in the social sciences.
As my research career continued, I found whole new situations in which counting as a qualitative method proved to be invaluable. In particular, it greatly enhanced some of the forms I used for coding non-standard kinds of ethnographic material (for an excellent example involving the uses of photographs, see Mannik 2012). This involved archival research on missionary activities in the Pacific Islands, tourism research on the Canadian island of Newfoundland, and finally research into imaginary worlds such as Steampunk and science fiction. In Chap. 5, I will explore the uses of counting in ethnographic work that utilizes archival material. In Chap. 6, counting will be considered for the way it can enhance the use of images in tourism research. Chap. 7 will bring a focus on counting as a productive way to help make use of fictional literary sources for social research, including how we can learn more about slavery through science fiction and religious belief through fantasy fiction (for an excellent account of belief as a ‘language of distress,’ see Migliore 1997). Finally, Chap. 8 will offer a summary of the advantages of making counting a standard part of ethnographic research projects.
It should become obvious with the above description that this book is about more than the issues of counting and verification alone. It is also about encouraging the reader/researcher to engage in imaginative new areas of ethnographic research, or perhaps rethink approaches to forms of enquiry that they already believe they fully understand. Too often, researchers seem to create oppositions out of methods versus ethnography, analysis versus evidence, or even perception versus examples. In qualitative research, all of these seemingly opposed dyads are intimately connected, each to the other. Using simple counting, for example, to ‘test’ the reliability of one’s own perceptions is no different than making sure to collect material from various angles on the same topic through the use of observation, interviews, and self-reporting. The goal in each case is the same—to increase our confidence in our research findings and to better understand how ‘findings’ become artifacts of the research endeavor itself. As such, it benefits us to formulate well-constructed and multiple-layered approaches to our ethnographic experiences, so that we might develop better portraits of those who are living the lives that we hope to understand.
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Footnotes
1Throughout the book, I will be using the terms ethnographic and qualitative as if they were fully interchangeable words. For the purposes of the book, the counting methods I am discussing are equally relevant and equally useful for each kind of research and nothing is gained by repeatedly differentiating them. However, the two terms do not actually refer to identical forms of research. The heart of ethnographic research has always been long-term participant-observation, whatever other methods might be used as part of the same project. Qualitative research, on the other hand, might involve only interviewing, or it may include other qualitative methods such as self-reporting or short-term observations, while not incorporating long-term participant-observation. In short, ethnography is always a form of qualitative research, but qualitative research is not always a form of ethnography. These are differences of degree, however, and not of kind.
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Abstract
The author makes use of an extended example of research involving education and social change in the country of Papua New Guinea to explore the creation of counting schedules for checking on the reliability of information gathered through other qualitative methods, such as extensive participant-observation. Comparing numerical results with prose notes results in far greater confidence for findings. It can also provide a form of shorthand when presenting results to others. Stress is placed on learning how to identify key indicators for counting certain forms of social behavior when attempting to add evidence for or against interpretations from other fieldwork-based evidence. Classroom discipline in the elementary classrooms of Papua New Guinea provides a concrete example of how to create and interpret a simple counting schedule. It is also shown that unless the researcher constantly compares numerical with non-numerical results, ethnography loses much of its impact.
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As noted

 in the first chapter, initial coding of my observational notes on classroom behavior in three community schools in West New Britain alerted me to the importance of the desire to instill discipline into the behavior of students. Examples varied enough that it was difficult for me to understand the different ways that this was being done simply through the use of standard field notes and an interpretive framework of analysis. In theory, category saturation should have helped filter some of these differences. In practice, I was finding it difficult to decide which examples should go into which ‘category.’ And what was I to do with the large number of seemingly unique examples—the ones that didn’t fit fully with any of the others, yet clearly remained about the issue of discipline? I decided there had to be underlying principles organizing specific sorts of teacher/student interactions and that something like counting schedules might help me find at least some of them, while also helping deal with the issue of data reliability.
This work began simply enough. It would be necessary to define ‘discipline’ if I was going to count it in some fashion. This very quickly led to the realization that motivation or intent would be impossible to define in an adequate manner—I would have to rely upon overt actions. After a considerable amount of thought, I came up with the following definition.I defined what I came to call “disciplinary

 action” as any verbal command, instruction or response by the teacher that indicated a negative evaluation of a student or students’ behavior(s), which in turn led to a relatively immediate response by the student or students (i.e. a response that indicated an effective communication had taken place). (Fife 2005: 88)

In other words, the interaction had to have a specific result or lead to some form of acknowledgment for it to be considered an effective communication and therefore a true disciplinary action. So, something that I might observe and put into my notes as displeasure appearing on a teacher’s face when little Matthew was talking during an English class a little too loudly to the student sharing the same double-desk was not counted as a ‘disciplinary action’ unless Matthew also noticed and responded to the teacher’s facial expression in some fashion. This could be compared to the glare the same teacher exhibited toward Matthew during a math lesson, waiting for him to notice and become silent as a response, which signified that a true disciplinary action had occurred.
First, I realized that I would have to work through the logistics of counting. How, for example, would I record it in my notes? Recording had to proceed in a very straightforward fashion, so that I could simultaneously concentrate on observation and not miss relevant behavior. After a few false starts, I created the following model, which I have since used successfully in many different research situations. The false starts taught me many things in themselves. For example, one lesson I learned was that I was only able to focus on a few kinds of behavior at the same time. After discovering this, I decided to concentrate on disciplinary actions directed at individual pupils versus those involving students as a whole—which the initial false starts had at least taught me was something worth noting. I decided to use the unassuming device of adding a horizontal stroke each time a disciplinary action took place, with a vertical stroke cutting across every fifth example. This would allow me to avoid getting lost in my counting and also make it very easy to add up the final results. The notes for this specific counting schedule ended up looking something like this (although they were of course written by hand on my note pads).
Disciplinary Actions

	Time observation began: 1:15 p.m.
	Time observation ended: 2:18 p.m.

	Individual pupils


	Disciplinary actions: IIII IIII IIII III

	Collective pupils


	Disciplinary actions: IIII IIII II





Other important information was systematically recorded for each period of observation. In particular, notes were always included about the teacher (the name of the person, relative age, gender) and the class (specific grade and the course topic such as grade five math, science, or language arts).

At a glance, we can see that there were 18 examples of disciplinary actions involving individual pupils and 12 disciplinary actions involving this particular class as a whole during the same time period. As I went along, experience taught me that I could record two or three varieties of behavior at the same time (e.g. involving individual versus collective discipline, or the disciplining of male versus female students) but not more than this if I wanted to retain an accurate count. This may differ by the researcher to some extent. Experimentation will teach each person the limits of their abilities for accurate recording while using counting schedules.
Over time, results will usually begin to show specific patterns. For example, I soon found that the more general subjects (such as health, art class, what would be called civics in North America, and so forth) were very sporadically taught and that this data was very difficult to gather for comparable periods of time. Teachers spent very different amounts of time on each of these kinds of subjects, both within the same schools and across schools. Therefore, I decided to lump the results together under the heading General Subjects, as they did in the school curriculum itself (and in their own teaching timetables). I also soon discovered that the time-consuming nature of counting schedules meant that I would have to concentrate on only some of the main subjects. I therefore chose English and Math, as subjects representing more scientific versus more interpretive approaches to teaching and learning. I could do these things without worrying about skewing the results because, again, I was utilizing a method for ethnographic comparison rather than attempting to generate statistically valid results. As long as I remained consistent across classrooms and schools, the results would be usefully comparable for research purposes.
Despite these changes, I was left with the problem of inconsistency for the total times I that was comparing. I had initially assumed that most numbers could be turned into simple percentages in order to compare these across classrooms and schools (e.g. enabling me to make statements such as “individuals were disciplined 64% of the time and the collective student body disciplined 36% of the time in Ewasse Community School grade four math classes, which we can compare to … in Kimbe Community School”). However, when grade six math classes were off in terms of total observation times by 12–15 minutes between schools, was it really the best idea to compare straight percentages as if everything had been held equal? It seemed to me to do so would imply that I was also comparing exactly equivalent observation times. The solution to this dilemma turned out to be quite simple. Turn the percentages into ratios, so that the actual observation times could be adjusted to a certain extent. Each result could be reported in relation to a set time period (e.g. as observed behaviors per minute, per hour, etc.), leading to more truly comparable results. Raw numbers were also commonly reported in my work, along with percentages, so that a reader could understand the transformations I had carried out in order to turn the numbers into ratios and also recalculate the results if they thought of a better method. My own end results were often reported in the following kinds of tables. All classes involved observation for between seven and eight hours in total.
In Table 2.1, ‘class’ refers to the teacher disciplining the class as a whole (e.g. “Alright, everyone put their heads down on their desks. Count to ten … Now, hands up, hands down, hands up”), while ‘pupil’ refers to disciplining a specific student (“John, why are you bothering Mary. Sit down at your desk”). Even these raw numbers tell their own stories. It is easy to see, for example, that the number of times disciplinary actions occur drops off rapidly sometime between grade two and grade four (one of my interests concerned when most students internalized educational discipline). While at the same time, there seems to be no collective preference for disciplining individual students versus disciplining the class as a whole. Clearly, there were individual teachers who had firm preferences for one of these forms of discipline over another (something that can only be fully visible when combining the numerical results with my field notes about individual teachers). The last point brings up something important. Counting schedules or other counting devices are not something to be used in and of themselves in ethnographic research. Rather they check, add to, and sometimes contradict other forms of information. That is, they are very much part of the total package rather than ‘facts’ that can be considered independently from other kinds of information. They are, in a phrase, inherently comparative.Table 2.1Disciplinary

 actions in the classroom (raw



 numbers)


	 	Grade two
	Grade four
	Grade six

	Class
	Pupil
	Class
	Pupil
	Class
	Pupil

	Kimbe Community School

	English
	39
	31
	11
	10
	10
	12

	Math
	12
	10
	0
	9
	1
	0

	General
	23
	22
	5
	3
	2
	5

	Total
	74
	63
	16
	22
	13
	17

	Bialla Community School

	English
	25
	80
	20
	24
	3
	1

	Math
	11
	28
	3
	4
	0
	2

	General
	7
	32
	4
	8
	1
	1

	Total
	44
	140
	27
	36
	4
	4

	Ewasse Community School

	English
	45
	68
	9
	8
	7
	5

	Math
	6
	13
	0
	4
	2
	3

	General
	7
	8
	2
	1
	1
	1

	Total
	58
	89
	11
	13
	10
	9




The information presented above can be taken and given in a format that emphasizes ratios, as in Table 2.2.Table 2.2Disciplinary

 actions per teaching hour


	 	Total/grade
	Total hours
	Actions/hour

	Kimbe Community School

	Grade two
	137
	7.6
	18.0

	Grade four
	38
	7.8
	4.9

	Grade six
	30
	7.9
	3.8

	Bialla Community School

	Grade two
	184
	7.8
	23.6

	Grade four
	63
	7.3
	8.6

	Grade six
	8
	7.3
	1.1

	Ewasse Community School

	Grade two
	147
	7.9
	18.6

	Grade four
	24
	7.8
	3.1

	Grade six
	19
	7.9
	2.4




In Table 2.2 the total of disciplinary actions per hour (over all subjects added together for the same grade/class) is divided by the total observation time involved (which has itself been converted to an easier to understand ratio that has been rounded to the nearest tenth), resulting in a ratio of disciplinary actions that occur per hour for each grade. The main purpose of this table was to check on the reliability of my observation above that it seemed obvious from the raw numbers that somewhere between grade two and grade four there was a distinct drop in teacher-led disciplinary actions. The ratios easily verify this interpretation. The results are actually remarkably uniform for this trend, particularly when considering the different types of schools involved. Kimbe Community School, for example, is the largest primary school in the province and serves the capital town of the province (Kimbe town). Bialla Community School services a smaller town and also includes some students who walk in or are otherwise transported from nearby rural villages, while Ewasse Community School is a rural school and serves several different villages. Yet, the overall trend is both very consistent and unmistakable—by grade four, students are expected to be able to exert much more self-discipline and not require nearly as much teacher-led discipline as part of their lessons. The drop-off in disciplinary actions continues between grades four and six, although as a much less pronounced trend.
At the same time, the ratios also show that Bialla Community School could be thought of as the most ‘discipline’ oriented of the three schools. This drove me back to my original notes and I was able to confirm through observational recordings that the notes for Bialla Community School did in fact contain more references than for the other schools about disciplinary concerns. Statements from my notes such as “Mr. Sil (a grade four teacher) is a very strict disciplinarian” and “the headmaster here really encourages a tightly run classroom” can help verify what the ratios tell us. The drop-off between grades two and four was not quite as pronounced at Bialla Community School because teachers retained something of a stronger disciplinary emphasis, yet they dropped off to almost nothing by grade six (perhaps indicating an even greater ‘success’ than at the other schools in terms of the inculcation of discipline into the ‘student body’). At the same time, the overall pattern remained well in keeping with the other two schools.
This pattern amply verified my initial ethnographic impressions that “something changed about disciplinary interactions as the grades proceeded upward.” At the same time, returning to my original notes for synchronization also made me remember that these notes give a flavor to the process that the counting schedule does not hold.
It is one thing to show the trends noted above through ratios and another to present the following kind of observational evidence to a reader.Sticks and stones are often used as counting devices to help students learn how to do arithmetic. This is part of the normal teaching method for mathematics and it seems to work quite well. One student [at Ewasse school], however, finished his problems [being done individually upon the floor] in a very short time, simply writing his answers down on his sheet of paper without working them out with the material provided. The teacher came over and said “Eh, you’re not finished. How are you finished?” The student replied: “I did it in my head.” Instead of praising him for being clever, the teacher became quite upset at this answer. “No, that’s not right.” He took the paper away from the student and made him work out the answers the “right way,” using the sticks and stones on the floor. (Fife 1983: 257)

Or:A very short time later, while checking to see how other students were doing, the same teacher came across a boy who was making up “extra” problems for himself with the sticks and stones. “Eh, what are you doing? These aren’t the problems.” The boy explained that he was finished and showed the teacher the neatly arranged sticks and stones that he had compiled for the assigned problems. “I’m finished,” was all he said. “No, you’re not,” replied the teacher, while erasing the assigned problems by scattering them with his foot. “Now you have to do them again, bighead.” (ibid.: 257)

It is the written record that can give a sense of what it is like to be involved in these two antagonistic encounters between a teacher and his pupils. A counting schedule can usefully verify an overall pattern of behavior, but it needs to be recoupled with other qualitative evidence to achieve an ethnographic punch. It is the prose that lets readers imagine themselves into being either the teacher or the student in these disciplinary confrontations.
We might define a counting schedule as being a form of organization that allows us to compare examples of behavior within a specific context and in relation to information that has been gathered through the use of other qualitative methods. The ultimate goal of using a counting schedule of any kind is to add another layer of verification and enrich the interpretation of qualitative research material. If in the researcher’s opinion, another perspective is unlikely to be gained on a particular issue through the use of such a schedule, then there is no point in using this method simply for the sake of adding some numbers to the mix.
Because of the above, there can be no single ‘template’ that can be offered for the creation of counting schedules. This is because they can only be defined and organized in relation to the ethnographic information the researcher hopes to collect. As such, one template will not fit all. This is why I have given such a variety of different examples (which will continue in the next chapter) involving the use of counting schedules in actual field situations. The researcher will continually have to reinvent specific schedules to properly meet their own particular research requirements. The final organization of any counting schedule depends on the goal or goals the researcher has for the material being collected. That is, it will depend on exactly what it is they are hoping to use the numbers to elucidate in relation to the overall project. Methods are not ‘opposed’ to ethnography as if they were two separate things; in fact, as is true for counting schedules itself, the one comes organically out of the other rather than being imposed ‘upon’ it.
Ultimately, it is only by bringing disparate kinds of evidence together that we can produce a sense of actual social processes as they are lived and hint at what it might feel like to be a human being participating in that process. In the end, this is what makes ethnographic research worth doing and ethnographies worth reading and writing.
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Abstract
Two examples from educational research in Papua New Guinea and one from ecological tourism in Newfoundland are used to illustrate what to do when the researcher wishes to investigate specific social patterns further, when an expected result is not achieved, when an opportunity to count something important is missed, and the limits of our own ethnographic imaginations. An extended example of using a counting schedule to check on gender patterns in classroom interactions is utilized to elaborate and troubleshoot certain aspects of using a counting schedule. A situation involving specific forms of language use helps explain the benefits of negative results and how to interpret them. The frustrations of hindsight and missed opportunities are also explored in relation to a research project involving national parks in Newfoundland. Numerous examples are given of ways that counting schedules can be exploited for a variety of other research activities.
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In this chapter, I would like to give an additional example of the usefulness of verification through a counting schedule. But, counting schedules and other methods do not always provide us with the results for which we hope. Therefore, I think it is also important to provide the reader an example of a counting schedule that did not verify expected results, as well as an example of my own failure to recognize a research situation that would have benefited greatly if I had chosen to use a counting schedule.
Gender Issues: A Second Example of Verification
Although the official position

 for both the provincial and national governments, as well as education officials, gender equality was by no means a standard ideal in most of the cultural formations present in Papua New Guinea (e.g. there were more than a dozen different language groups present just around the one town of Kimbe and 700 to 800 in the country as a whole [depending on how one counts], all belonging to two major language families). This meant that cultural background could not be taken for granted as somehow ‘being the same’ for all students. Nevertheless, certain major patterns were relatively consistent over many different cultural formations. One of these was a bias for putting far more family/kinship resources into formally educating boys than girls (see Fife 1994, and also Fife 1995a, b for a more general overview of the historical changes affecting gendered roles in the country). Given this overwhelming social reality, I was eager to see to what extent male versus female students received different kinds of messages through hidden curriculum in the classrooms of West New Britain about gender roles. My classroom observation notes contained what seemed to be mixed messages, though there were situations in which I thought I could detect fairly consistent biases favoring boys over girls. My notes, however, were not consistent enough (as they had been gathered for more general reasons and only coded for ‘gendered’ behavior after the fact) to make me confident in my findings. Could I check my more general ethnographic impressions through the use of a counting schedule?
To begin with, I would have to decide how I would measure a gendered form of hidden curriculum. I decided to be as straightforward as possible, and simply count the number of times male versus female students were called upon to answer questions within specific kinds of classes. I would also record whether it was a male or a female teacher doing the asking.
The first set of numbers I generated is presented in Table 3.1. In each school the total time used for each overall set of observations was between seven and eight hours, with a minimum of four hours of English instruction, one hour of math, and two hours of General Studies (including Community Life, Health, and Expressive Arts, but not Religious Instruction, which mixed the grades). Because my only real interest in using this counting schedule was to consider the relative percentage of teacher and boy or girl classroom interactions, the small differences in overall observation were not a substantial issue. The basic assumption was that interactions would reflect a teacher’s belief about the appropriateness of boys versus girls participating in formal education. A teacher who believed that education was more important for a boy than a girl, for example, could be expected to call upon boys more often to answer questions in class.Table 3.1Teacher interactions with male/female students (raw



 numbers)


	Kimbe Community School

	 	Grade two (F)
	Grade four (F)
	Grade six (M)

	Present
	22 boys/25 girls
	25 boys/25 girls
	19 boys/11 girls

	 	Boys
	Girls
	Boys
	Girls
	Boys
	Girls

	English
	61
	53
	57
	54
	81
	38

	Math
	9
	6
	17
	26
	42
	13

	General
	14
	12
	23
	20
	52
	13

	Totals
	84
	71
	97
	100
	175
	64

	Bialla Community School

	 	Grade two (F)
	Grade four (F)
	Grade six (M)

	Present
	15 boys/11 girls
	19 boys/18 girls
	14 boys/16 girls

	 	Boys
	Girls
	Boys
	Girls
	Boys
	Girls

	English
	124
	67
	34
	25
	104
	114

	Math
	23
	14
	11
	7
	28
	17

	General
	59
	32
	44
	25
	48
	61

	Total
	206
	113
	89
	57
	180
	192

	Ewasse Community School

	 	Grade two (M)
	Grade four (M)
	Grade six (M)

	Present
	14 boys/14 girls
	16 boys/17 girls
	19 boys/7 girls

	 	Boys
	Girls
	Boys
	Girls
	Boys
	Girls

	English
	177
	139
	46
	35
	52
	11

	Math
	5
	4
	17
	40
	40
	11

	General
	18
	18
	15
	8
	18
	3

	Total
	200
	161
	78
	82
	110
	25




In Table 3.1, ‘present’ refers to the total number of male or female students actually in a specific grade/classroom. The raw numbers indicate the number of times a boy or a girl was called upon to provide an answer within an English, Math, or General Studies class (with totals at the end). The initial ‘F’ or ‘M’ appearing beside the grade level indicates whether the particular grade or class was taught by a female or a male teacher.
These raw numbers

 can be turned into equally raw percentages (i.e. as straight percentages of interactions as they occurred between teacher and male or female students, uncorrected for the relative number of female or male students in a class). These raw percentages are presented in Table 3.2. Percentages are rounded to the nearest tenth of a percent.Table 3.2Raw percentage of teacher questions for male/female students for all classes combined


	Male/female percentage by grades/schools

	 	Grade two
	Grade four
	Grade six

	 	Boys
	Girls
	Boys
	Girls
	Boys
	Girls

	Kimbe Community School
	53.9%
	46.1%
	49.2%
	50.8%
	73.2%
	26.8%

	Bialla Community School
	64.6%
	35.4%
	61.0%
	39.0%
	48.4%
	51.6%

	Ewasse Community School
	55.4%
	44.6%
	48.8%
	51.2%
	81.5%
	18.5%




The uncorrected numbers presented in Tables 3.1 and 3.2 indicate some interesting trends. We could think of this as a student’s ‘raw’ experience of life in the classroom (e.g. as something directly experienced). In these terms, four teachers (two males and two females) call upon boys to answer questions in all of the lessons combined at least 60% of the time or more. Five teachers (two females and three males) show relatively minor differences in the number of times they call on male or female students. Three teachers, two males and one female, actually call upon females more often than males to answer questions overall. One thing that the raw tables seem to show is that biases are not easily related to the gender of the teacher himself or herself. Some male and female teachers seem to show a bias toward asking males more questions in their classrooms, and some do not.
Although I am not going to do so here, it should be obvious that the raw results could be looked at for other kinds of specific patterns (i.e. other than overall results). For example, seven out of nine teachers favored male over female students in terms of asking them questions during math classes. It should be clear from this that even if overall numbers are less conclusive, biases in relation to specific subjects may be more (or less) conclusive and need to be looked at individually.
Because of the large differences that exist at times between the number of actual boys versus girls attending a given grade/class (particularly acute in grade six in two of the three classes), it seemed to me that it would be useful to ‘correct’ the results to try and take these discrepancies into account. I don’t want to clutter these results up with unnecessary complexity (the reader can see Fife [1992] for ‘corrected’ tables), but I will mention one specific example of using ‘corrected’ numbers just to show the reader how it works. If we take the most obvious example of a teacher who shows ‘bias’ toward male versus female students, which is the male teacher in the grade six Ewasse classroom, we can see that he asked males questions 81.5% of the time across all subjects. In one sense, this is hardly surprising, as his classroom contains 19 boys and only 7 girls. In other words, it is made up of 73.1% males and 26.9% females. If he literally asked a boy or a girl a question in exact proportion to the makeup of the class, then this would lead to these exact results. But we can see that his raw percentage is even higher (e.g. he asks males questions 81.5% of the time) than the skewed enrollment would allow for, in a technical sense. If we put the actual results over the expected results (i.e. the percentage of times he actually asks male students questions versus the percentage of male students in his class), we can arrive at a ‘corrected’ ratio. This ratio would be 1.11: 1. In other words, even after ‘correcting’ for the actual number of males and females in his classroom, he shows a bias toward asking males questions. This ratio could be easily translated as meaning that for every 100 times he asks questions of a girl who is actually present in his classroom a question, he asks questions of the boys who are actually present 111 times.
When all of the numbers are corrected in this way (see Fife 1983), we find that six teachers (three male and three female) still show a preference for asking boys questions more often than girls, two teachers (both male) are nearly perfect in relation to the actual ratio of male/female students present, and one teacher (female) shows a bias in favor of female students (see Fife 1992).
It is difficult to tell what kind of an impact these ‘corrected’ patterns might have on actual students. Clearly, elementary school students do not sit around their own classrooms and calculate the relative ratio of male/female interactions. Yet, students might well be affected by this form of relatively skewed interactions. However true this might be, there is no doubt in my mind that some of the students are strongly affected by their ‘raw’ experiences. Being one of only seven girls in the grade six Ewasse school class noted above must carry its own message about the ‘appropriateness’ of the pursuit of education by males or females. When you add in the raw experience of watching boys being asked questions four times (81.5%) as often as your sister students, there seems little doubt that gender bias plays an important role in the educational experiences of at least some pupils in West New Britain. At the same time, it is interesting to note the somewhat mixed results, which would seem to indicate plenty of room for follow-up in relation to investigating the gendered classroom and some of the factors that might be affecting it in a specific socio-historical time and place. The ‘mix’ also echoes my own observational field notes, which I had difficulty interpreting as a firm overall pattern.
Both the ‘raw’ and the ‘cooked’ results are highly suggestive of at least some systematic gender bias and the messaging being sent to students through it. This can be put together, as I did, with other ethnographic evidence and related to the historical and cultural contexts relevant to the situation in order to help explain how wider trends in gendered behavior and expectations dovetail with the hidden curriculum of gender issues inside of the classrooms of West New Britain (e.g. Fife 1994, 1995a, b).
As noted above, quite a bit more could be done with even this simple counting schedule. Math, English, and General Studies classes, for example, could all be given the same ‘raw’ versus ‘corrected’ treatments. How we go about deciding what ‘counting’ is worth doing and the extent to which we parse the numbers we end up with depends upon the specific interests of the researcher. My own interests were on the large-scale educational process and its connections to wider social and cultural trends in the province of West New Britain. But a researcher who was focused much more on specific gender issues, for example, might have decided to create many more fine-grained ways to count what was going on in the classrooms in terms of gendered interactions.
What the examples given so far in Chaps. 2 and 3 show is that counting schedules are most effective when understood as a qualitative method that can be used to generate new information and check on the relative reliability of information gathered through other ethnographic methods. Again, they also receive their best use when coupled together with other ethnographic findings. For example, while it might seem that boys often receive the message that they are ‘more important’ than girls and their opinions more highly sought after, there is more to inequality than revealed by these specific counting schedules. Coding my ethnographic notes, for example, revealed to me that it was high-performing boys and not girls who were constantly brought up short by teachers and admonished not to be a ‘bighead.’ This term is a variation on the Tok Pisin term ‘bikhet’ (the language of Tok Pisin served as a lingua franca among roughly half of the population of Papua New Guinea at the time of my research) and it refers to a person who might be called a ‘smart alec,’ ‘smarty pants,’ ‘know-it-all,’ or other similar negatively connoted phrases in standard forms of North American English. In other words, despite the overall results of the counting schedule used above, certain boys also faced negative messaging through the hidden curriculum of the classrooms of West New Britain.
On the other hand, the counting schedule results showing overall bias giving boys more opportunities to express themselves also becomes much more powerful when coupled with ethnographic notes about the hidden curriculum of allowing the aggressive actions of boys to go unchecked (i.e. these are actions that do not show up as part of the counting schedules used above, as the behaviors in question were consistently ignored by teachers). Some examples from my research notes follow below.A boy is bothering a girl just in front of where I’m sitting. The girl says to him: “You stop looking [at my work].” She turns to the teacher: “Excuse,” but the teacher ignores her. She says it louder. “You stop looking, excuse!” But the teacher still ignores her, as I’ve found most of the teachers do when the kids tell on each other like this. “Excuse, he is talking.” Still no reaction. Finally, the boy actually chases the girl to the back of the room, gently pushing her around a bit. The girl cries out: “Excuse, Matias is fighting!” Nothing happens. They go back to their seats. (Grade Two, Ewasse Community School)


This kind of hidden curriculum makes sense when we understand that the cultural norms of every indigenous group in Papua New Guinea favor the aggressive behavior of males over females. It is true that PNG cultural groups differ considerably in regard to the extent to which this kind of aggression is fostered. Historical and geographical (e.g. living in heavily populated valley areas with a shortage of land for horticulture versus more sparsely populated coastal areas) factors are always at play. But all groups value aggressively independent ‘male’ behavior (see Fife 1995a, b). It would have been surprising if this had not had an impact on hidden curriculum, as we can see below.One boy is slapping another. He does it several times, on the shoulder and on the head. The teacher is over in the corner and either doesn’t notice or pretends not to notice – as everyone else in the room seems to have. Eventually, the boy doing the slapping walks away. I have seen boys respond to this kind of treatment by calling out loud to the teacher [with no results]. (Grade Four, Bialla Community School)

Or, the even more extreme:Reading lesson. The teacher hands out books to students. There is only enough for one book for each group of two or three. The boys like to move around and change desks, but she sends them back to their original desks. “Okay, ready to read? Okay, you two start.” She means for them to read out loud together, but one boy starts reading before the other. The other boy leans over and cracks him [the boy who started first] on the head with a ruler. I’ve noticed that teachers never interfere when boys do things like this, unlike the immediate reaction this would get in Canada. (Grade Two, Bialla Community School)

By no means do all forms of allowable male aggression in the classrooms involve more or less violent forms of behavior. Two other kinds of examples of the independent actions of boys that go unchecked are given below.It feels hot in the class today. A boy gets up and opens the door, without asking permission. There doesn’t seem to be any problem with this. (Grade Five, Ewasse Community School)

Two boys sneak along the wall to the front of the class and bolt out of the open door. The teacher seems not to notice [though everyone else in the class did]. (Grade Two, Bialla Community School)

Similar sorts of behavior by girls would normally bring disciplinary actions. I noted in my own dissertation, after presenting many examples of different kind of aggressive action by boys in the classrooms that went ‘unnoticed’: “Although I have made a specific search for them [while coding], my notes do not contain similar aggressive initiatory behavior by girls that continuously goes undisciplined” (Fife 1992: 315).
None of these forms of hidden curriculum show up on the counting schedule that I devised for checking teacher biases toward male versus female students or on the counting schedule used to record disciplinary actions in the classroom noted in Chap. 2. Yet, they remain critical for understanding both the hidden curriculum of gender and the kinds of behaviors that bring on disciplinary corrections and the kinds that do not. This underlines once again the necessity of combining counting with other qualitative methods in order to gain a fuller understanding of the actual social lives of human beings.
Failure to Verify
It seems to be just as important for me to discuss a situation in which the expected results were not forthcoming when using a counting schedule. One of the reasons I learned Tok Pisin before I went to do my research work in Papua New Guinea was that it would be impossible for me to learn all of the local languages present among the students, teachers, and parents in the schools I wished to study. Teachers, for example, often came from other regions of the country, some of the students were the children of extra-provincial migrants who moved in to the province because of various development projects, and there were more than a dozen locally occurring languages around the main town of Kimbe alone. Tok Pisin, as a trade language that was initially created during the colonial period, served in this region (and many others in the country) as a common ‘second language’ for the vast majority of the population. In addition, several different anthropologists, including my own dissertation supervisor (who had worked in this province for more than two decades), told me that although English was the official language of classroom instruction, many teachers in the elementary grades switched back and forth between English and Tok Pisin, as most of the students would be much more fluent in the latter than in the former. Therefore, it would be necessary for me to understand Tok Pisin as part of my research, as I had planned on conducting intensive classroom observation work from the very first.
However, more than halfway or so into my research work I noticed that my observational notes contained very few references to teachers using Tok Pisin for classroom instruction in any of the three schools. I did have more references to its usage outside of the classroom—during breaks, for example, or in moments when a teacher shouted out toward children during recess breaks. I was puzzled by this pattern (or lack of one) and wondered if I had not been paying enough attention—given how many other things I needed to record as part of my general classroom observations. My own results, at least so far, seemed to fly in the face of everything I had been told would happen by ‘old hands’—some of whom had conducted several decades of research in Papua New Guinea. Since I was constructing counting schedules for other purposes, why not create one for measuring the amount of time teachers spent using Tok Pisin in classrooms? Again, I could differentiate between various kinds of classes (e.g. Math versus English) in order to see if the subject made any difference. Perhaps, for example, Tok Pisin was used most often in the general subjects and less often in the more major ones? Maybe teachers with certain kinds of backgrounds used it more frequently than teachers with other backgrounds (e.g. those who originated in rural versus urban areas)? At any rate, it would give me a chance to find out if I had been keeping accurate notes for my general observations.
After completing approximately 4 hours of in-class observation for each of the three schools (roughly 12 hours in total), with each school including at least two or more grades, I abandoned the project. I had recorded a total of two observations of teachers using Tok Pisin during lessons. Because there were only two, I remembered each one quite easily. The first one involved a lengthy explanation of a local news item. A student had asked the teacher about the item, which involved robbery with violence in one of the towns, during the normal early morning greeting between teachers and pupils. My own intuition was that the teacher had switched over to Tok Pisin so that she could impart information much more rapidly and enable herself to move on to what she probably considered to be the ‘real’ lessons of the day. The only other example involved a quick aside in a health class, which was limited to the use of one small phrase when a pupil did not seem to understand a specific concept in English.
I could have continued to a full completion of the time I had originally expected to utilize for the counting schedule on the language use issue, but there really seemed to be no point to it. On the positive side, the schedule pretty convincingly verified that I had been keeping accurate ethnographic notes and had not missed out on this potentially important behavior because of my need for recording a wide range of observations.
The results of my attempt at using a counting schedule for this issue can be explained in several different ways. For one thing, none of the experienced anthropologists who had told me to expect to find widespread Tok Pisin usage inside the classrooms had focused on education or schooling as part of their own research projects. Therefore, they might have been mistaken about what was actually going on in the classrooms. Conversely, it was quite possible that they had noticed widespread Tok Pisin usage during an earlier period of their research experiences and that this practice had changed substantially in the ensuing years. Additionally, I couldn’t rule out the possibility that all of these researchers were talking about schooling as it occurred in far more ‘rural’ areas than I was doing my own research work in. Technically, only one of the schools in my study could be considered ‘rural,’ and that really served as a feeder school for several different villages simultaneously rather than being a ‘village school’ in the classic sense of the term. It was equally possible, then, that my own results were an artifact of the urban bias of the specific schools I was studying. What my attempt at using a counting

 schedule to generate a result pointed to for certain was that the usage or non-usage of Tok Pisin inside of officially English-speaking classrooms could not be taken for granted one way or the other. It was an empirical issue and would have to be considered in a far greater number of research areas in the country if a general pattern of usage or non-usage was going to be discerned. This brought up other very interesting issues, such as the relative advantages or disadvantages of students who receive the first six years of education in a Low Tok Pisin/High English versus a High Tok Pisin/Low English environment. That is, despite results that seemed quite conclusive for the three schools I was considering, the counting schedule opened up at least as many new questions as it answered. In this, it remained in keeping with other standard forms of ethnographic knowledge, which seldom yield once and for all kinds of answers.
A Missed Opportunity
Everyone seems to become a perfect researcher with the use of hindsight. Sitting and writing at a computer, one cannot help but have thoughts of “if only I had done X and Y, I’d have wonderful evidence to work with now for my paper on Z.” Unfortunately, we seldom know what will become important to us until long after the research work has been concluded. This is particularly true of ethnographic and other forms of qualitative research, which are often focused on gathering fairly general information about a large number of people over what always proves to be never enough time. Decisions about focus and emphasis often have to be chosen on the fly as the study proceeds and certain trends seem to sharpen up or become necessary to further pursue. Inevitably, this will lead to missed opportunities. I would like to discuss one such situation here.
As part of a larger research project involving tourism on the island of Newfoundland over a period of a dozen years, I conducted fairly intensive sections of the study within two national parks—Terra

 Nova and Gros Morne. I went to each park for weeks at a time summer after summer over a period of several years. In each case, this was part of gathering a larger understanding of environmentally based tourism on the island as a whole and about some of the clashes that occur between local populations of rural people and the almost exclusively urban populations who define and use national parks (e.g. Fife 2010, 2014, 2016).
As part of these studies, I spent a fair amount of time hiking park trails. This was especially true in Gros Morne National Park, a ‘wilderness area’ that contains some extremely scenic forms of hiking. My purpose was to speak with other hikers on the trail in order to try to understand some of the reasons they participated in this specific kind of tourism (even if many of them subjectively rejected the notion of ‘being a tourist’). It was only some years later, when reading over ethnographic notes, that I came up with the idea that many of the trails in national parks seemed to be ‘gendered’ in some fashion. That is, certain trails seemed, at least from my notes, to appeal more to women and some seemed to appeal more to men. The distinction was of course never absolute and was only part of larger divisions that I suspected could probably be made between trails that appealed more toward families and ones that appealed more toward individuals and couples, and so forth. Unfortunately, I did not notice these patterns at the time of the research. As is so often the case, they only appeared (i.e. were ‘recognized’ by me) after I undertook more extensive coding of my research notes for the purposes of writing journal papers (on coding, see Fife 2005: 74–83, 120–122, 134). Along the way, I had missed a perfect opportunity to use a counting schedule to see if I could verify my more intuitive interpretations, which had been based upon inductively coding notes.
What I wish I had thought to do during the research period was develop preliminary propositions about how specific hiking trails were ‘gendered’ and then see if I could use counting schedules to verify or refute these suppositions.
Schedules could have been used in any number of ways in the project. The simplest would have been to set myself up at a trailhead for a given number of hours and count the males versus the females who entered a specific trail. I would have had to take care to cover different time periods (e.g. mornings, afternoons, and evenings) and also different days of the week (e.g. Tuesdays versus Saturdays) in order to try and correct for biases that might be present because of differential employment patterns, and so on.
If I had wanted to be more sophisticated, I could have culled my notes to see if specific sections of a trail (e.g. as opposed to the trail as a whole) seemed to be more popular with women or men. This might have been followed up by unstructured interviews (see Fife 2005: 8, 93, 101–106) that would have helped me identify particular sections of trails as being especially ‘gendered.’ Then, I could have set myself up to do counting schedules along these specific sections of a trail.
Because several bits of information can be collected in counting schedules simultaneously, I might have been able to gather other interesting information at the same time. Perhaps trails or portions of trails are not simply gendered but also ‘aged.’ Keeping track of the relative ages of participants alongside of gender could have helped me answer this question—or at least brought up intriguing new aspects for consideration.
If it turned out that I was wrong about the gendering aspect of trails, or perhaps right about some trails or parts of trails and wrong about other trails or parts of trails, it would have become possible to refine my raw interpretations to a considerable extent. Would I be able to identify certain components (particular kinds of views, trail end destinations, open versus closed foliage areas, etc.) that appealed most commonly to females or to males, to the old or the young, for example?
I would have been able to take whatever results I garnered from the counting schedules and revisited other aspects of this research work. Park officials (such as park interpreters, rangers, etc.) are often very knowledgeable about what appeals to different kinds of people in the parks. Would they have recognized whatever results I received on the counting

 schedules and/or been able to suggest explanations that I had not yet considered?
All of this might have led to even more research questions. Could I have taken whatever I found and used it to reconsider other aspects of tourism in relation to gender (or perhaps age) issues elsewhere, for example? Are specific kinds of museums or art galleries gendered? What about casinos? In other research projects, for example, I have noticed that casinos in cities as widely spread apart as Halifax and Las Vegas are heavily populated by people over the age of 60 during specific times of the day (e.g. Fife 2016). Might it also be true that specific kinds of slot machines are gendered?
All of this brings me to thinking that perhaps I should have also paid more attention to gendered spaces in educational situations in Papua New Guinea. I noted that male and female students had a propensity to congregate along gender lines during recess and even that certain activities (e.g. jumping rope versus playing soccer) were heavily gendered, but it never crossed my mind at the time to consider whether or not certain spaces on the school grounds were consistently gendered in a recognizable way. Reconsidering hiking trails as gendered spaces and wondering what I might have found out about that topic through the use of counting schedules certainly makes me rethink what else I might have learned about the gendering of space and place so many years ago while doing research on education in Papua New Guinea.
The point here is not to lament lost opportunities. It is to point out the almost unlimited usages that counting

 schedules and other forms of counting (see the chapters that follow) might be put to as a standard part of qualitative research situations.
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Abstract
An extensive self-reporting technique used among grade five and six elementary school students in Papua New Guinea provides the example for understanding how numbers can better help us understand and interpret highly subjective forms of information. While it is shown that numbers alone can never replace prose evidence it is also suggested that, when used in combination, the two together can form highly effective and affecting forms of evidence presentation. Counting can also be applied to interview material in order to tease out new meanings and discover hidden patterns in the evidence, such as a consistent teacher bias for and against certain ‘types’ of students, despite claims to the contrary.
Keywords
Counting evidenceSelf-reported informationInterviewsNumbers as subjectivity
Counting can

 be used

 to aid in verification and to not only increase the accuracy of our interpretations but also add to their richness. In this chapter, I would like to consider how I used simple counting methods to add to my understanding of two kinds of previously collected research materials. The first one concerns material gathered through a self-reporting method—often considered the research technique that offers the most ‘subjective’ form of results (e.g. Fife 2005). This is the type of material that allows qualitative researchers the best chance at gaining ‘the native’s point of view,’ a key goal of virtually every ethnographic project since the early 1900s. Native, in the contemporary sense, simply refers to the inside point of view that has been internalized by any person growing up within a specific cultural environment (e.g. experiencing Cree or French as a first language) and living within a particular form of social arrangement (e.g. within Capitalism/Industrialism versus a Foraging economy). One of the key goals of qualitative research normally involves gaining the most possible insights into what it would be like to live as a member of group X, while retaining the understanding that a researcher can never fully ‘get inside someone’s head’ and that all knowledge is inherently ‘partial’ (e.g. Marcus and Fischer 1999).
Why, then, should we take the time to count material that seems to champion a subjective account over a more observational stance? The short answer is that understanding exactly what this subjective knowledge means can often be enhanced by counting certain aspects of it. Rather than ‘objectifying’ the personal thoughts of the people with whom we are working, counting can help us learn about those thoughts in a more collective way. It can, for example, often show patterns that are not fully obvious at first glance and give new dimensions for the researcher’s interpretations. The more detailed example given below will illustrate how this works in practice.
The second example I want to consider in this chapter involves material that is often counted. Interviews are probably the qualitative form of material that is most often subjected to computer-generated forms of coding and counting. My purpose in this book is not to consider computer-assisted counting, but rather to think about the less obvious uses of counting within qualitative research (i.e. counting as qualitative research). I also believe that counting by hand generates a kind of analytical creativity that is not available in any other way. It makes it easier to see, for example, why good ethnography needs to utilize both counting and the interpretation of qualitative evidence at the same time.
My Future Work
As I came to understand some of the basic patterns students were learning through the hidden curriculum in West New Britain, and as I began to tie these lessons to larger social processes and demands within the country, I came to believe that a huge gap existed between student expectations about how education might affect their lives and the reality of structural constraints (e.g. economic constraints, such as potential employment opportunities). If I was correct, students and their families seemed to be headed for huge disappointments. Before I could feel confident in drawing this conclusion, however, I had to attempt to verify whether or not students had unrealistic expectations in regard to their own futures in the first place (as my observational notes suggested to me). I decided to use a self-reporting method to check on my observational analysis (on self-reporting methods, see Fife 2005: 8, 107–116, 128). Basically, self-reporting involves making use of a device that will allow a targeted group of individuals to record what they think and/or feel about specific kinds of situations or behaviors. This might involve keeping a diary for a day, week, or month. Recording key moments of a weekend of leisure through a camera provided by the researcher or making audio recordings for the same one-hour time period each day for a set amount of time about one’s daily train commute to the office. Participants might be asked to draw, photograph, write, and/or otherwise explain what they were thinking/feeling about specific topics during a given time period or they might be asked to project their ideal situations.
In this case, I wanted to use a common method that was already very familiar to students in their own educational experiences. I provided the grade five and grade six teachers at all three schools in my study with the necessary materials and asked each one to request their students to write a short essay entitled “My Future Work” during a regular English lesson. The word ‘work’ had been carefully chosen. In Tok Pisin, ‘wok’ refers to a much broader range of activities than English speakers normally associate with it. For example, work may involve organizing and carrying out a ritualized feast event for reasons that an anthropologist might call social prestige. Wok/work culturally encompassed pretty much anything that was thought to help humans to be able to live in a not always hospitable world. A ritualized prayer could be thought of as work, just as physically constructing a men’s cult house was work. Staying away from the word ‘job’ would, I hoped, help me stay away from nudging students in certain directions (e.g. involving direct participation in the cash economy, which at the time involved a relatively small percentage of the working age population). Most students, for example, came from village families. They had either grown up in villages themselves or their families continued to be a part of the life of their home villages. At the very least, virtually all of their parents had grown up within villages. The economic basis (involving 80–90% of the total population) for life in these villages remained subsistence horticulture. In the face of this social reality, what would students see as ‘My Future Work’? And what differences might I find between the students from somewhat different cultural backgrounds at each of the three schools?
One of my prime interests in the self-reporting exercise was in finding out if I was correct in my assumption that students were receiving very strong messages through hidden curriculum about the inherent ‘value’ of an urban-based way of life and participation in the cash economy. I had found evidence favoring this interpretation across many different venues, from what teachers said during everyday lessons to the images hung on classroom walls and even the ‘games’ teachers used as part of their lesson plans (e.g. Fife 1994). Conversely, messages were constantly being given out about the relative ‘poverty’ (social, cultural, economic) of the subsistence-based way of life pursued in the villages. Did students internalize what I viewed as consistent forms of hidden curriculum?
Unfortunately, it turned out that they did. Simply reading through the essays illustrated the overwhelming extent to which students viewed their future lives as involving paid work and an urban-based way of life. A few examples from the student essays follow. In the quotes below, I leave grammar or other language issues uncorrected.When I finish my grade six I join the vocational school and when I grow a bit I join the machine [the Mechanics School in the national capital of Port Moresby]. I will know how to fix truck or car, bicycle and I stay on, e.g. one time a man come to see me and I fix his car. Then I finish, they’ll give me money and I become rich and stay happily in my home in [the national capital] Moresby. (Boy, Grade Six, Kimbe Community School)

My future work I want to be a teacher at Bialla community school. I want to teach all the children, I want to help them learn the words. I want to be a FUTURE in Bialla. Everyday I want the children to know the words in the school ground, to respect the teacher. (Girl, Grade Five, Bialla Community School)

There was much that I could learn simply by reading and rereading these essays. But as I read, I also began to believe that I could discern larger patterns in the material. I therefore decided to code all of the essays in relation to work themes. In other words, to count them. I tallied the results for each school, as this is presented below. In each table, D.P.I. stands for Department of Primary Industry (Tables 4.1, 4.2, and 4.3).Table 4.1My future work (Kimbe Community School)


	 	Grade five
	Grade six
	 
	Male
	Female
	Subtotal
	Male
	Female
	Subtotal
	Total

	Work

	Mechanic
	10
	0
	10
	3
	0
	3
	13

	Teacher
	0
	7
	7
	0
	10
	10
	17

	Doctor
	3
	0
	3
	1
	0
	1
	4

	Nurse
	0
	3
	3
	0
	1
	1
	4

	Air hostess
	0
	2
	2
	0
	2
	2
	4

	Armed forces
	2
	0
	2
	2
	0
	2
	4

	Police
	3
	2
	5
	0
	0
	0
	5

	Typist
	0
	1
	1
	0
	3
	3
	4

	Clerk
	0
	3
	3
	1
	1
	2
	5

	D.P.I. worker
	1
	0
	1
	0
	0
	0
	1

	Carpenter
	1
	0
	1
	2
	0
	2
	3

	Pilot
	5
	0
	5
	1
	0
	1
	6

	Store owner
	2
	0
	2
	1
	0
	1
	3

	Engineer
	0
	0
	0
	1
	0
	1
	1

	Parliament
	1
	0
	1
	0
	0
	0
	1

	Astronaut
	0
	1
	1
	0
	0
	0
	1

	Radio announcer
	0
	0
	0
	0
	1
	1
	1

	Architect
	0
	0
	0
	1
	0
	1
	1

	Rugby player
	0
	0
	0
	2
	0
	2
	2

	Printer
	0
	0
	0
	2
	0
	2
	2

	Electrician
	0
	0
	0
	2
	0
	2
	2

	Ship captain
	0
	0
	0
	1
	0
	1
	1

	Building inspector
	0
	0
	0
	1
	0
	1
	1

	Village agriculture
	4
	0
	4
	2
	3
	5
	9



Table 4.2My future work (Bialla Community School)


	 	Grade five
	Grade six
	 
	Male
	Female
	Subtotal
	Male
	Female
	Subtotal
	Total

	Work

	Mechanic
	10
	0
	10
	3
	0
	3
	13

	Teacher
	0
	7
	7
	0
	10
	10
	17

	Doctor
	3
	0
	3
	1
	0
	1
	4

	Nurse
	0
	3
	3
	0
	1
	1
	4

	Lawyer
	1
	0
	1
	0
	0
	0
	1

	Armed forces
	1
	0
	1
	1
	0
	1
	2

	Police
	1
	2
	3
	1
	0
	1
	4

	Typist
	0
	1
	1
	0
	2
	2
	3

	Clerk
	0
	3
	3
	0
	1
	1
	4

	D.P.I. worker
	0
	1
	1
	0
	0
	0
	1

	Carpenter
	1
	0
	1
	1
	0
	1
	2

	Pilot
	1
	0
	1
	1
	0
	1
	2

	Fisheries
	1
	0
	1
	0
	0
	0
	1

	Village horticulture
	0
	1
	1
	1
	0
	1
	2

	Sister (nun)
	0
	1
	1
	0
	1
	1
	2

	Priest
	0
	0
	0
	1
	0
	1
	1

	Driver
	0
	0
	0
	2
	0
	2
	2

	Businessman
	0
	0
	0
	1
	0
	1
	1

	Engineer
	1
	0
	1
	0
	0
	0
	1



Table 4.3My future work (Ewasse Community School)


	 	Grade five
	Grade six
	 
	Male
	Female
	Subtotal
	Male
	Female
	Subtotal
	Total

	Work

	Mechanic
	3
	0
	3
	2
	0
	2
	5

	Teacher
	3
	9
	12
	0
	1
	1
	13

	Doctor
	4
	0
	4
	0
	0
	0
	4

	Nurse
	0
	4
	4
	0
	3
	3
	7

	Store owner
	0
	1
	1
	1
	0
	1
	2

	Armed forces
	2
	0
	2
	0
	0
	0
	2

	Police
	1
	0
	1
	1
	0
	1
	2

	Typist
	0
	1
	1
	0
	0
	0
	1

	Dentist
	1
	0
	1
	0
	0
	0
	1

	Engineer
	0
	0
	0
	2
	0
	2
	2

	Carpenter
	0
	0
	0
	2
	0
	2
	2

	Pilot
	0
	0
	0
	2
	0
	2
	2

	Geologist
	0
	0
	0
	2
	0
	2
	2

	Boat captain
	0
	0
	0
	1
	0
	1
	1




There are patterns that become clear because of counting and arranging the material into tables that would have been much harder to discern with standard forms of coding or interpretation. Comparing everything together, for example, we can see that a far greater number of possibilities are mentioned at some schools than at others. Kimbe students included 24 different kinds of work, Bialla students included 19, and Ewasse students noted only 14 possibilities. Some of this may be attributable to the different number of grade five and six students at each school, but it is also fair to note that the town of Kimbe is the capital of the province of West New Britain, Bialla is a well-known town that exists largely because of ‘development’ projects, while Ewasse serves a primary village-based population. It is not hard to understand why some of the students might be exposed to a greater number of possible futures than others. At the same time, it is fascinating that no Ewasse student said that they planned to make village horticulture their future work, while two students at Bialla and nine students at Kimbe did so. Perhaps Kimbe students have a greater appreciation of the fact that the vast majority of adults will be forced to continue to make their basic living through village horticulture due to the lack of other alternatives (at the time of the study I estimated that, for the foreseeable future, the economy would not be able to employ more than 20% of the total working age population in a cash-based economy, including public service workers).
Overall, my initial impression about the essay material proved to be correct. An overwhelming number of students hoped that their future work would involve largely urban-based or urban-dependent forms of employment in the cash economy (such as school teacher, nurse, mechanic, or police officer). Although some of these kinds of work can be practiced in the countryside, such as police officer, school teacher, or armed forces member, they are not in any way associated with customary rural occupations. All of them, for example, depend at some point upon training for extensive periods in urban communities, if not actually becoming permanently stationed within one. Clearly, the vast majority of students saw themselves as ‘modern’ (a commonly used local term) Papua New Guineans who would make their living outside of village horticulture and other subsistence practices. As noted above, only 11 students out of the total of 208 who wrote the essays saw village horticulture as a desirable or likely option.
It probably does not matter that most of the grade five and six students who wrote the essays had unrealistic expectations about their futures. It is hard to say that this would be much different for students at this level writing a ‘My Future Work’ essay anywhere in the world. What is important is the indifference, almost disdain, that most students showed for living in villages as adults—despite the fact that this is exactly where almost all of them would have to end up living and making their livelihoods.
Again, we can turn back to the actual content to gain the emotional tone of the essays—something that numbers alone cannot provide. Even for those who wrote about a future that would most likely be pursued in a rural environment, their words almost always portrayed a desire not to be part of the ‘traditional’ ways of life normally found there (‘traditional’ was a commonly used local term referring to a village-based form of life). For example:Well in my future job I will become a GEOLOGIST because I want to study about rocks and to find minerals like gold, copper and oil in the ground. Because at this moment I heard people become Geologist they get a lot of money in that job that’s why I want to become a Geologist and also enjoying myself patrolling in the bush looking for materials. (Boy, Grade Six, Ewasse Community School)

For the boy above, and I would argue for an increasing number of West New Britain students at the time of my study, the ‘bush’ or rural areas were beginning to be seen not as home but rather as ‘resources’ that town people could exploit but did not necessarily desire to make their home. This kind of ‘alienation’ from the rural countryside and from ‘nature’ more generally—so that it comes to be seen as something ‘outside of’ or ‘opposed to’ humanity—becomes quite common within capitalist-based economies (e.g. Ollman 1977; Swain 2012).
There are many more things that can be learned by counting trends in the essays and combining that information with the more subjective lessons contained within them. For example, we can return to gender issues and see what this method might offer us in terms of analytical insight.
To some extent, the projections that students offer for their own future lives are also perceptions that they have about ‘appropriate gender roles.’ For example, 28 boys saw themselves as mechanics in their future lives, while no girls envisioned themselves pursuing this kind of role. Boys wanted to become pilots, join the armed forces, work as carpenters and be engaged in other forms of skilled labor as well as be professionals such as doctors or engineers. The girls, conversely, primarily saw themselves in what we might call ‘helping occupations,’ such as nursing, teaching, air hostesses, or typists (what would have been called ‘secretaries’ in North America at the time). No less than 42 female students, for example, saw themselves as future teachers, while only 4 male students indicated a wish to inhabit this role. This was particularly surprising, given that at the time of the study women made up a minority of the teaching profession in Papua New Guinea (Fife 1992: 327). In 1985 (the year before my study began), for example, 1036 males and 692 females were enrolled in the teacher’s colleges in the country (Department of Education 1985: 62). However, these overall numbers did not necessarily reflect the experiences of these particular students. Town (urban) schools often had far more female teachers at the primary levels. For example, at the time I did the study, Kimbe Community School employed eight women and four men as teachers, while Bialla had five women and three men. However, this was not true of the ‘rural’ Ewasse Community School, which engaged five male teachers and only one female teacher. Yet, 10 of the 13 students at Ewasse that wanted to become teachers were females. Clearly, elementary school teacher was ‘gendered’ in some fashion for most of the pupils in all three schools and seen by relatively few males as a desirable future pathway to a good life, despite the steady income it would bring them in a cash-poor economic environment. The same thing could be said about employment as a nurse, which 19 girls indicated they wished to pursue and 0 boys.
There were noticeable exceptions to these overall patterns, such as the lone girl who wanted to become an astronaut. Four girls wanted to join the police force, an occupation that in my experience was certainly considered to be ‘male’ by most Papua New Guineans. One girl wanted to be a radio announcer. This was such a new occupation at the time that it might have largely escaped gender stereotyping. The fact that these seem to be exceptions that ‘stand out’ against the more consistently gendered choices for future work only reinforce the more general conclusions that counting the results from the self-reporting essays allows us to see.
Again though, we might turn back to the essays themselves to regain the flavor of what is going on here. Many of the boys, for example, mention some form of financial success directly in their essays.In my future time: I will be an engineer, for overseas ship. Because I want to see other countries. And the salary is very high and the life is good. And I want to pay back. When I am small my parents look after me at home and at school. (Boy, Grade 5, Bialla Community School)

Whether involving males or females, counting helps give a collective coherence to these individual examples and shows us that few of the students wanted the life that lay ahead for most of them. As a teacher interpreted for me, as recorded in the field note below:I wandered over to the gardens to watch a class in Agriculture. A number of boys were sitting by the sports field, watching a police team practice soccer. The teacher, who is normally one of the strictest in the school, did not say anything to the boys and just let them continue to watch. A very few of the girls were actually weeding the pineapple plots, which badly needed it, while the rest of the class was off giggling and playing around on the grounds. As if in response to my unspoken question, Mr. Sara turned to me and said: “This is a town school. I think they are better [garden workers] in a village school. Here, they don’t like to work hard outside. They work hard inside,” he said, pointing a finger toward the classroom. (Agriculture Class, Grade 6, Bialla Community School)

Agricultural classes were instituted in community schools by the Ministry of Education when it started to become clear that huge numbers of students were becoming alienated from the village ways of life that almost all of them would have to return to after their schooling. As the quote above shows, this met with very little success. Perhaps it was inevitable, given the massive amount of hidden curriculum that gave off the message that horticulture and a ‘traditional’ way of life was ‘backward’ and the least desirable of all possible futures. One glaring example was the widespread practice among teachers in all three schools of assigning agricultural work as a form of punishment for students who were deemed to be misbehaving. It was not unusual to hear a teacher say to a student who had become too disruptive in the classroom, “Hey you, get out to the garden and weed for the rest of the class – bighead!” In this light, it is remarkable that any students chose village horticulture as a possible future path for themselves.
Counting not only produces its own kind of information it can also lead to new directions for the study as a whole. For example, if my project had been more centered on gender issues, I might have chosen to follow up with the male and female ‘exceptions’ to the overall gendered patterning and tried to figure out what kinds of influences were involved in their lives that helped them push against the currently prevailing norms. Having other agendas at the time, I chose not to follow that route.
Counting a Moral Order
Given the kinds of results I was obtaining, I became intrigued with the issue of how teachers went about typing students. What, for example, did they see as a ‘good student’ and what did they see as a ‘bad student’?
In order to get at this kind of information, I included specific questions about the issue on the interview schedule I used for every teacher in all three schools. All teachers were asked to describe what they thought of as a good student versus a student who was not very good. Originally, I tried asking them about what constituted a ‘bad student,’ but every teacher objected to this nomenclature in the trial run and I had to change the wording of the question in response to their reactions. Nevertheless, teachers’ own words reveal that they think of a ‘student who is not very good’ as being the same as a ‘bad student.’ Apparently, they were trained to pretend that there are no ‘bad students.’ Hence, their objections to my original question. In my interviews, teachers were also asked to give specific examples of the kinds of behavior each ‘type’ of student engaged in. Twenty-nine teachers were interviewed, including 26 regular classroom teachers and three headteachers. One teacher’s words about what made someone a good student, for example, are noted below.Quiet when he should be quiet. Does what he’s told. Talks when he should talk. I think most children who have been brought up well before they came to school tend to be the best in the class. Those who are not brought up are cheeky, etcetera. A good student should be a well-disciplined child. (Teacher, Kimbe Community School)

In contrast, a ‘not very good student’ was described in the following way:Disturb others while one [i.e. the teacher] is doing something. It doesn’t mean he’s stupid. Even if he’s a clever child, if he does those things – like being too noisy – he’s not a good student. Does not do what the teacher says. (Teacher, Kimbe Community School)

Coding the interview results quickly convinced me that there were consistent patterns to be found in the material. It seemed well worth subjecting the information I collected in the interviews to some forms of counting. I present a few of the results of this counting in Table 4.4. Only answers that were mentioned by two or more teachers are included in the table. Characteristics are listed by diminishing order of responses (most common first). It should be noted that most teachers offered more than one characterization, so total numbers will add up to a far greater number than 29. I have listed ‘good’ versus ‘bad’ in a side-by-side format, in order to make them easier to compare.Table 4.4Good versus bad students (interview

 material)


	Good students
	Bad students

	listens to the teacher/obedient
	(13)
	a big head/shows self-pride and disrespect
	(19)

	behaves well in the classroom
	(12)
	plays up in the class/disturbs the class
	(13)

	concentrates/quiet
	(11)
	never listens to the teacher
	(9)

	asks a lot of questions/talks at the right time
	(6)
	can be bright
	(7)

	is self-reliant/disciplined
	(6)
	doesn’t ask a lot of questions/lazy
	(6)

	is neat and tidy/good manners
	(6)
	lacks concentration/is noisy
	(5)

	early to school/starts work straight away
	(4)
	lacks manners/swears
	(4)

	reads a lot/studies at home
	(3)
	does not do homework/lags behind the class
	(3)

	also behaves outside of classroom
	(2)
	is not independent
	(2)

	doesn’t hit his friends
	(2)
	does not look after books and things/is untidy
	(2)

	must show love to others
	(2)
	 	 



Table 4.4 shows some very interesting results, largely verifying trends I identified when initially reviewing the content of the interviews itself. For example, the top three requirements for being considered to be a good student are really variations of the same theme: (1) is obedient and listens to the teacher, (2) behaves well in the classroom, and (3) is a quiet person who concentrates well. The first two would seem to indicate that teachers are most concerned about keeping discipline in the classroom, while the second and third characteristic seem to indicate a desire that the student internalizes the required behavior. This is also interesting in the light of examples given earlier in the book, in which teachers often ignored certain kinds of aggressive actions if done by boys in the classroom. It suggests to me that the main differences lie in whether or not the teacher perceives aggressive or potentially disruptive behavior to directly interfere with the teacher’s own plans or desires. If, for example, the aggressive actions are aimed at other students and the teacher does not think that an action is unduly interfering with the lesson or with what the teacher is actually engaged in at the moment, then I would postulate that there is a much greater likelihood of the specific behavior being ignored. Again, this points to the necessity for recombining numerical results with ethnographic information in order to allow for the richest interpretations of the available information.
Teachers’ desires and the typology they become expressed through can be further exemplified, for example, with a few well-chosen examples from the interview material. The positive characteristics most looked for include:Quiet, listen to what I am saying. They sit quiet and later do what I am saying. (Teacher, Bialla Community School)

A child who is neat, keeps himself neat and tidy every day … Must respond to the teacher when they’re asking questions. Even if he/she doesn’t know, they’ll try to respond to [the] question – whether he’s right or wrong. Sits quietly and pays attention to the teacher. (Teacher, Ewasse Community School)

Numbers were invaluable in allowing me to juxtapose the content of the interviews in ways that I would have been much less likely to notice if I hadn’t taken the time to do some simple counting. For example, counting allowed me to see at a glance that not a single teacher indicated that a ‘good student’ might on occasion challenge the teacher’s (or anyone else’s) authority. Strangely enough, only one teacher indicated in the interviews that a good student should be ‘bright,’ while seven mentioned that a bad student is often very smart or bright. As the teacher indicates below:From experience, some of them, they’re very bright. But some bright ones think they’re bosses or something. They’re bigheaded children, but they’re very bright. (Teacher, Ewasse Community School)

This underlines the collective desire of the teachers for order in the classroom at almost any cost. Again, the real messages of this form of hidden curriculum can only be fully appreciated through particular ethnographic illustrations. For example, the students who conformed most closely to teachers’ expectations were often ‘rewarded’ by being made into group leaders. But even they were often warned about their behavior and constantly reminded about the expectations teachers had for them to discipline the other students.“Alright,” the teacher says, “stand up and go to [your ability] groups.” The students do so. “Alright, remember if I hear the groups making mistakes and the group leader is not correcting it, group leader – you’re going to be smacked!” (Math, Grade 4, Ewasse Community School)

Student behavior is expected to conform to teachers’ moral categories and when it does not do so, it is ‘corrected.’ These are not abstractions that have little effect on the ‘actual’ (i.e. overt curriculum) lessons that students learn. They hugely impact who and who will not successfully imbibe the overt lessons. As the examples show, both corporal punishment and verbal admonishments are used on an ongoing basis to enforce the remarkably consistent moral abstractions that teachers overwhelmingly share about how students are supposed to be behave in classrooms and during educational situations more generally. These abstractions also had important influences on the way teachers dealt with specific students. This shows up in the content of the interview material (but would not have been noted through simple counting alone or by sorting this data through a computer program). Teachers often named individuals as examples of bad students.Like Vincent. That one, he is never quiet. He is staying with wantoks [speakers of the same natal language] here. And his parents are working in Lae [an urban center in another part of the country]. That’s why they never look after him properly. (Teacher, Bialla Community School)

I have quite a few who are cheeky. Like Nathan. Beating other children, swearing. (Teacher, Kimbe Community School)

My own observational notes have multiple examples of both Vincent and Nathan ‘getting into trouble’ in the classroom, often for behavior that went unmarked if performed by another student. If my research project had been focused more specifically on helping to explain why some students ‘fail’ inside the classrooms of West New Britain, I could have taken the information noted above and more intensively concentrated on the specific students mentioned by different teachers as part of the labeling process and followed them through the school year to see the impact these practices had upon them. Following a different research agenda, it was still possible to suggest that these specific practices ‘must have’ impacted some individuals more than others and that it would be useful for other researchers to direct their attention more specifically upon these issues.
Although outside the scope of the present book, I was also able to take these insights and show how they were directly related to larger social expectations about the kinds of behaviors expected by workers in the emerging cash economy. Taking a second look at Table 4.4 in this light, the reader might easily note how a ‘boss’ would very likely hold many of the same typological expectations for a ‘good versus bad’ worker as the teachers do for their students. In other words, counting and content combine together to point to wider lessons about connections between the hidden curriculum of education and the new demands for ‘workers’ rather than subsistence villagers emerging in the country at the time of my study.
The results of this part of the teachers’ interviews can also be compared to other aspects of the overall interview (e.g. Fife 1995). For example, I also asked each teacher: “What do you think is the main purpose of community school education?” Virtually all answers were variations on a main theme. This was the notion that the goal was to educate good future citizens for the country. The word ‘educate’ was literally used by 12 of the teachers, while all of the rest applied similar vocabulary, such as train, develop, or teach. The ‘future’ was either directly mentioned or indirectly implied by every teacher as part of the answer. Other common answers (mentioned by at least six or more teachers) included the idea that students should be equipped to go on to help ‘develop’ their own home villages and especially the belief that they must be taught to ‘communicate’ effectively through reading and writing. I found it very interesting that only one teacher put any importance on the ability to be able to count or otherwise do mathematics.
Teachers repeatedly resisted another interview question that I asked, which requested that they rank the relative importance of different kind of school subjects. After universally objecting that all subjects were equally important, every teacher went on to rank reading and writing English as the most important subject in school. We might note here that literacy is a key to the development of a contemporary bureaucracy. As Anthony Giddens (1984) has noted, literacy is what allows people to understand humans and nature as being divisible into endless categories of rationalizing pseudo-scientific language. This in turn allows for the exploitation of both some humans and non-humans (e.g. animals) for the benefit of a relatively few human beings. An emphasis on literacy dovetails nicely with both teacher-defined ‘goals’ of education and the specific methods of discipline they use in pursuit of these goals. Michel Foucault (1980) noted that disciplining forms of discourse are not simply a reaction to already existing structures of power but can more profitably be viewed as producing those very forms of power and helping to internalize them as ‘natural’ rather than as culturally defined norms. No wonder a concern for disciplining words and bodies runs throughout the hidden curriculum of education in West New Britain. An ethnographic note that combines much of the above (along with the denigration of rural life) into a single moment can be seen below.The teacher is writing instructions on the blackboard under the section marked “Writing.” She quickly walks over to a group of boys, grabs one by the hair and shakes him. The boy cringes and hangs his head in shame. The teacher shouts at him: “You are not a school boy, you are like something from the bush.” She gives him a little kick with her foot. He turns his head away in embarrassment. (quoted in Fife 1995: 135)


I could continue comparing the material I counted involving good versus bad pupils to other interview or ethnographic material, but I believe the point has been made about the need for using multiple methods simultaneously. Counting is an important part of combining and recombining information in order to create a well-rounded portrait of any social group.
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Abstract
Using unpublished archival and published historical material involving the London Missionary Society in the late 1800s in the Pacific Islands enables the author to discuss the way a little thoughtful counting can augment the standard content analysis of historic materials. A real-life murder mystery is investigated by counting both what is and what is not available in the written record and conclusions are reached as to assigning ‘blame.’ The reader is shown the importance of gaps in the written record and examples are given about how to overcome them in the pursuit of historical knowledge. It is suggested by the author that what is not present can be just as important as that which overtly appears in the written record. It is also shown that counting specific forms of narration can enlighten us about the politics of presenting oneself and others in the best or the worst possible light.
Keywords
Archival evidenceMissionary examplesMissing recordsCounting as rhetoric
Counting can

 be a very

 useful tool for making the best use of already existing sources. The judicious use of archival or other historical material is often a necessary component of contemporary ethnography (e.g. Mintz 1986; Thomas 1994; Wolf 2010). Without knowing something about how the current social process became formed, it is difficult to understand what is occurring at the present moment. In this chapter, I will show how a little thoughtful counting can augment the standard uses of archival material. In particular, I will be using examples involving the London Missionary Society (LMS), who initiated many of the first missions to the Western Pacific Islands in the late 1800s. My ethnographic study of schooling in relation to larger social and cultural trends had convinced me that I needed to learn more about the missionaries who initiated formal school systems in the first place. I therefore undertook a three-month research project in 1991 at the archives of the School of Oriental and African Studies at the University of London, which holds the primary records for the London Missionary Society. I will be drawing upon this material and the ways that I used it in publications for my examples.
Understanding Missionaries
My interest

 in the members of the London Missionary Society who went to what eventually became Papua New Guinea was initially motivated by a desire to understand more about some of the lingering effects these early educational pioneers left on the contemporary schooling system. Only a few weeks into the archival material, I became fascinated by the non-European evangelists who had been an essential part of the earliest missions to the region. These individuals and their families (wives and children often accompanied them) came from Pacific Islands located to the east of Papua New Guinea. These included islands or island groups such as Tahiti, Maru, Rurutu, Tonga, and Samoa. These social formations, usually referred to at the time under the umbrella term of Polynesia, had been missionized for roughly 80 years and the Polynesian Church of the London Missionary Society was expected by the English directors to make major contributions to the new mission involving the ‘Melanesian’ peoples of the more westerly islands. This included what were variously termed Polynesian teachers, South Sea teachers, native pastors, or native teachers, who served as a kind of ‘shock troops’ opening up new mission fields for the actual English missionaries who were in charge of the total endeavor (e.g. Fife 1998). It was thought that the extensive use of Polynesian teachers (the term missionary was reserved for ordained members of the society who originated from Europe) would help keep the costs down.
Unfortunately, there were almost no actual records (e.g. diaries, field reports, etc.) written by the Polynesian teachers to be found in the archives. When I enquired about this, I was told that there had been a serious fire in the London Missionary Headquarters and many records had been lost—which is why the remaining files had been transferred to the University of London. I found it curious that all of the primary records of the native teachers were lost, while a fair amount of material written by the English missionaries had somehow survived. Clearly not as highly valued, I assumed that most of the voluminous writing done by the Polynesian teachers (records that did survive made it clear that many such writings had once existed) had either never been saved in the first place or treated as somehow less valuable than the records that directly involved the Europeans. The historian Michel-Rolf Trouillot (1995) refers to these gaps in evidence as playing a major role in “silencing the past.” Despite this, I became determined to learn as much as I could about this group of evangelists. Even if this largely meant I would have to try to ‘read between the lines’ of the European record that often mentioned the native teachers only in passing. Counting could prove valuable in attempting to piece together enough information for a meaningful analysis.
The records themselves reminded me that researchers are not the only ones who use counting for rhetorical purposes. Early LMS missionaries made abundant use of it as well. A few short examples will illustrate this here.At Savia, where, only a short time ago there were cannibal feasts, there are three catechumens and six who can read well, and all the people friendly. The teacher is a Suau lad [i.e. a Polynesian teacher], and his wife from here [i.e. a local villager]. She is a mite, good and clever, keeps a clear head, teaches in school, and has singing classes. She more than holds her own with the savages, ordering them around. (Chalmers 1888: 415)

The station was started some years ago, but, one after the other, three men have left it. Eighteen months ago I put the present teacher (a native of Niue [i.e. a Polynesian teacher]) there, and though he has lost his wife he has done grandly. …All told, his flock numbers only 313, but out of these he gets an average of about seventy twice a day at school, and on Sunday holds three services and two schools. Family prayer is the order of the day in every house, and the teacher told me with some pride: “On Sunday the people do not even fetch water.” Best of all, there are 139 candidates for baptism. (Dauncey 1893: 179)

Both of these accounts appeared in the London Missionary Society’s official publication, The Chronicle, and were aimed toward those who helped support the Society’s mission efforts. Numbers here are used to denote ‘progress’ and they should serve us as a reminder that counting always has political overtones. There are no pristine arguments, and this is as true for a researcher as it was for the two missionaries noted above. Notice how each missionary was very precise in his use of numbers, but that neither one bothered to name the actual Polynesian teacher or his wife who were carrying out the difficult and dangerous pioneering work.
That there were dangers in opening up a new mission territory is a given (e.g. Fife 1998). Perhaps this more than any other reason was why native teachers were used so extensively in the first attempts at establishing stations among new cultural groups in the Western Pacific. The white missionaries from England ‘oversaw’ these attempts, often staying back at more established mission strongholds and only very irregularly visiting the more difficult outposts. This did not stop most of the English missionaries from portraying themselves as ‘heroes’ to the people back home. This became so obvious to me that I wrote a journal article (Fife 2002) entitled “Heroes and Helpers, Missionaries and Teachers: Between Mimesis and Appropriation in Pre-Colonial New Guinea.” In it, I argued that Polynesian teachers had been unfairly portrayed as little more than followers or helpers in the early establishment of missions in New Guinea when they had often actually led the effort. In the article, for example, one thing I did was contrast the self-portrait put forth by the Reverend MacFarlane, the official leader of all of the stations in a large area, and Gucheng (whose name appears as a secondary figure in many records, with various forms of spelling), who was the Polynesian teacher or native pastor in charge of one of the largest local stations in the mission.
MacFarlane liked to write about the ‘difficulties’ he faced as a missionary in a “savage land, full of cannibals.” For example:When you are surrounded by two hundred natives, and those cannibals, armed with poisoned spears and arrows, and your boats are high and dry on a mud bank a quarter of a mile off, it is not a very poetical feeling that you experience at such a time. …We knew little about the natives, but we knew that the best way was to keep down excitement if possible and never to look afraid – though we do feel afraid sometimes. (MacFarlane 1880: 135)

Leaving the issues of cannibalism and poisoned weapons aside (and both are highly doubtful), it is obvious that he manages to suggest both great humility and great bravery at the same time. Below, he describes the difficulties he had of getting around to visit a mission station in similar daring terms:In all my experience of boating – and few missionaries have had more – I never spent such a night at sea, and I hope I many never spend another like it. Within about six miles of Darnley [Island], it began to blow and rain in true tropic style. …Fifteen of us in a boat thirty feet long by eight feet broad …holding onto the rigging, amidst blinding rain and spray and a howling wind, not looking down upon the great black, white-crested waves as they go hissing past on a dark night, but really looking up at them, and that, you may be sure, is no poetical mood, as they frequently break over our little craft. My great fear was lest, considering the great strain upon the mast, rigging, sheets, &c, something should give way. (MacFarlane 1884b: 147)

Notice that the Reverend MacFarlane was far from alone in either situation quoted above, yet no names appear in the published report other than his own. Archival material can sometimes be as much about who ‘counts’ as an individual versus those who are only allowed to appear when disguised as a number. The Polynesian teachers shared in the dangers of each of the situations noted in the passages above but appear to readers only as helpers who are assisting the ‘great man,’ if they are thought about at all.
Along with repeating phrases in various reports (e.g. “no poetical mood” was a trope that often reappeared in his writings), it was possible for me to count the times that MacFarlane would tell the same heroic story about himself in different venues, altering details here and there. For example, in 1883 he told a long tale about himself facing off a “crowd of savages,” which included an arrow being fired and a man racing toward them with a club raised and ended with a narrow escape to the boat (MacFarlane 1883). Only the next year, he told the same tale in a more truncated form:I landed at once with some of our party [which would have included unnamed Polynesian teachers, quite possibly including Gucheng]. This is the place where, on a former visit, the people showed signs of an attack; there was great excitement, an arrow fired that struck in a tree over my head, and our interpreter deserted us. (MacFarlane 1884a: 104)

Interesting enough, in the first version of the story no mention had been made of the arrow being “stuck in a tree over my head” (in the first account it was said that the arrow was “stuck in a tree over our heads,” a considerable difference; see Fife 2002: 5) and the interpreter was not said to have run away. In fact, it was previously noted that he moved forward with Chalmers in order to try and calm the situation. More will be said in a moment about MacFarlane’s use of rhetorical devices, but it is often useful to keep track of the number of times the same author uses the same (or a similar) story or specific phrases in different pieces of writing.
Despite the common practice of not naming the specific Polynesian teachers involved in missions, MacFarlane often mentions an individual named Gucheng in his published and unpublished dispatches. Despite the consistent way he belittles this native teacher, it is clear from reading between the lines of his reports and the reports of others in which Gucheng is mentioned by name (or the station he headed is mentioned by name) that he was actually a highly effective and rather charismatic evangelist, who had a much larger following than most of the other local teacher/evangelists. Those who were only able to read the accounts of MacFarlane (and other Europeans) might be forgiven for thinking that Gucheng was little more than a buffoonish follower, a poor tool for MacFarlane and others to use as best they could for their monumental endeavors.
This was made particularly clear when MacFarlane took the unusual step of writing an article eulogizing Gucheng after his death, entitled “In Memoriam of the First South Sea Island Pioneer Teacher to New Guinea” (MacFarlane 1884c). Perhaps this unique six-page article can be explained by the unusual closeness of the two men, as Gucheng began as a 17-year-old family servant to the MacFarlane family (Fife 2002: 13). Soon after beginning to read the eulogy article, it becomes apparent to almost any reader that the piece is less a ‘celebration’ of Gucheng then it is of the ‘heroic’ MacFarlane himself, who apparently only had “poor clay” to work with in his mission.
In the very first paragraph, for example, MacFarlane notes about Gucheng: “He was never very bright, always a quiet, plodding, reliable, and conscientious man,” who apparently only learned the most basic reading, writing, and arithmetic skills (MacFarlane 1884c: 233). In order to illustrate to the reader what a ‘faithful’ servant Gucheng was, he tells a very long story (44 printed lines in length) about how MacFarlane theorized that fresh water could be found at the same level of the sea if they dug down to it. So, the story goes, he set Gucheng and two others to work. They dug, month after month, complaining all the time that there was no water to be found and trying to persuade MacFarlane to abandon the project after they had reached 40 feet down with no result. MacFarlane tells the reader that he even overheard Gucheng ‘politely’ tell another worker that “MacFarlane was a fool.” Finally, one day, knowing how deep they were (60 feet), he instructed Gucheng and the rest to come up out of the hole and jumped down in to it. He then states that he told them that he was going to get everyone some freshwater to drink. Sure enough, he struck water within a few minutes. The ‘natives,’ including Gucheng, were suitably amazed. He ends the story with a comparison to a biblical story involving the Apostle Paul.
This is where a bit of counting can come in handy. In this 44-line story, which is in an article that is supposed to eulogize Gucheng, MacFarlane uses the personal pronoun “I” on 14 separate occasions, while only specifically referring to Gucheng three times. Each of the references to Gucheng makes him out to be unintelligent, incapable of abstract thought, and/or quite simply gullible. As I noted in my article, this must have left the readers of The Chronicle (in which the story was published) in little doubt as to who the active agent of change was in this (and every other mission) event. I can’t help but see the story as something of a metaphor for the whole LMS missionary/native teacher relationship. The native teacher digs a 60-foot well that takes months; the missionary jumps in at the last minute and takes the credit for the final result. Surreptitiously comparing oneself to the Apostle Paul seems to be the icing on the cake.
MacFarlane does not even reward his ‘faithful servant’ Gucheng with the kind of heroic death so often attributed to those who serve in missions. Instead, he makes something of a comedy out of it.I bought a pig at one of the villages before leaving [after his last field visit to Gucheng’s station], which I handed over to Gucheng; and from letters to hand from teachers in the Fly, I’m afraid that pig was the death of him. These South Sea Islanders will persist in eating large quantities of fat port in New Guinea whenever they get a chance, notwithstanding all we say against it. (MacFarlane 1884c: 238–239)

MacFarlane finally ends the piece by suggesting that the name of Gucheng will be remembered for some time in the local mission field and that even long after he is forgotten, “his works will live” (italics in the original, MacFarlane 1884c: 239).
This can be compared to the eulogies that poured in for the Reverend James Chalmers when he was killed in the same mission field in 1901, along with a younger colleague named Oliver Tomkins. Dozens of articles appeared in The Chronicle during the next two years, lauding Chalmers as a hero and a never-to-be-forgotten force for the evangelization of the New Guinea area. Several books and many more articles followed in the years to come. The immediate response, however, came in the form of a four-page piece written by the editor (Reverend Gaunt) of The Chronicle, a one-page tribute immediately following it written by the Vice Admiral Cyprian Bridge (who was formerly the Commander-in-Chief of the Australian Station) and an adjacent one-page ‘resolution’ written collectively by the Board Members of the LMS These six pages can be compared instructively to the six pages written about Gucheng by MacFarlane, who was never mentioned again in any substantial way after the single eulogy.
Even though nothing was actually known about the cause of Chalmers’ death at the time the six pages were written, it did not stop Gaunt from assuming that Chalmers most likely met his death attempting to serve as a peacemaker among warring tribal factions, or for the Directors to exclaim that his death must have occurred “under circumstances of the most tragic and heroic kind” (Directors of the London Missionary Society 1901: 130). They added that Chalmers could only be admired for his “long years of devoted service and heroic life” (Directors, ibid.). In these six pages, hyperboles grow like a layer cake, one row upon another, in an endless flow of praise. The only cautionary note comes from Gaunt, who actually admits that it might be necessary to explain why Chalmers chose to take the very inexperienced Rev. Tomkins and a number of (again unnamed) Papuan teachers (all of whom were killed, a fact that often went unremarked upon in the many written works about Chalmers that followed) on a trip into a new area that was known to be full of “hostile and dangerous cannibals”. Gaunt deals with this issue by dismissing it. “He would never have taken Tomkins with him if he had thought there was danger” (Gaunt 1901: 128). This flies in the face of the overall reputation of Chalmers, who was known to be something of a reckless man who commonly exposed even his wife to dangerous situations (e.g. Fife 2002: 16). Witness Chalmers’ own words about a situation that he exacerbates, which also involved his wife and several Polynesian teachers:[O]ne afternoon a large armed party came out of the bush and surrounded the house [which contained his wife]. …They would rush up with their spears, then some with their clubs, and demand tomahawks and hoop-iron, giving us plainly to understand that unless these were given we should be murdered. They certain looked hideous in their paint and dresses and armed as they were, but not hideous enough to make us give in to their demands. I tried to make them understand that they might murder us, but I would never give into demands made in such a way. At one time things looked serious, and the [Polynesian

] teachers begged of me to accede to their [i.e. the warriors] demands. No, never! (Chalmers 1883: 142).

This is but one of many examples that show up in the archives of Chalmers pushing things to the edge, and even beyond it in terms of the safety of both himself and others (who never seem to be given a choice in the matter). If part of the ‘hidden curriculum’ of missionary rhetoric involves casting English missionaries as heroes, then Chalmers might well be seen as a victim of his own hubris. Gucheng, on the other hand, might best be viewed as a victim of the European desire to make sure that Pacific Islanders were viewed only as helpers and not heroes, teachers and not missionaries. Even the use of a few key numbers alongside the archival material noted above can call the truth of the European missionary rhetoric into question. Between the years 1871 and 1881, for example, the total number of English missionaries the LMS put into the field dropped from 160 to 139, while ‘native pastors’ working for the society in the same fields went from 106 to 371. Simultaneously, the number of ‘native preachers’ (a term referring to non-ordained evangelists who came from the local missions themselves) went from 1644 to 4529 (Fife 2002: 12). The ‘Polynesian teachers’ of Papua New Guinea were considered to be ‘native pastors’ and therefore among the ‘elite’ of the non-European evangelists. Yet, Polynesian teachers and other native pastors received just 10% of the salary that was given to the English missionaries, while the native preachers did not even receive a regular wage and were simply given goods on an irregular basis (Fife 2002: ibid.). These numerical truths help bring home the more visceral imagery conjured up by the words of the missionaries themselves and puts them into a wider context. With such a strong de facto dependence upon Polynesian teaches, native pastors, and other similar Indigenous forms of evangelical labor, the local and international leaders of the LMS had good reasons to try and portray English missionaries such as Chalmers and MacFarlane as the indispensable heroes of the total endeavor, and downplay the tremendous contributions made by Gucheng and so many nameless others.
Counting can clearly add value to the ethnographic interpretation of historical material. But the principle of counting can also be seen in a broader fashion. I would include comparing the six-page eulogy for Gucheng with the six-page eulogy of Chalmers as a form of ‘counting’ as well. Despite the massively nonequivalent amount that was written at the time lionizing Chalmers, taking just the six pages that most immediately followed his death and comparing it to the only six pages that followed the death of Gucheng adds an interesting dimension to the issue. Comparing a similar number of words, sentences, and pages (treating it as a kind of one-to-one ratio) brings the disparity home in a qualitative sense, just as comparing the huge difference in the quantity of words, sentences, and pages written about the two different evangelists could have been used to bring it home through the hugely disparate numbers involved (I never carried out this specific form of counting, which would have taken a very long time to complete, as the difference was too gross to require actual numbers to verify).
Earlier I mentioned that this mission field was a dangerous one. In 1998, I wrote an article exploring the differences between the dangers faced by the LMS Polynesian teachers versus those faced by the English missionaries. This was entitled: “The Bampton Island Murders: Exploring the Human Face of Colonialism in Early Papua.” Here I would like to consider how to deal with difficulties that can be encountered due to missing records. How can you use numbers to help solve a mystery when counting seems to be a nearly impossible task?
The problem I set myself in the article was to try to explain who was responsible for the death of four people, two Polynesian teachers (named Mataio and Cho) and their wives (who are never named), on the pioneering mission station on Bampton Island in 1873, one of the very first years of the LMS mission in the region. What initially set me off in this direction was an accusation made by Captain John Moresby of HMS Basilisk that the Rev. A. W. Murray should be held accountable for the murder of these four evangelists on Bampton Island (Fife 1998). He wrote a letter to the directors of the LMS, in which he states his opinion that the four people were killed because of their inability to provide proper return in the form of trade items for fish and other food supplied to them by the villagers.The question is could the Teachers make any return? I have never yet seen that they were supplied with any trade [goods with which] to purchase food which is absolutely necessary before the yam season commences. (Moresby 19 March 1873: 48)

This accusation was not a small matter. Captain Moresby (the capital city of Port Moresby is named after him) was the naval representative of the British crown for this part of the Pacific and he served as a kind of policing force in the region. As such, his words carried a tremendous amount of weight. The Rev. Murray was in charge of the fledgling LMS New Guinea mission during its opening years and was very vulnerable to an attack upon his reputation. It was not inconceivable that if the head missionary could be made out to be negligent in terms of his conduct, the entire mission could fail and the support of the Society be removed. Concomitantly, it was also possible that the British government could withdraw its permission for the Melanesian mission altogether.
A flurry of letters went back and forth, with Moresby pressing his position and Murray offering an increasingly desperate defense of his actions, eventually even trying to blame the deaths of the four on God punishing them for their own ‘immoral’ forms of behavior (Fife 1998). It is beyond the scope of this chapter to recapitulate these and other letters involved in the fiasco, but I do want to consider the difficulty that I had in procuring numbers to help me in trying to decide whether or not Captain Moresby’s accusations were well founded and what I did about this difficulty.
The greatest problem lay with the lack of details provide by Murray as he mounted his own written defenses. He repeatedly denies leaving the teachers without sufficient supplies, even going on the offensive and stating that:I beg to say emphatically, in reply to your question, “could the teacher’s make any return” for the fish – that the error at Bampton Island was not in the teacher’s having too little property but in their having too much. If they left half of what they had, as I had wished them to do, on Cornwallis [Dauan Island] I believe they would have been exposed to less danger. They were bent on taking all they had with them + when we reached the island the prospects were so assuring that I did not further object to their taking all on shore. (Murray 19 March 1873: 5–6)

Murray repeatedly states in his letters that his own assessment of Bampton Island and the people there were that they were very welcoming and fully willing to host the Polynesian teachers and to open up a mission station. However, his own evidence elsewhere paints something of a different picture. The archives contain his report on the landing, which indicates that he arrived at the previously non-missionized island in the late afternoon and left only a few hours later. He states in this report that “They reassured us of their readiness to receive teachers – indeed all seemed delighted at the idea” (Murray 1872: 50–51). Not speaking the local language, all communication was done through a lay evangelist named Dom. The interpreter came from the Loyalty Islands (far to the East in the Pacific), who Murray claimed spoke a ‘related language’ (a very questionable assumption; the two groups are quite linguistically separate) and therefore had no trouble communicating with the local people. Despite his own words, Murray himself retired back to the ship to spend the night safely offshore, leaving Dom and one of the teachers and his wife on the island overnight. If everything went well, they would land the other teacher and his wife with all belongings in the morning. This they proceeded to do, and Murray notes that it took less than 15 minutes for the locals to help unload what the teachers had brought with them with the use of a local outrigger canoe (ibid.: 52). Having spent time in local outrigger canoes of a similar design, I can attest that they are very narrow and hold relatively little space for cargo. Unfortunately, Murray gives us no inventory about what the Polynesian teachers Mataio and Cho (and their forever unnamed wives) brought with them ashore, only the suggestion that there was nothing unusual about their cargo. Nor does he note any ‘warning’ given to them that they were bringing too much to the island.As elsewhere we took all the precautions in our power in the way of furnishing the teachers with medicines, etc. and we must try to get them and others [who had been dropped on other islands] visited as soon as possible. (Murray 1872: 54)

One easy question to ask is why the Polynesian teachers would need to be visited “soon” if they were so well supplied? At any rate, no visits were forthcoming and all four teachers were killed by some of the islanders a little less than three months later.
Digging into earlier archival material also puts a questionable slant upon Murray’s assertion that the teachers were left ‘the usual’ supplies, which should have been more than adequate for them. Only a very short time before this he had been bitterly complaining that the situation on Cape Hope in Australia (the headquarters and staging area for the mission) was getting dire as even ‘native food’ was scarce and there was “very little in the way of supplies of any kind” (see Fife 1998: 269–270). More than anything, this is what finally prompted him to begin resettling the Polynesian teachers on new mission stations after many months of inactivity on his part.
Murray would reiterate again and again that the teachers were more than adequately supplied for both their own needs and for trade, but he never gives any specific lists or quantities of the supplies landed at Bampton Island. It seems reasonable to wonder why not. Did he not actually know what he had left them with (and there is ample evidence that Murray did not keep very good records) or did he simply not want to expose himself with numbers?
Captain Moresby himself gave me a hint about where to look for my answers involving the quantity of supplies that had likely been left with the four evangelists on Bampton Island. He did this with a second accusation leveled against the Rev. Murray in the same letter. Morseby had also taken his ship into Redscar Bay, which had teachers upon it who had been landed by Murray during the same time period as the Bampton ones. Here is what Moresby has to say about the situation:At Redscar Bay I found nine missionaries [he includes wives in these numbers, but not children] loaded in one house of the ordinary Malay type…. Three had died previously to the Basilisks [sic] arrival from the effects of the climate, as I was informed. The nine remaining were in a most destitute condition, having no available food but a few lbs. of rice. Three of them were at death’s door; the surgeon of the “Basilisk” reporting that they could not survive more than a few days unless immediately placed under active Medical Treatment, and given nourishing food. The remainder were suffering more or less from fever and Ague + the want of proper nourishment. (Moresby 19 March 1873: 3)

One alleged ‘mistake’ on Murray’s part might easily be subject to counter-argument, but two in the same trip can hardly be seen as anything other than a pattern. Here at least Murray felt pressured into responding with numbers in order to defend himself (which, if anything, seems to make it even more of a mystery as to why he did not do the same thing for the Bampton situation itself).We left them on the 27th November with four cwt. [hundredweight] of Rice, four hundred pounds of bread [hardtack? If not, it would have spoiled almost immediately] + each family had a supply, not a large one, of tea + sugar – and the opinion of all present, the captain of the vessal [sic] + others of our party was they had enough to last them with what help they might economicably [sic] be expected to obtain in the way of fish + vegetables [from the villagers], til the time I expected to visit them. We had hoped to have been able to get them visited shortly after their location. (Murray 19 March 1873: 6)

Again, the visit was not forthcoming. This common pattern of non-visitation becomes very evident in the correspondence and Murray was very likely relieved of his leadership of the LMS mission to this part of the Pacific shortly after these incidents, as much for his lack of active visitations as for anything else.
In this same key letter, Murray gives himself away as to the real reason he was not worried about how much he left the Polynesian teachers and their families in the way of supplies. He states:In none of our missions throughout the Pacific have we found it necessary, except to a very limited extent, to supply our teachers with foreign provisions. They find on the islands to which they are sent the same productions as they have on their own. They have their health better when living upon the food to which they have been accustomed than upon foreign, and of course it is no privation to them so to live. (Murray 19 March 1873: 1–2)

What Murray glosses over is the difficulty that any small population of subsistence villagers would have in supplying even modest numbers of strangers suddenly placed amongst them. Not belonging to any of the local kinship groups, no one would feel any social obligation to provide them with foodstuff. Nor was it necessarily true that Polynesian teachers, who themselves came from a disparate set of islands—each with its own ecology, horticultural practices, and social customs—could easily adapt to these Melanesian islands (which often had very different ecologies than those found in their home areas). This seems to have been a case of assuming that ‘the natives’ are all the same in terms of culinary practices and the social rules that governed them. We can severely call into question Murray’s assertion for these situations as a whole that “generally after a short time it ceases to be necessary for them to buy [supplies from the local villagers]” (ibid.: 2). His answer and assertions also do not explain why Captain Moresby found starving teachers at Redscar Bay. A steady diet of poor quality white rice and perhaps hardtack, which completely lacks the required nutritional values necessary to keep humans properly fed and healthy, would not have allowed the Polynesian teachers to survive on their own. This would be true even if the quantities had been enough to sustain them, which is a doubtful proposition. We have to assume that this is what Murray means when he says that the teachers at Bampton island were also given the ‘usual’ supplies and assume that the quantities involved would have been that much smaller for four childless evangelists (than for nine evangelists and their various children). There would seem to have been no question as to an inadequate lack of supplies, as either foodstuffs or trade material.
Moresby’s words also hinted to me about where I might look to for some other relevant information. Why not compare similar situations to the Bampton one, as Moresby did in his own initial letter? Why not investigate the general incidence of illness and death among native teachers versus missionaries in the LMS New Guinea mission in the first few decades of its existence? Perhaps that, I reasoned, would yield further clues as to what the situation was for the Bampton Island evangelists.
I began by trying to estimate some numbers for the opening years of the mission. Using Murray’s and other missionary’s notes, I counted at least 10 deaths among the Polynesian teachers during the first two years of the mission, out of a total of 42 teachers (Fife 1998: 274). If anything, these are a considerable underestimation, as the death of wives and especially of children were not always recorded. I could usually only find notices for the deaths of wives and/or children when a missionary happened to write something in passing about the local evangelists when they were on one of their own trips, such as “they recently lost a baby” or “his wife is gone now but he toils on.” It is difficult to count accurately when names are seldom used and certain people (notably children) seem to be almost beyond a mention. Certainly, the first couple of years covered in the archives are full of constant descriptions of illness, fever, and death among the Polynesian teachers. We can only wonder what we might have been able to discover if teachers own records, diaries, letters, and similar documents had survived or been as carefully collected as those of the European missionaries. Their lack of existence of course tells us something about the general colonial environment surrounding early missionization in this part of the world—particularly about who counted and those who did not.
Only a few years later, Captain Moresby (1876) quotes a letter that was written by the Rev. MacFarlane, recording that the LMS had “lost” 21 Polynesian teachers and/or their wives; 17 of them to disease.
In a key 1897 Report covering the New Guinea Mission, which was based upon the findings of a special deputations sent out from the home office in London, the Rev. R. W. Thompson states categorically:Upwards of 250 men and women from the South Seas have gone to New Guinea in Christ’s service since the mission commenced. Of these, more than 130 have died or have been killed by the natives while at their work. Many others have been compelled to return to their homes invalided. (Thompson 1897 Report: 63)

Although the numbers are rather loose, it seems reasonable to say, by even a conservative estimate, that in the first 25 years of the LMS New Guinea mission over 50% of the Polynesian teachers and their families who came from other Pacific Islands to evangelize in the western region died from disease or at the hands of local people. This does not count the number of those who were forced to return to their home islands, so chronically ill as to no longer be able to serve the interests of the LMS.
We can compare this to the number of missionaries who died while participating in the New Guinea mission. Luckily, Diane Langmore published an extremely useful book in 1989 that contained a group biography of the European missionaries who served in Papua stations (the New Guinea mission) from 1874–1914. Her detailed records allowed me to do some counting (see Fife 1998: 275–276). A total of 5 male missionaries died while in service in the mission (including Chalmers and Tomkins) out of a total of 33 male missionaries, for a death rate of just over 15%. Of the 30 female British missionaries who went to these stations in the same time period, most of them as wives to the male missionaries, only two died, or less than 7% of their total. Combining the two figures give us seven deaths out of 66 missionaries, or an overall percentage of less than 11%. As is the case for the Polynesian teachers, there are no accurate numbers for the deaths of children.
These figures, along with the consistent tone of the archival material itself, is what convinced me that Polynesian teachers and their families were used as a form of ‘shock troops’ for the LMS mission. They were almost always the first to settle into any new area. In his report, Thompson (1897: 63) even stated that the South Sea Teachers were tasked with the “experiment of permanent settlement among the people.” Interestingly enough and unknowingly to me at the time I wrote my own article, K. R. Howe (1984) had already arrived at very similar conclusions through the use of different kinds of evidence.
Who, then, was to blame for the Bampton Island murders? In my article, I finally concluded:In my opinion, native teachers and their wives on Bampton Island were victims of colonial hubris. Their deaths came about as a result of the particular kind of relationship that existed between the L.M.S. directors, the on-site British missionaries, native teachers, and local peoples. The dangerous situations in which native teachers worked were an intrinsic aspect of these relationships. In their role as shock troops they took up the most vulnerable positions, acting as a buffer for the development of a British and Papuan connection. (Fife 1998: 282)

It should be clear that counting played an important role in my being able to arrive at a final interpretation of the situation and helped me shift my attention away from individual accusations and counter-accusations to more systemic relationships underlying the tragedy. In this case, I had to sidestep the inability to count directly (e.g. in terms of actual supplies left at Bampton Island) or only undertake a limited amount of counting myself (as in the case of the deaths of Polynesian teachers versus missionaries in the first few years) and make use of closely related material.
Numbers can be important for ethnographic research work, but they can never be assumed to speak for themselves. This should be clear from the necessary reliance I had on the voices I was able to recover from the actual archival material for my analysis, as displayed to a limited extent above. The art of data interpretation remains the key to making use of both numerical and qualitatively derived information.
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Abstract
Tourism research in Newfoundland and Spain helps illustrate the advantages of counting evidence from underutilized sources. The author shows that materials such as postcards, pamphlets, book illustrations, and museum displays can be qualitatively important. The tourist ‘gaze’ is informed by what is and what is not physically present and social researchers can use counting to inform themselves about seldom considered evidence and unexpected results. Counting objects and images associated with the Norse site of L’Anse aux Meadows, along with a purpose-built ‘reconstruction’ of a Norse village, brings interesting results. Both absence and presence inform tourist worlds and researchers need to follow lived experiences fully to properly consider its impact on worldviews. Special attention is given to what happens when numbers enable false conclusions. A case-study from Spain involving souvenirs suggests how researchers can overcome such limit-situations. An extended example from national parks illustrates the power of images in remaking a well-used social space and reforming it as a ‘wilderness park.’
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The contemporary researcher

 is faced with a bewildering array of potential sources of information. Even so, some sources are utilized by social scientists far more commonly than others. In Chaps. 6 and 7, I would like to consider a few of the kinds of sources that do not usually garner much attention from social investigators. As always, I will be looking at the way counting can enhance the usefulness of these materials.
Images

 (e.g. photographs, postcards, dioramas, book illustrations, etc.) can be very useful in qualitative research (e.g. Belting 2014; Rose 2016; Pauwels 2017). In this chapter, I will show how counting certain features of images associated with tourism helped me analyze specific cultural trends on the island of Newfoundland, Canada, and in the province of Galicia, Spain. Similar methods can yield excellent results with a wide variety of visual material for many different kinds of research topics.
Seeing Like a Tourist
It has long been remarked that the way tourists ‘look’ or ‘gaze’ upon scenery, objects, and even people has a major impact on the consciousness of tourists themselves (e.g. Urry 1990; Desmond 1999; Hooper 2001; Duke 2007). In a dozen years or so of research involving tourism on the island of Newfoundland, I have found it useful to analyze what catches the eyes of tourists. In particular, what kinds of things are given to them to by businesses and governments to fix their gaze upon?
For example (Fife 2004a), for several years at the beginning of this century the gift shop at L’Anse aux Meadows held four different postcards that seemed to depict ‘the Norse at work.’ Photographs can be a powerful tool, often convincing people that they have experienced the ‘truth’ about something important. As Marion Marwick (2001: 420) has suggested, photographs appear to present “actual people, places, and events,” and to represent “reality” in some fundamental way. What happens, however, when the image turns out to be a representation of a representation?
Entering the museum part of the Parks Canada interpretive center near the tip of the Northern Peninsula in Newfoundland, the visitor can’t help but notice the large and very well-made model reconstruction of what the only authenticated Norse settlement in North America might have looked like around the year 1000 B.P. Taking a closer look at the model reveals the specific angles the photographer used when creating the postcard images for sale in the gift shop. I have taken many of my own pictures of the model, from many different angles, and can attest that the size of the model makes it fairly easy to take images of aspects of it without revealing table edges or other telltale signs of the museum display case that encompasses it. The results are quite ‘realistic,’ though it is not difficult for the visitor who sees both the postcards and the model to understand how the images were created. The point, I believe, is not to ‘fool’ the visitor into somehow thinking that the photographic images are of actual Norse (or more plausibly, Norse re-enactors) but rather to create a patina of realism in order to suggest that the images they are seeing are ‘true’ in some larger sense. The goal seems to me to be to capture the tourists’ imagination, shaping it in the direction the host wishes it to go. Perhaps most revealing in this regard is the subject matter of the postcards.
For example, one card that I was assured sold very well (produced by Beachcomber Enterprises in Halifax), depicted several Norse men in the foreground of the card who were working on ships that have been pulled up to the shoreline. In the background, other men can be seen engaging in the re-sodding of a house roof, on the ground cutting up timber for use in building construction, or walking from one work site to another (Fife 2004a: 68). The right-hand side of the postcard contains the heading “Did you Know?” Under this title an anonymous writer invokes authority through the words: “Now a UNESCO World Heritage Site, L’Anse aux Meadows, Newfoundland is the only authenticated Viking site in North America.” Nothing is said about the photograph being an image of a model found inside of the Parks Canada museum.
In other cards/sections of the model, we can see half a dozen men at work on what appears to be the Chief’s house, while four other men cut a humpback whale apart on the nearby shoreline. Although the archaeological site contains firm evidence that women were present at this short-term settlement/staging area, none appear in the model or on the resulting postcards. Instead we gain the image of roughly two dozen men engaging in the hard work of establishing and maintaining what seems to be a much more permanent looking Norse settlement than the actual archaeological record supports.
As mentioned above, it is not as if I think that postcards portraying a substantial number of men (and the numbers portrayed in the model are likely unrealistically high), intensely involved with the work of survival in a relatively difficult ecological area to sustain themselves is meant to ‘fool’ visitors into believing that the cards somehow contain ‘real’ images of the Norse at work. Though it remains a very real possibility that some visitors who buy the cards off-site (i.e. in other parts of the province, without visiting the actual archaeological site and interpretive center) could be fooled into believing that they are seeing re-enactors (which exist at the site) engaging in historically accurate activities. What I think is actually important is that, as Marwick suggests, the images on the postcards somehow “authenticate” the tourism experience. That is, they validate the notion that tourists are in some fashion being put in touch with ‘the real thing.’ After all, ‘seeing is believing.’
But what is it that they are being put in touch with? I have suggested (Fife 2004a: 69) that what is actually being authenticated here is the idea of the ‘Norse hard at work.’ Repairing ships, cutting up whales, preparing timber for both local usage and shipment to Greenland or Iceland, and so on strongly suggests that these men are ‘earning’ their place in North America. This is an image of the ‘active European,’ a person who claims ‘raw land’ by energetically reshaping it. The images seem to be about what we might term the colonization of a landscape (ibid.). What is being ‘authenticated’ is not so much an encounter between tourists and ‘real Vikings,’ as it is an encounter with the earliest known European colonization of the New World. Notably absent from any of these or other postcards are images of Indigenous peoples—who already occupied Newfoundland/North America prior to the Norse arrival. Women are equally missing from the images, as if ‘taming the wilderness’ were exclusively a ‘man’s job.’
There are many ways to make things ‘count’ at a tourist site such as L’Anse aux Meadows. One way is to make sure that the images being presented are highly realistic. In the year 2000, the provincial government of Newfoundland decided to celebrate the ‘Viking millennial,’ as the original site has been carbon dated to approximately 1000 B.P. (Before Present). As I gathered together material (brochures, tourist guidebooks, newspaper stories) that had been created largely through the efforts of the government to advertise the summer events associated with the celebration, I was very surprised to see images of fancy gold and silver jewelry studded with precious gemstones on the advertisements about L’Anse aux Meadows. These images appeared over and over again, even in official government publications. The implication was clearly that these kinds of riches had been found at L’Anse aux Meadows. As I had already visited the site numerous times in previous years and read official archaeological reports, I was well aware that this was not an accurate representation of the site artifacts. Very few artifacts have actually been recovered at the site, outside of the foundations making up the original buildings. The only artifacts that could remotely have been considered to be jewelry was a very plain bronze ring pin that had most likely been used as part of a broach to fasten a man’s cloak and a very small fragment of gilded (gold) bronze that could not be fully identified. The pin was a key piece in the confident identification of the site as Norse, but it hardly justified the exuberant display of precious “Viking” jewelry that suddenly appeared in multiple forms of media representation.
When I traveled to the site in the summer of the year 2000, I was able to see where these representations had originated. The museum in the interpretive center had several large new exhibits for the special celebration year, including a huge book on a stand that was done up in an antique style and presented as one of the Norse sagas that spoke about the visits of explorers such as Leif Ericsson (his name has multiple forms of spelling) to North America and a large glass case full of “Viking jewelry.” It was this jewelry that was being so liberally represented in images associated with the L’Anse aux Meadows site.
The jewelry was said to be representations of the kind of material that was found in Viking hoards all over Europe. The sheer number of the pieces seemed to convince many of the visitors of their overall ‘authenticity.’ In my research experience, few visitors to museums bother to read more than the titles of captions explaining the names of the objects they are looking at. Certainly, spending considerable periods of time standing near the new displays—which were interspersed with the representations of the historically accurate material that had actually been found at L’Anse aux Meadows—convinced me that most visitors mixed up the materials and thought that the jewelry had actually been found at the current site. The same was true of some of the other material. The huge ‘old book’ that was supposed to be ‘a saga’ (an Icelandic tradition) evoked exclamations from several different teenagers about how ‘cool’ it was that the book had been found here. In each situation parents readily agreed with them, suggesting that perhaps they did not know the difference themselves.
Tourist might be forgiven for making such egregious mistakes when we realize that these forms of misrepresentation might well be the point of the advertisements. When the government-issued brochure entitled “Vikings! 1,000 Years: Make the Journey” (Government of Newfoundland and Labrador 1999) has four of the elaborate jewelry pieces contained in the glass case reproduced along the edges of the brochure, with no further explanation, it is easy to understand how visitors might assume that these pieces were actually found at L’Anse aux Meadows. Larger numbers help in this form of self-deception. Looking at 20 elaborate pieces of silver, gold, and gemstone jewelry, ranging from broaches to necklaces, encased inside a protective glass case (as if they were precious rather than something that had virtually no monetary value) is different than looking at a single reproduced piece. A single ‘highly precious’ item might bring far greater scrutiny, standing out so very much from the other kinds of things shown in the other cases at the museum. But a large pile of jewelry brings its own kind of authentication. This only becomes more confusing when a visitor enters the gift shop and notices reproductions of several of the smaller pieces for sale. Surely the museum would not sell reproductions if the originals had not been found at L’Anse aux Meadows? As in the case of the numerous individuals ‘seen’ vigorously working in the model case, messages that contain collective ‘examples’ seem to carry a weight that might be denied to individual ‘exceptions.’
Part of the special celebrations included the construction of an elaborate ‘might have been’ Norse village called “Norstead,” complete with a dozen re-enactors. This site was located only a short walk away from the L’Anse aux Meadows site. The Parks Canada people associated with L’Anse aux Meadows generally did not like the Norstead ‘reconstruction,’ which presented itself as being based upon buildings that could be found throughout different part of Norse Europe during different periods of time (including a Norse Christian church). In fact, Parks Canada staff generally did their best to distance the actual archaeological site from Norstead. However, extensive research work with visitors during that summer convinced me that very few of the tourists differentiated the two sites (Fife 2004b). This was no doubt helped by the fact the L’Anse aux Meadows site had its own reconstruction area (smaller than Norstead and more in keeping with site reconstructions), complete with four re-enactors. Re-enactors at both sites wore various kinds of “Viking jewelry.” All re-enactors are responsible for putting together their own costume and virtually all of them had chosen to include a pin/broach to fasten a cloak, a set of elaborated earrings, a Thor hammer or other similar kind of ‘Viking’ necklace, or a special silver ring. I heard visitors on a number of occasions take these to be further authentication of the jewelry in the glass case at L’Anse aux Meadows, saying things such as: “Look, it’s just like that bracelet we saw at the other place.” The ‘other place’ in this case being the actual Parks Canada archaeological site. On no occasion did I hear a re-enactor ever explain that this kind of material had not actually been found at L’Anse aux Meadows. This was enhanced by the presence of a silversmith who was part of a visiting re-enactor group from the Scandinavian countries that was at Norstead for an extended stay as part of the special celebrations. Visitors could actually watch him labor over a small kiln and hammer pieces on a portable anvil while sitting beside his tent. He sold the resulting jewelry on-site, to both re-enactors and visitors alike. Here, I heard one visitor exclaim, was a chance to see what it “must have been like when the original piece had been made.”
As ‘a real-life saga,’ Norstead offered visitors the chance to experience ‘Viking life’ up close and personal. Everything here could be touched, spoken with, marveled over. The site map for Norstead invited the visitor to “let your imagination soar as you explore Norstead and all its possibilities” (Anonymous 2000). There were actually two maps in the official handout (descriptions follow; Fife 2004b). One large and very stylized fold-out map shows an oblique rather than a top-down viewpoint. I counted 40 individuals drawn on this map that were spread out over different areas and engaged in various kinds of activities (such as axe throwing, or story-telling) on the site. The second map offers a more conventional bird’s-eye point of view (i.e. as viewed from directly overhead). An even dozen tents are shown scattered at the ‘front’ of the site, as if to suggest visiting warriors are present. To the left of this, four Vikings are standing and listening to a fifth one. They are assembled in a space that is said to be “a place for poetry, music, and other forms of entertainment” (Anonymous 2000: no page numbers). Nearly a dozen unidentifiable (and therefore tourist rather than Norse figures) stand around a boardwalk close to the ‘poetry stage,’ facing the Norse (who are clearly speaking). A small field area set between the previously mentioned tents and another area that contains a smithy and a church allows us to view 15 warriors who are battling each other. At least two of them are already dead or mortally wounded. The very center of the map contains a large bonfire. More than 20 nondescript (tourist) figures sit around it in a circle, watching a much larger Viking standing right beside the fire and gesticulating with his hands. Next to this is a caption that states: “We also love telling tales of our adventures, which we do at our storytelling fire pit” (ibid.). The same pattern is repeated over and over again. Each area has re-enactors/Vikings, who are surrounded by tourists/visitors. My interpretation of this representation was that it was meant to suggest a simple Viking (Norse

) life exists at Norstead and that the visitor was free to wander around as the mood took him or her in order to participate in that way of life (Fife 2004b: 160). Again, numbers are important. The same 12 locally hired re-enactors who actually worked at Norstead constantly moved around the site, engaging in one-to-one interactions and adding their numbers as needed for the more collective events. At the same time, visiting re-enactors (which could range in number from a dozen to several dozen, depending upon the time of the summer, as groups came and went from other parts of Canada and Europe) moved around the site at will. Some of them enacted group against group fighting, which was set in a special staging area near the center of the encampment. The overall impression was a whirling mass of activity, far exceeding anything that normally would have been found in an actual settlement of this size in the appropriate time and place. Certainly, it far exceeded anything that would have been found at the original L’Anse aux Meadows site. The maps and other illustrations at Norstead helped prime the visitor in this regard, creating the notion that if something wasn’t going on at the moment it had either gone on just before the visitor arrived or would go on soon afterward. Visitors were not aware that several planned activities at Norstead had actually been cut back due to safety concerns. Axe throwing (and the original plan had called not just for ‘Vikings’ to throw axes, but visitors as well), despite appearing in the brochures, had been disallowed for insurance reasons. A large smithy still had its smith, but no actual work was being conducted at it. The re-enactor involved had refused to do any more smithing until those in charge allowed him to wear safety goggles while he worked (they were deemed too ‘inauthentic’ to be allowed). He explained to me that he had experienced a close call with a red-hot cinder near one of his eyes and was determined that it wouldn’t happen again. A group of specialist re-enactors from Britain who were trained in weapons use, who had participated in films made in Europe such as Braveheart, had originally planned to conduct random and unannounced raids on the encampment throughout the day. But when they found out that none of the local or other visiting re-enactors were trained in weapons use (or even had much in the way of practical fighting weapons) they became discouraged. Worse, the organizers told them that they would have to restrict their activities for ‘safety reasons’ to a relatively small area that could be fenced off from tourists. Undaunted, they divided themselves into two groups and began staging ‘battles,’ inventing new scenarios as they went along. Rather than the roaring open bonfire pictured on the handout, visitors sat around much smaller stone enclosed fire pits. And so on. Numbers, whether involving live re-enactors or those shown on illustrations, can give the illusion of activity, even when relatively little is actually occurring. Rather than sliding seamlessly into a swirl of ‘real-life Viking activity’ the way the illustrative literature had promised them, visitors spent the vast majority of their time looking at a jumbled collection of not always same period buildings and listening to re-enactors telling tales of ‘real action.’
When Numbers Lead to False Conclusions
Other experiences

 with tourism research have taught me that counting does not always lead to better interpretation, more insight, or greater reliability of results. Counting can also be thought of as a metaphor. Rather than representing a more ‘objective’ way to help verify or add to results, it also has the potential to become a form of pseudo-objectivity that can mislead the researchers or distort the results of a study.
A specific example will help make this statement more concrete. My wife, the anthropologist Sharon Roseman, has conducted ethnographic research work in the province of Galicia, Spain, since the late 1980s. In the mid-1990s, we decided to collaborate on a study of souvenirs for sale in and around the pilgrimage city of Santiago de Compostela, which houses a cathedral said to hold the final resting place for the remains of St. James the Apostle. As part of this study (Roseman and Fife 2008), it seemed to be necessary to consider the issue of ‘kitsch.’ As at all major tourist destinations, Santiago venues held a large number of items for sale that could easily fall under the standard designation of kitsch. Miniature versions of vernacular architecture, popular images of witches (including sexy ones), diminutive depictions of cute pilgrims, and even an apostle on an ashtray easily verify the kitsch element at work in Santiago. Perhaps our favorite example was a miniature statue representing St. James, captured inside of a small plastic television set, “suggesting perhaps that it is, after all, just a big show” (Roseman and Fife 2008: 118). Should we dismiss these items as ‘kitsch’ then and assume that they hold no serious messages for us to read?
The idea of kitsch entered our current analytical vocabulary in the 1930s, via the writing of modernist critics such as Hermann Broch and Clemont Greenberg. Both viewed kitsch as a kind of anti-art. Broch thought it contained the very worst elements of nineteenth-century romanticism and associated it with the use of too much beauty or a prefabricated emotionality that was created for its own sake (e.g. Broch 1969a [1933]: 70–71). He continued to develop his ideas on this concept for decades, suggesting in the 1950s that kitsch always led to a false form of sentimentality and was something that must necessarily be avoided by ‘real art’ and ‘real artists’ (Broch 1969b [1950]: 65). Clemont Greenberg pretty much agreed, and specifically positioned kitsch as the enemy of all avant-garde forms of art. It could be thought of as a kind of imitation, for its own sake and for the sake of sales (e.g. endless reproductions of Van Gogh’s ‘Starry Night’ on mugs, rugs, and puzzles). As such, it held no real artistic value or meaning (Greenberg 2007 [1939]: 3). Over the years, kitsch has become synonymous for many with false or cheap emotions and the too easy understandings of popular culture (e.g. Elias 1998 [1935]; Dorfles 1969]).
Were we then to dismiss huge numbers of items offered for sale in Santiago as ‘merely kitsch’ and assume that they held no real meaning for visitors or locals alike? Certainly, the raw numbers were overwhelming. Had we chosen to spend months counting, there is no doubt that the vast majority of objects for sale in Santiago would have been considered by Broch and Greenwood to be kitsch. Does this mean that souvenirs themselves should be thought of as sentimentally suspect?
The problem for us was that Roseman’s extensive ethnographic research work (e.g. Roseman and Fife 2008) with the people who lived in villages near Santiago convinced her that they saw these types of objects as anything but meaningless. It was also difficult for us to reconcile the notion of kitsch with the earnest way that tourists shopped for each item, spending hours picking and choosing among them for ‘just the right thing’ for either themselves or as a present for those who stayed at home.
A very different question that we could ask would be: Is this a case where the sheer numbers provoke us to dismiss the purchase of specific items by locals and tourists as a form of ‘cheap sentimentality’? Neither Roseman nor I thought that this was a good idea. For many, these relatively simple (and inexpensive) forms of expression represented something important about their way of life.
An excellent example can be found in the ubiquitous representations of horreos. Horreos are small vernacular forms of architecture that have been built for centuries in Galicia for storing grain and other foodstuffs. Put high on pedestals to protect stored food from rats and other vermin, these rectangular enclosures have traditionally been built of stone and/or wood (depending on regional variations), though some of the more contemporary variants include the usage of cement. Decidedly recognizable, they form an almost irresistible object for miniature representation in materials that ranged from plastic to metal. Most of the tiny reproductions are mass-produced (e.g. through the use of molds). They would certainly seem to contain the potential to trivialize local traditions and perhaps even homogenize them to a certain extent by ignoring some of the less popular or uncommon versions of local architecture (on the idea of cultural commodification, see Greenwood 1989; Nash 1989). But why would we automatically assume that this is what they do? Actual conversations with people who bought and displayed miniature horreos convinced us that they just as often served as proud reminders of a local architectural heritage—and that there was nothing ‘cheap’ or excessively ‘sentimental’ about these feelings. In fact, many members of rural households that still made use of horreos in an everyday way frequently gave gifts of miniature horreos to their family, friends, and visitors. They seemed to take these to be perfectly appropriate representations of a way of life for which they were extremely proud.
We found this to be just as true of other items that could be thought of as evoking ‘stereotypical’ images of Galician culture, such as the city of Santiago itself or even Roman Catholicism (e.g. Roseman and Fife 2008: 120). Here again, we found that dismissing these forms of objects as somehow ‘meaningless’ simply because they were mass-produced in large numbers was itself a form of ‘false sentimentality.’ Why should we assume that ‘hand-made’ is necessarily more socially meaningful than manufactured? Who, exactly, finds them so—outside of art critics? Why should large numbers evoke assumptions about ‘cheap emotionality’ or ‘false forms’ of heritage presentation?
Galicians spoke quite eloquently about how specific souvenirs served to remind them of the family or friends who gave them the gifts, and most especially of the stories the gift-givers liked to tell about how they had acquired them while visiting places such as Santiago. The objects even evoked contemporary debates about Galician culture and language and stimulated various kinds of discussions about Galician identity. It may well be that whenever Canadian, Italian, or Dutch tourists purchase horreos or other similar mass-produced objects they are buying ‘kitsch’ in some very real sense, but that does not necessarily mean that the same holds true for local purchasers. Thought about more carefully, we’re not even really sure what meaning these objects hold or do not hold for the foreign tourists mentioned above. Not having done research on that specific aspect of souvenirs, it is difficult to say with any confidence what role these stereotyping objects might or might not play in the lives of tourists once they return back home. But there was little doubt in our minds that when a local village couple visited Santiago and purchased an horreo, bringing it home to place on their mantle because it reminded them of their grandparents, they were not making a meaningless gesture. “Many personal meanings are possible and none of them involve cheap and easy ways to understand Galica” (Roseman and Fife 2008: 120).
In this as in so much else, context counts. We can’t let raw numbers do our interpreting for us. Multitude doesn’t in and of itself spell meaningless. As I suggested above in the case of Norse tourism, larger numbers can give a false sense of importance where none really exists. This is a reminder that counting remains firmly grounded in the qualitative enterprise and it is not something that can somehow be thought of as giving us answers to important questions without fully utilizing all of our other ethnographic skills alongside of it.
The Production of Absence: Counting That Which No Longer Remains
There are many creative ways to utilize counting. A research project involving national parks in the province of Newfoundland and Labrador, for example, can serve to show how counting can be used to show not only what is present but what has been taken away from the imagery commonly used to represent a tourism area. As in all of my ethnographic research, I began the study by learning about the history of the area. In this case, the research involved the region surrounding what became Gros Morne National Park (created in the in the early 1970s), which is located on the west coast, a little way northward along the Northern Peninsula of the island of Newfoundland.
Historical research revealed to me that there had been a very contentious issue about the removal of already existing populations, who were living within what was to become the park boundaries. As an area normally presented as a ‘wilderness park,’ it is easy to see why human populations and a long history of work activities within the region presented something of a ‘problem’ for the desired park identity. Part of the compromise finally achieved in the early 1970s, in what was a highly charged political situation, was to amalgamate the people who had been living within local communities into five ‘enclave’ areas, each one located adjacent to the new park boundaries. Clashes would certainly continue over customary uses of parkland in the area (e.g. Fife 2006, 2010), but this effectively dealt with the issue by ‘banishing’ those who had made their livelihoods in the area from what had been a landscape of common usage. Learning of this history, I became intrigued by the idea of ‘disappearing people’ from what had previously been a much-used landscape and re-reconstituting it as a ‘wilderness.’ Could I find signs of this in the images that were associated with the contemporary park?
As it turned out, the answer to this was yes—such imagery was easy to find. For example, a highly popular book that was (and still is) sold in the park interpretive centers and many other venues in Newfoundland is entitled Gros Morne National Park: Souvenir Booklet (Bursey 2000). In it, 32 photographs (all numbers presented below come from Fife 2006) are said to represent Gros Morne National park and the enclaves (it is not made clear in the book that the enclaves are technically not within park boundaries). Counting what is going on in these photographic reproductions is very instructive. Eleven of the photos involve dramatic landscape features, such as mountains, fjords, waterfalls, or beaches. Seven show wildlife, such as foxes, hares, or moose. Three are close-ups of flowers. This means that 21 seem to show ‘natural’ aspects of the park, which would leave 11 photos to represented more human-made features. This might seem to represent a ‘reasonable’ divide and show an understanding that what is now the park area has a history as both a ‘natural’ and a human usage area. But further counting reveals that this would be a false interpretation.
Not a single human being appears in any of the 32 photographs. This not only remains true for the images that are supposed to represent the ‘wild’ aspects of the park, but also for those clearly showing evidence of human habitation. Captions add to the sense of a human absence. For example, none of the images associate with landscapes (e.g. mountains) or ‘wildlife’ mentions the historic association humans have had with these places or species. The mountains, for example, were hunted and gathered upon for centuries by European populations (and for much longer, when we include different populations of First Nations peoples), beaches were used as staging areas for fishing activities, and moose and hares were extensively hunted for food and skins. To take one example, a head and shoulder shot of a moose is accompanied by the caption: “A young bull moose enjoys a meal of white birch. This non-indigenous species was first introduced to the island in 1878. There are now more than 8,000 moose in Gros Morne National Park, representing one of the highest population densities in the world” (Bursey 2000: 2). The caption for a photo of Rock Ptarmigan contains only ‘natural history’ types of information about the species and notes that it is extremely ‘well adapted’ to the ecology of the park area, while a photo of a hare more simply states: “Snowshoe hares are found throughout Gros Morne National Park” (ibid.: 22). What is missing in these captions is any mention of either historic or contemporary relations between predator and prey that have pervaded human/animal relations in this region for even the several hundred years of occupation by European derived populations (again, not to mention the much longer occupation of it by First Nations populations). Moose, for example, were brought to the island expressly to serve as game for local European hunters. However, these images and their captions clearly remove what most local residents regard as their ‘right’ to hunt or trap local game for food. As I noted in a journal article:Unlike humans, it seems to suggest, animals belong to the park and have a natural right to live within its borders. No mention is made, for example, of the tremendous damage to vegetation by the over-population of moose. The implication is that only humans, in their guise as hunters, foragers, foresters, or snowmobilers ‘damage’ wilderness areas. (Fife 2006: 44)


As mentioned earlier, it is true that 11 out of the 32 photographs in the book are dedicated to human artifacts, which would seem to contradict the interpretations above. However, no humans are actually present in any of these shots and only one of the photographs represents a human-made object that actually exists within the park boundaries. This is a photograph of a long empty highway, which leads to the mountainous tablelands area. The caption leaves no doubt that, despite the imagery centering on a highway, the image is not about human usage of the park area.The tablelands…This rock, formed deep underground, has been forced to the surface near Trout River through the collision of vast continental plates which make up the earth’s crust. This unusual exposure was a prime reason for the designation of the Gros Morne area as a World Heritage Site by UNESCO. (Bursey 2000: 30)

In the remaining 10 photos, 9 represent one image or another of life in the ‘traditional’ outport fishery, which most tourists associate with Newfoundland. The fishery does not of course actually occur within park boundaries. No commercial activities associated with the freshwater lakes or rivers that are actually within the park boundaries (such as historic salmon canning) receive representation. In short, none of the images presented threaten the representation of the park as a ‘wilderness area.’ Located beyond the park boundaries, what the human objects that are allowed to appear seem to represent is form of touristic nostalgia. Small unmanned fishing boats, seemingly abandoned fishing gear, and no longer in use lighthouses seem to speak of a dead or dying way of life and do not accurately portray commercial or subsistence activities of current human populations in the region. This is to say that it leaves out all of the contemporary livelihood activities that have been strongly affected by the artificial boundaries now placed around what was once a highly used commons area.
A wide collection of books and booklets, pamphlets and government guides, show us that there is nothing exceptional about this way of ‘disappearing people’ from the contemporary park landscape. For example, in the very late 1990s, the Gros Morne Co-operating Association and Parks Canada worked together to co-sponsor the creation of a new park guidebook by the author Michael Burzynski. The book, which became the standard park guide sold within the park as well as in the province as a whole, contains a large number of beautiful color and black-and-white photographs. These can also be subjected to counting analysis (again, these numbers come from Fife 2006). Unlike the booklet above, the guidebook contains a considerable number of photographs of human beings carrying out activities within the park. A closer look at these images, however, reveals interesting patterns. A count shows that there are 84 photographically relevant images in the book. The vast majority of these show hikers, cross-country skiers, bird or flower watchers, or other humans engaging in similarly ‘appropriate’ forms of park activities. In other words, all humans represented in these images are consuming the park landscape in what we can think of as an officially approved fashion. This suggests that they are acknowledging the park as a ‘wilderness’ area and not engaging in activities that might be used to challenge that perception in any way. Most of these photographs use angles or are otherwise taken in such a manner as to emphasize the ‘smallness’ of the humans involved and accentuate the sublimely overwhelming landscape in which humans are only tentatively located. Many of other kinds of images in the book show humans engaging in what we might call a form of self-education. A man peers closely at a flower, children are entranced by life in a tide-pool, or a small group of visitors are being lectured by a park interpreter about specific landscape feature or about ecology in a more general sense.
Only 9 out of the 84 photographs involving humans portray local people rather than visitors or park workers. Of these, six are historic images and show activities associated with fishing or logging in the early 1900s. The last three photos were all taken in enclave areas, which are outside of the park boundaries. One shows a couple of men pushing a small boat loaded with lobster traps onto the rocky shore (Burzynski 1999: 105). Another photo on the same page presents two battered and broken lobster traps that have been washed up on shore, along with a caption stating: “Lobster traps driven ashore by a storm” (ibid.: 105). I suggested at the time that this purposeful juxtaposition of illustrations “seems to contradict the human agency shown in the first image and emphasize the helplessness of human beings in the face of wild nature” (Fife 2006: 46).
The guidebook uses a different method than the 32-image booklet, but the result ends up being very similar. Both effectively ‘disappear’ working human beings from the landscape of Gros Morne Park and either emphasizes their relative helplessness in the face of overwhelming ‘wilderness’ or safely relegates their activities to the ‘distant past.’
Books

 and booklets are not the only sources that can be quizzed and counted in regard to the production of absence. Perhaps the most common form of tourism imagery is to be found on the common postcard. In a five-year period during the late 1990s and early 2000s, I managed to collect 33 different postcards in communities associated with Grose Morne National Park. Emphasis was put on collecting cards containing images directly associated with the park, and although it might be erroneous to claim that I collected every single card sold in the area involving the park during that specific period of time, I feel very confident in stating that the collection represented a very complete sample of what was available to most tourists (Roseman and Fife 2008). Eleven of the cards are what I think of as straight-forward scenery shots, 10 of them are long-range photographs involving community enclaves (again, technically these are located outside of park boundaries, but in the eyes of most tourist I did research with they are ‘part of the park’), five involve lighthouses, five are relative close-ups of either small fishing craft or gear such as lobster traps, one is a close-up of a flower, and only one involves an individually recognizable human being. In the last image, the humans involved are easy to identify as tourists walking along a boardwalk toward Western Brook Pond, which contains a boat ride up into a fjord that can be accessed at the end of the trail. Technically, a second photos also shows a human. This person is unrecognizably disguised by the large orange coat and hat he is wearing as he steers a small fishing boat toward a pier that also contains two larger fishing boats and a sailboat. The caption of this postcard states:Rocky Harbour – Gros Morne Park. Fishing boats depicting part of the cultural heritage of the enclave community surrounding Gros Morne Park. A variety of fish is harvested during different parts of the year. Pleasure craft also frequent the waters of the area.

In this case, the only image that concerns a livelihood activity is firmly identified as involving something that takes place outside of park boundaries. While the other five postcards involve fishery in some fashion (e.g. by invoking a metonymical fishing boat seen in the distance), they seem to present it as a ‘natural’ part of Newfoundland heritage. Interestingly, there are no portrayals on postcards of forestry activities (whether for commercial or domestic uses—and many rural Newfoundlanders continue to use woodstoves as an important method for heating their homes), snaring or hunting activities, or for snowmobile or all-terrain vehicle (ATV) usage (an important means of local transportation) in the park area.
The dramatic landscape images on postcards tend to involve panoramic views of the usual suspects (mountains, waterfalls, fjords, stands of trees, etc.). The messages remain the same here as they did in the books above. “Wild nature is seen as overwhelming in both its beauty and its strength – suggesting that the only possible human response (e.g. as a tourist visiting the park) is awe and wonder at being part of something so much larger than oneself” (Roseman and Fife 2008: 48; brackets in the original). Predictably, the images of enclaves involve very long shots of communities that seem to be almost overwhelmed by the majesty of the surrounding environment (e.g. the ocean, mountains, cliffs).
I could continue, jumping from medium to medium, to show how imagery is used to effectively disappear human beings from the contemporary landscape of Gros Morne National Park. However, the examples given are more than sufficient to show how counting what is represented in sets of images adds greatly to a researcher’s ability to analyze the connotations of these images and relate them to the wider historical and ethnographic trends associated with a research topic. This chapter shows how both positive and negative numbers can be used to add to our understanding of already existing material, giving it an ethnographic twist and making it useful for our research projects.
References
	Anonymous. 2000. Norstead: A Real Life Saga—Site Guide. N.p.: Viking Tourism Trail Association.

	Belting, Hans. 2014. An Anthropology of Images: Picture, Medium, Body. Trans. Thomas Dunlap. Princeton: Princeton University Press.

	Broch, Hermann. 1969a [1933]. Kitsch and Art-With-A-Message. In Kitsch: The World of Bad Taste, ed. G. Dorfles, 68–76. New York: Bell Publishing Company.

	———. 1969b [1950]. Notes on the Problem of Kitsch. In Kitsch: The World of Bad Taste, ed. G. Dorfles. New York: Bell Publishing Company.

	Bursey, B. 2000. Gros Morne Park: Souvenir Booklet. Altona: Friesen Printers.

	Burzynski, Michael. 1999. Gros Morne National Park. St. John’s: Breakwater Press.

	Desmond, Jane C. 1999. Staging Tourism: Bodies on Display from Waikiki to Sea World. Chicago: University of Chicago Press.

	Dorfles, G. 1969. Kitsch. In Kitsch: The World of Bad Taste, ed. G. Dorfles, 14–36. New York: Bell Publishing Company.

	Duke, Philip. 2007. The Tourists Gaze, the Cretans Glance: Archaeology and Tourism on a Greek Island. New York: Routledge.

	Elias, N. 1998 [1935]. The Kitsch Style and the Age of Kitsch. In The Norbert Elias Reader, ed. J. Goudsblom, and S. Menell, 26–38. Oxford: Blackwell.

	Fife, Wayne. 2004a. Penetrating Types: Conflating Modernist and Postmodernist Tourism on the Great Northern Peninsula of Newfoundland. Journal of American Folklore 117 (464): 147–167.Crossref

	———. 2004b. Semantic Slippage as a New Aspect of Authenticity: Viking Tourism on the Northern Peninsula of Newfoundland. Journal of Folklore Research 41 (1): 61–84.Crossref

	———. 2006. National Parks and Disappearing People: Romantic Landscapes and the Urbanization of Rural Spaces in Newfoundland. In Galicia & Terra Nova and Labrador: Comparative Studies on Economic, Political and Socio-Cultural Processes, ed. Xaquín Rodríguez Campos and José Santos Solla, 31–54. Santiago de Compostela: Universidade de Santiago de Compostela Press.

	———. 2010. Internal Borders as Naturalized Political Instruments. Identities: Global Studies in Culture and Power 17 (2): 255–279.Crossref

	Government of Newfoundland and Labrador. 1999. Vikings! 1000 Years: Making the Journey. Pamphlet, St. John’s: Government of Newfoundland and Labrador.

	Greenberg, Clermont. 2007 [1939]. Avant-Garde and Kitsche. Available at http://​www.​sharecom.​ca/​greenberg/​kisch.​html

	Greenwood, D.J. 1989. Epilogue to Culture by the Pound: An Anthropological Perspective on Tourism as Cultural Commoditization. In Hosts and Guests: The Anthropology of Tourism, ed. V.L. Smith, 2nd ed., 181–185. Philadelphia: University of Pennsylvania Press.

	Hooper, Glenn. 2001. The Tourist’s Gaze: Travelers to Ireland, 1800–2000. Cork: Cork University Press.

	Marwick, Marion. 2001. Postcards from Malta: Image, Consumption, Context. Annals of Tourism Research 28: 417–438.Crossref

	Nash, D. 1989. Tourism as a Form of Imperialism. In Hosts and Guests: The Anthropology of Tourism, ed. V.L. Smith, 2nd ed., 37–52. Philadelphia: University of Pennsylvania Press.

	Pauwels, Luc. 2017. Reframing Visual Social Science: Towards a More Visual Sociology and Anthropology. Cambridge: Cambridge University Press.

	Rose, Gillian. 2016. Visual Methodologies: An Introduction to Researching with Visual Materials (4th Edition). New York: Sage Publications.

	Roseman, Sharon, and Wayne Fife. 2008. Souvenirs and Cultural Politics in Santiago de Compostela. International Journal of Iberian Studies 21 (2): 109–130.Crossref

	Urry, John. 1990. The Tourist Gaze. New York: Sage Publications.



© The Author(s) 2020
W. FifeCounting as a Qualitative Methodhttps://doi.org/10.1007/978-3-030-34803-8_7

7. Making Fiction Count

Wayne Fife1  
(1)Department of Anthropology, Memorial University of Newfoundland, St. John’s, NL, Canada

 

 
Wayne Fife
Email: wfife@mun.ca



Abstract
Social scientists have largely neglected the use of fiction for qualitative research. Making use of Do Androids Dream of Electric Sheep, the author shows how counting can lead to connections between the portrayal of androids and the standard world of actual slavery. Comparing the history of various slave-keeping societies with Dick’s dystopic future can reveal a great deal about the way rhetoric is used to rationalize and disguise an inhuman social practice. The fantasy fiction of Stephen R. Donaldson’s Thomas Covenant books helps the author make the case that such fiction often conceals a form of narrative theology—a story-like format that does not claim to be theology, yet which contains a powerful emotional appeal to enact specific forms of morality. Counting the word and actions of fictional characters and juxtaposing them with more extended prose examples illustrates the usefulness of this method for gaining a greater understanding of much larger social issues through fiction.
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A source of information that is usually left to those in the humanities and relatively seldom explored by social scientists involves fictional and other kinds of literature (but see Girard 1988; Handler and Segal 1999; Wulff 2017; Izzo 2019). My current research work concerns different kinds of imaginary worlds (Fife n.d.). These range from the fictional worlds of science or fantasy fiction to living movements such as Steampunk. In this form of contemporary research, documents can often take on added importance (e.g. Riles 2006; Gitelman 2014). In this chapter, I will take examples from my current project involving imaginary worlds to show the dimension that counting can bring to someone who wishes to include fictional sources as part of their social research agenda.
Something that should be noted is that the logic of counting fictional material remains the same as it is for any other document (such as the published or unpublished missionary or government material used earlier). One of the advantages of adding fictional works to our ethnographic endeavor is that it will allow us to recognize common tropes in supposedly non-fictional documents (such as the missionaries letters or reports noted in Chap. 5) or supposedly non-fiction books (e.g. the tourism booklets and guides reported on in Chap. 6). Despite our standard conventions, fiction is not really ‘opposed’ to non-fiction; each shares a language that distorts, emphasizes, even argues for one point of view over another. Nor is this fundamentally different from what goes on in the classrooms of Papua New Guinea (compare the ‘fiction’ riddled hopes of grades five and six children, as expressed through their “My Future Work” essays in Chap. 4) or the symbolic freight carried by students who are labeled ‘good’ versus ‘bad’ (discussed in the same chapter). Even museum displays (Chap. 5) can be arranged in such a way as to ‘tell a story.’ It makes sense, then, that we should expand our ethnographic work to include standard forms of fiction. And, as we will see in this chapter, science fiction and fantasy fiction can be expanded through a comparison with other material, in a similar fashion to the way other more localized issues were expanded in the chapters above, in order to tease out new meanings, such as an unexpected exegesis about slavery or a new way of understanding contemporary religious sensibilities.
When I use a book of fiction as a primary source, I always commit to reading it a minimum of three times. The first time I read the work straight through, allowing my mind to make connections and wander through ideas as they appear in the work. The second time, I begin to jot down impressions about subjects, actions, or topics that I am beginning to think are important. The third reading is for formal coding. Doing the coding by hand, rather than relying on a computer program, allows me to generate numbers while I code and gain a closer understanding of the material than would be the case if I relied on a program. Allowing a program to sort through the material for me would never result in the kind of intimate knowledge that is possible to build through hand coding. At various times I have coded using sticky notes, notations in margins, small lined cards, or separate notebooks (e.g. Fife 2005; for a good discussion of coding and other forms of research and analysis, see Mannik and McGarry 2017). In the case of the science fiction book Do Androids Dream of Electric Sheep by Philip K. Dick, I decided to use a separate notebook.
Science Fiction
The first reading of Do Androids Dream of Electric Sheep? alerted me to the possibility that Dick was using the characters of androids in this novel in order to discuss slavery and its ramifications for both the enslaved and the enslavers. I also thought that he was poking and prodding at the conventional boundaries we tend to erect through the creation of our cultural categories concerning living-beings versus non-living objects. My second reading confirmed these general propositions and allowed me to notice a large number of topics that could be related to the overall theme, such as android stereotypes held by humans, android revolts and the quest for freedom, and human alienation in a world that had undergone a vague but highly destructive third world war. In my third reading, I opened the notebook and began to code more specifically. This involved both larger topics and the sub-topics that showed up within each of the more general themes.
At the top of each notebook page I put the overall topic heading, such as ‘Android Behavior’ or ‘Human behavior.’ Important individual characters, whether human or android, also received their own topical headings. ‘Rick Deckard,’ ‘Luba Luft,’ or ‘Roy Baty,’ for example, had their own entries. I noticed early during the third reading that certain objects seemed to play important roles in the story, so I gave them headings as well, such as ‘Empathy Box,’ or ‘The Penfield (Generator).’ Actions too can deserve headings if they are important enough, such as ‘Killing Androids,’ or ‘Escapes/Revolts.’ Animals were of some importance in the book and it became necessary to differentiate between organic and non-organic (i.e. robotic) ones, as in ‘Organic Animals’ or ‘Electronic Animals.’ And then there were key social or cultural trends, such as ‘Mercerism’ (a central religion/philosophy in this world) or ‘Emigration to Mars.’ In the end, 25 major topics were identified and given their own page headings. As a precaution, I normally set headings anywhere from two to four pages apart in order to leave room for the sub-headings to come.
Each heading contained a long list of subheadings noted under it, complete with the exact page that the sub-topic could be found on. So, a page in my notebook might come to look something like this.
Rick Deckard

	Fighting with wife: 3, 7, 93>, 191, 175

	As Mercer: 233>, 235, 237

	As killer: 4, 14, 31, 93, 95, 98, 101, 141, 147, 185, 199, 221, 223, 225, 230, 234, 242

	As bounty hunter: 13, 14, 36, 56, 86, 94, 101, 125, 141, 144, 157, 181, 198, 228, 232

	Desires to own animals: 27, 32, 40, 43, 167, 170, 177, 202, 220, 233∗, 234, 236





And so on until all the sub-headings I found were exhausted. A number such as 233> meant that the topic was covered from this page number onward, while an asterisk beside a number, such as 233∗, meant that the page held a particularly good example of the sub-category (e.g. something that could be used as a quotation or as a citation). Some topical headings generated far more sub-headings than others. Deckard, for example, the main human protagonist in the book (a bounty hunter officially connected to the police force, who ‘retires’ androids) generated a total of 32 sub-headings, while the more minor topical heading ‘Electric Animals’ only generated four sub-headings.

Recording topics in this fashion gave me immediate access to specific examples when it came time to write a book chapter that I entitled: “Androids as Slaves – Lessons from the Science Fiction of Philip K. Dick” (Fife n.d.). But it also provided me with an automatic count of the number of times a specific sub-theme occurred within the book. I could tell at a glance, for example, whether the sub-theme of ‘android revolts’ occurred more often or less often than that of ‘android mysticism.’ I also immediately knew how often the same sub-theme appeared in the book. Under the topic Rick Deckard, for example, the sub-theme ‘As killer’ showed up 19 times, while the sub-theme ‘bribed’ only appeared once in the book. It should be noted that the number of appearances is not necessarily a direct indicator of the relative importance of a theme. For example, the sub-theme of bribery appears once in the book, but the single example illustrated a key tension between law enforcement and corporations while simultaneously revealing Deckard’s lust for owning organic animals. Frequency, however, does remind us whether or not something has repeatedly appeared as a trope or only been mentioned once or twice in passing. This helps guard against standard researcher (human) bias—we tend to notice and be much more taken by unusual or highly dramatic behaviors or occurrences. This can lead us to assign them an importance that may far exceed their overall social or cultural saliency for those most directly involved (even when those who are involved are characters in a work of fiction).
Coding by hand allowed me to verify that the author was exploring android/human relations in such a way as to offer commentary about the issue of slavery itself and that he was using specific kinds of objects to explore how it was that the master/slave relationship became rationalized. This refined my further data collection. For example, I collected writings about slavery in ancient Rome and Greece, as well as for some of the First Nation Peoples along the West Coast of Canada and in the antebellum United States. These writings I coded in a similar way to what I had done for Dick’s book, though I used the much quicker method of attaching small post-it notes directly along the margins of the book or journal article. And again, I did the same thing with writings involving the ways that objects have been used to carry meanings for human beings. I finished by coding the works of certain theorists whom I thought might be relevant to this particular paper topic, such as Keith Basso, Martin Buber, Albert Camus, Aime Cesaire, Franz Fanon, and Jean-Paul Sartre, among others.
I will now illustrate the usefulness of counting in such an enterprise through the use of a few small samples from the study.
Let’s begin with a little material involving the main protagonist, Rick Deckard. Rick is tasked with ‘retiring’ six androids who have escaped their enslavement on Mars and smuggled themselves back to earth. When I was exploring the basis for his ability to kill androids, which were conscious beings, I was able to note that I counted 21 instances in the book when Deckard said something that was directly negative about androids. I could draw from these examples to give the reader a flavor of his constant self-justification as an android-killer, as in the following:Evidently the humanoid robot constituted a solitary predator [and was therefore incapable of empathy]. Rick liked to think of them that way; it made his job palatable. (Dick 1968: 31)

I could then compare his rationalizations with the clear-headed penetration of his wife Iran, who tells him bluntly during one of their frequent arguments: “You’re a murderer, hired by the cops” (Dick 1968: 4). Even though Iran makes this kind of observation sparingly, it was no less important for my argument than the oft-repeated inner ruminations of Deckard himself as he continually re-justifies his own actions.
Why, then, do androids who revolt ‘have to be’ secretly killed by bounty hunters? I was able to count 14 occasions in the book when it is suggested by someone (ranging from Deckard to the androids themselves) that the ‘real problem’ is that they are simply too smart. My coding method allowed me to cite half a dozen different examples to prove my point to the reader. The true fear, then, is that the future belongs to the androids, who keep improving generation after generation in their abilities, while humans have become obsolete due to their very slow rate of evolution. Even the android Rachel admits that the corporations would never stop ‘improving’ the androids whom they manufacture, whatever laws humans might make about this. She confesses this to be true when Deckard discovers that she is spying on him for the corporation that owns her while he is trying to track down the highly advanced Nexus-6 model of android. She unavoidably also shows us the extent to which she identifies with her owner at the same time.And then I report back and the association [i.e. corporation] makes modifications of the zygote bath DNS factors, and we then have the Nexus-7. And when that gets caught, we modify again and eventually the association has a type that can’t be distinguished [from humans]. (Dick 1968: 190)


In this case, the relative number of times this theme appears in the book shows that Dick wants the reader to pick up on this particular trope and understand that fear, more than anything, underlay the human enslavement of androids. In the chapter I wrote, I was then able to take this theme and show how fear was a driving force for the continuation of enslavement in many other actual human historical situations. This allowed me to further develop the theme that Dick is trying to use androids to teach us something about how to understand slavery as a social, cultural, and psychological phenomenon.
Numbers can be used more subtly for argumentation as well. For example, after I wrote about how the android Luba Luft is gripped by a form of self-loathing, relating it to ideas concerning the internalization of the oppressor in colonial situations that comes from the work of Aime Cesaire (2000) and Franz Fanon (2004, 2008), I was able to return to my coding and note that all six of the androids in the book showed evidence of having been harmed in some substantial fashion by their enslavement. I have already noted the identification that Rachel shares with her owners above, despite the way they put her in the path of danger. Another of the female androids named Pris appears to have been sexually abused during her enslavement. The list of issues could easily continue, with something problematic appearing for each of the enslaved android. After verifying that Dick makes sure that we know all six androids suffered in some fashion, I was then able to utilize ethnographic evidence from the book to bring the suffering more concretely home to the reader through the use of specific examples. In other words, all suffer (numbers), but each suffers uniquely (individual examples).
It was counting that often allowed me to see important differences between the characters in the book. For example, Rick Deckard almost never ‘grasps the handles’ of the Empathy Box. This device allows humans (but not androids) to experience a form of collective consciousness in which they are able to share and affect each other’s current emotional states. Deckard dislikes this experience, far preferring the Penfield generator, which allows the user to ‘dial up’ any emotional state s/he wishes, such as “pleased acknowledgement of husband’s superior wisdom in all matters” or “the desire to watch TV, no matter what’s on” (Dick 1968: 7). The Penfield is in such common usage that humans are able to talk about being in a 382 mood, or a 427 state of happiness. Deckard’s wife Iran, who loves using the Empathy box, dislikes Deckard’s continual insistence that she use the Penfield to get her out of her negative moods. There, in a nutshell, lies the continual tension between Rick and Iran. Only Iran is willing to acknowledge their alienated state of existence and turn to other human beings for comfort. It can be argued that it is Rick’s singular form of unacknowledged alienation that allows him to kill androids and to think of them a ‘machines’ rather than as thoughtful, emotional, fearful beings—despite the continual evidence that is given to him throughout the book that this is so.
As usual, we have to be careful not to overly rely on counting in our ethnographic interpretations, even when this involves the interpretation of fiction. For example, some sub-headings containing only one or two entries seem to be just as valuable as those that contain dozens for understanding the portrait that the creator of this particular imaginary world has drawn for us. Deckard, for example, has a complex set of feelings about the leader of the android revolt—Roy Baty. He disparages his mystical ‘pretentions’ while also fearing him as someone who might well be capable of ‘retiring’ Rick himself. Rick’s fear and loathing of Roy are expressed on a relatively few pages (rather than repeatedly throughout the book), but they are no less important because of this. Most critically, when Deckard finally manages to kill Baty, he immediately treats his body as so much ‘garbage’ to be tossed out. This treatment strongly parallels the treatment of other slave leaders’ bodies in situations of revolt, such as the American Nat Turner, or the escaped gladiator leader from ancient Rome named Spartacus (e.g. Greenberg 2003: 18; Strauss 2009: 191). In all cases, it is fear that drives the desire for dehumanizing the revolt leader after his death—a single event in the book, but one with widespread ramifications when compared to other similar situations in human history.
Fantasy Fiction
A similar mixture of counting and more standard forms of ethnographic data collection helped me in an analysis of fantasy fiction. In this instance, I was concerned with exploring the way that fantasy fiction can be used to form a new kind of ‘narrative theology.’ Aligning myself with others (e.g. Nelson 2001: 18) who have suggested that in a highly secularized society religious sensibility often becomes disguised in forms of popular culture, I set myself the task of trying to understand how a specific iteration of fantasy fiction could contain an exploration of the limits of belief.
I decided to explore a trilogy (the first three books in a ten-book series) by Stephen R. Donaldson about the fantasy world that was collectively known as The Chronicles of Thomas Covenant. My first two readings set my course and allowed me to formulate the notion of ‘narrative theology.’I use this term to refer to an embedded theology that is encoded through a story-like format that does not put forth a claim to be a theology. …This is an emotional theology, one that teaches through empathy rather than through logical exposition. (Fife n.d.: 66)

The opening readings convinced me to follow a very different strategy than the one I had used for the science fiction chapter noted above. Here, I would ‘tell the story’ through some of the specific characters that appear in the books, showing how each one stood for a specific position in relation to the dangers of belief. I used six main characters to make my argument about the underlying messages of belief and morality contained in the trilogy. Because of this decision, I naturally had a different focus when I did my third reading for coding. In the initial coding, 10 main characters received the most attention. Recognizing the amount of writing I would need for proper explorations of all 10 characters, I further narrowed that number down to 6 for the writing project itself, zeroing in on those I felt represented the full range of moral positions: from absolute, unwavering faith to a total rejection of belief of any kind. Part of what allowed me to make my final determinations about who to include and who to leave out involved the relative number of sub-headings I recorded for each heading/character—I wanted complex, well-rounded characters to explore. These, I reasoned, I could identify through the numerous manifestations of relevant sub-headings and the relative number of entries under each of those sub-headings.
This doesn’t mean that my coding process focused solely on book characters. I coded other themes that my readings had suggested were important, such as ‘The Forests,’ ‘Oath of Peace,’ ‘Place of Art,’ and ‘Laws.’ I coded, for example, for both individual giants such as ‘Saltheart Foamfollower’ and for ‘Giants’ as a collective body of characters.
Given that there were three volumes to work on rather than just one, I did a simple modification of the process, identifying the volumes in the order in which they were originally published and putting the volume number before the page number involved. This is illustrated in the following example.
Saltheart Foamfollower

	Despair: 2–234, 2–238∗, 2–239, 3–83, 3–296, 3–314, 3–345

	Faith: 1–255, 1–294∗, 1–311, 2–263, 3–152, 3–347, 3–359

	As killer (violence): 1–246, 1–249, 1–256∗, 1–307, 3–80, 3095, 3–159, 3–310, 3–321, 3–326∗





Let’s explore a few of the insights counting helped provide in this particular approach to understanding a fantasy fiction world. Thomas Covenant, the main protagonist of the series, is also know by the title ‘the unbeliever.’ A leper in the standard world, he has been trained never to let his guard down and allow unwarranted hopes or beliefs to cloud a rational assessment of his health situation. When he is ‘summoned’ to a land very different from his own (commonly referred to as “The Land”), even his own senses cannot convince him of its ultimate reality. The three volumes contain 98 separate instances in which Covenant rejects belief in either The Land or related phenomena (such as its healing properties, which ‘cure’ his leprosy while he remains in The Land during the first book). This unwillingness to believe sometimes allows Covenant to escape the mistakes some of the other inhabitants of The Land make because of their excessive forms of faith. However, it is also a lack of belief that brings him to commit several morally reprehensible acts. The most heinous of these is the rape of the young woman who finds him during his first appearance in The Land. He is overcome by the return of his full senses (including sexual potency) and commits this violent act upon her before he has time to recover or consider the ramifications. Much of the rest of the three books can be said to be a consideration of the repercussions of this act, not just for Covenant but also for many of the others who live in The Land.

Numbers can, when used injudiciously, hobble or even injure our ability to better understand ourselves and others. This is nicely illustrated through the character of Covenant, who has lost two fingers on his left hand due to leprosy. Because of this false correlation, he is mistaken as a new incarnation of the legendary ‘Berek Halfhand,’ who in ancient times was the first to take up the mantle of a ‘Lord’ (Protector of The Land) and who had also lost the same two fingers. Even Lena, the woman whom he raped, believes this duel identification to be true. It is an assertion Covenant constantly protests against. But as Jean-Paul Sartre (2004 [1940], 1993) reminds us, once others have taken a firm position about our identity it is difficult to fight against the tide. We tend to be who our interactions tell us we are. Because of this widespread belief, he is commonly addressed by many inhabitants of The Land as ‘ur-Lord Thomas Covenant.’ The best translation of ‘ur-Lord’ would be ‘first or original Lord.’ Because of the mistaken belief that Thomas is Berek, or at least a ‘Lord’ who has come to protect The Land in its hour of need, most forgive him for his misdeeds and help him battle against The Despiser, a satanic figure who wishes to destroy the Laws of The Land so that he might break free of it and escape back into the larger universe. Even Atiaran, the mother of the raped woman Lena, guides Covenant through a critical stage of his journey, despite her personal distaste for him (e.g. 1–72).
The precariousness of Covenant’s life in the land is often expressed through his experience of vertigo. There are 39 instances in the three books where Thomas experiences either vertigo or related issues such as nausea. This can happen when he is faced with heights, or simply because he finds himself in a pressure-filled situation. This common existential theme (e.g. see Sartre 2004 [1940] on nausea; Camus 1991 on plague) seems to be used by Donaldson as something like an early warning system and it appears whenever Thomas is grappling with an important moral issue. Donaldson seems to be warning against too easily rejecting having faith in something other than ourselves. Covenant has a tendency to damn himself through his own lack of belief. In book one, for example, he experiences a restoration to full human health while in the land, but by book three things have deteriorated alarmingly and The Land seems to have lost its power for healing. Ironically, he rues the loss.Dream Health! He knew it had always been a lie, that leprosy was incurable …Yet, the absence of that health staggered him, dismayed the secret yearning recusancy of his immedicable flesh. Not anymore, he gaped dumbly. Now he had been bereft of that too. The cruelty of it seemed to be more than he could bear. (3–130)

These sorts of observations, backed by numbers that illustrated their frequency, allowed me to feel confident when I suggested that “In many ways, the three volumes are about the increasing damage that existential contradictions do to both Covenant and The Land and how he fights through the despair that such contradictions can bring to human life, eventually learning to deal with his life world through abandoning strict rationality and embracing contradictions” (Fife n.d.: 75). One of the ways he does this is by learning to resist the social pressures on him to attempt to use his ‘power’ (he wears a magically powerful white gold ring) to harm other beings, including ‘enemy’ beings. On 20 separate occasions, Covenant expresses great sympathy for others and his own understanding that he really is no different than those who have succumbed to the power of The Despiser.Jerking brokenly, his hands gestured at the bodies around them [raiders who had just been killed by Covenant’s group]. “They’re lepers, lepers like me. This is what Foul [The Despiser, who goes by many names] wants us to do to everything.” (3–98)

Ultimately, it is his refusal for violence that helps lead to the final defeat of The Despiser and the redemption of The Land.
Not all are as reluctant to participate in disproportionate forms of violence. An excess of belief leads many of the leading characters to embrace excessive aggression as a tool in their fight for The Land. Even Covenant’s best friend, the giant Saltheart Foamfollower, shows much evidence for the potentially dark side of belief. Given to laughing often and telling long stories, this personable character nevertheless becomes a kind of berserker when faced with enemies who might harm either The Land or the people who believe in it. This becomes apparent the very first time he is involved in a fight. After the members of Covenant’s group beat off an attack, he refuses to relent.Foamfollower charged after them. Yelling giantish curses, he chased the fleers as if he meant to crush them all underfoot. Swiftly, he disappears into the darkness, and soon he could no longer be heard. But from time to time there came faint screams through the night…. (1–250)

He returns only much later to the group, when he “[s]hambled out of the night like a massacre metaphored [sic] in flesh – an icon of slaughter. He was everywhere smeared in blood, and much of it was his own” (1–254). Foamfollower displays similar excesses on 10 other occasions, leaving little doubt about the extremes to which his very strong beliefs in the sanctity of The Land lead him.
A complex being, Foamfollower does not have an excessive belief in himself or his own righteousness, even while he excuses much in the name of faith. During a particularly difficult period, Covenant tries to explain his own need for ‘unbelief’ in the fact of Foamfollower’s exertions for conviction.“All right. So, you’re right. Tell me, just where do you get hope?”
Slowly, the giant rose to his feet. He towered over Covenant until his head nearly touched the ceiling. “From Faith.” (1–294)

Foamfollower makes statements about the importance of faith or shows evidence of having excessively strong beliefs 11 times. The dangers of excessive belief are shown when the faith of all Giants becomes shattered. Believing themselves incorruptible and therefore beyond the power of The Despiser to bend their wills toward his, they are devastated when Giant triplets are turned into three Ravers (beings of immense evil powers) by The Despiser and used for his own ends. Once their faith in their own absolute rectitude in relation to The Land is destroyed, every giant other than Foamfollower loses all hope. In their despair, they allow themselves to be massacred one-by-one by a Raver/Giant (rather than fight back against him). In this way, they are reduced to a single presence in The Land.
Numbers can be used to express the radical outcomes of belief, as they are above when the giants are reduced to a single remaining giant. The Bloodguard, who always number 500, are another excellent example of this. Some of their members have been alive for 2000 years. Although originally human and coming directly from a mountain population that remains as mortal as anyone else, the Bloodguard consist of men who have taken a personal oath (known as The Vow) to always remain loyal to the Lords and to The Land, forsaking all others (such as wives or children) and putting nothing before their service. They neither sleep, nor age, nor die of natural causes. They can, however, be killed. Their primary service is as personal bodyguards to the Lords and as shock troops for the army. When a Bloodguard is killed in battle, another volunteer comes from their homeland to take his place. The Bloodguard might almost be said to be faithful to a fault. The extremity of their oath comes from a feeling that they failed High Lord Kevin 2000 years ago, when he sent them away in order to evoke the Ritual of Desecration (which nearly destroyed the entire Land and everyone in it). Like the giants, they believe themselves to be incorruptible and have absolute faith in their cause. Their purity of purpose extends even to a refusal to use weapons or any objects of power, engaging enemies only through hand-to-hand combat. It is as if Donaldson is suggesting that excessive belief literally turns human beings into weapons. As in the case of Foamfollower, immoderate beliefs lead to extreme behavior. When Covenant falls into a crevice (2–334), Bannor (his personal Bloodguard) immediately throws himself downward after him—heedless of whether or not he is hurtling to his own death. Covenant believes such extreme forms of service to be inhuman, and even some of the more moderate Lords such as Lord Mhoram are not fully in favor of The Vow. When Covenant discovers that Bannor has not slept since he took The Vow 2000 years ago, he remarks “You’re already in hell” (1–209).
Yet the Bloodguard too ‘know doubt.’ This primarily takes the form of wondering whether they are up to the task of remaining true to such a pure form of faith, noting their own failure to stop Lord Kevin from nearly destroying The Land so long ago (e.g. 2–62, 2–84, 2–96). There are six occasions when Bloodguard expresses some doubt about their ability to properly fulfill the spiritual discipline they have set for themselves, but 10 instances in which they express total faith in The Lords and 24 examples involving positive explanations about the importance of The Vow. Even more telling, there are 13 examples of excessive personal sacrifice (such as throwing oneself in front of a spear meant for a Lord), which could be taken as examples of living faith. Taken as a whole, the preponderance of evidence shows that the Bloodguard practice an extreme form of spiritual discipline, but it perhaps also shows that such extremes contain the seeds of their own demise (e.g. the tiny seed of doubt). Perhaps it is this tiny seed that magnifies the impact two forms of betrayal has on them and on their ability to maintain their faith. The first is a form of trickery used on them by Thomas Covenant and the second is the corruption of three Bloodguard by The Despiser. Covenant fools Bannor and other Bloodguard into allowing the current High Lord Elena, who is Covenant’s own daughter by Lena, into breaking one of the most important Laws of The Land and thereby empowering The Despiser even further (as anything that weakens The Laws strengthens him). Covenant does this in order to shift responsibility away from himself and on to the High Lord for saving The Land. He doesn’t want the burden or believe in his own ability to carry it out; while Elena firmly believes that she is capable of defeating The Despiser if she can gain access to certain powerful devices. As was true for the Giants, it seems to take relatively little to undo the centuries of Bloodguard faith—reminding us that singular events can be just as powerful as larger numbers in effecting important changes. By volume three, it is Bannor (who has acceded to the leadership of the group) who dissolves the Bloodguard. “He said that they had been conquered by Corruption [another name for The Despiser] and could no longer serve any Vow” (3–44). Having explained to Covenant earlier that the Bloodguard “do not forgive” (2–104), it seems that they were not capable even of forgiving themselves when they proved to be only too human (fooled by Covenant and betrayed by three of their own). The examples of the Giants and the Bloodguard suggest that Donaldson is telling us “through his narrative that this kind of fidelity leads to a certainty that either creates an ultimate if somewhat inhuman form of belief or a fundamental form of despair and a total loss in the ability to believe” (Fife n.d.: 86).
Perhaps the most instructive comparison we can make between the ramifications of Covenant’s refusal to believe versus an excess of belief comes with the only other character in the book who has also been transported from the standard world into The Land—Halmark Hile Troy. Troy believes he was summoned to The Land to be its savior. This belief is built upon a misunderstanding, as he was actually brought to The Land accidently by a person who was trying to summon Thomas Covenant. Blind from birth in the standard world, Troy has developed extraordinary spatial/mathematical abilities. This has turned him into a strategist for the US military back on earth. In The Land, he is partially healed and now has vision during the daylight hours. He becomes determined to ‘pay back’ this gift by saving The Land, becoming the leader of its army. Troy and Covenant clash 11 different times over the ‘reality’ of The Land and Covenant’s refusal to believe in their ‘mission’ to save it. The underlying truth of Troy’s blindness is continually alluded to and I counted 22 separate instances in the second book (Troy is a character of the second book alone) that refer to it directly. It seems fair to suggest that Donaldson is drawing attention to Troy’s ‘blind faith’—in himself, the Lords, and The Land. Here, Donaldson makes a masterly use of numbers in book two in order to bring home Troy’s misplaced faith and the enormity of the repercussions it holds for others. His decisions, for example, continuously lead him to undertake excessively aggressive military actions. On 17 separate occasions, his aggressive decisions end up sacrificing other individuals or groups of people. Troy creates a ‘master plan,’ which he reveals to no one. In his arrogance, he believes that none other than himself can bring the plan to fruition and that he does not need the opinions of others as to its feasibility. Predictably, this brings disaster down upon the army. Troy originally marches from a stronghold to oppose The Despiser’s army with a force of roughly 16,000 individuals. A single miscalculation by him leads to a series of disasters and by the time the remnant of the army escapes the Despiser’s horde their numbers have been reduced to little more than 4000. As I suggested: “Troy’s unbridled belief in himself and the justness of his cause has destroyed roughly three quarters of those under his command and brought untold pain to families, friends, and lovers – while leaving The Land without an intact army for its defense” (Fife n.d.: 79).
The enormity of Troy’s hubris is brought home through a single interaction. Having lead the remnant of his army to the edge of an impassible and very hostile forest (which is protected both by its own sentience and by a powerful ‘Forestal’ named Caerrol Wildwood) he turns to the moderate Lord Mhoram and informs him that it will now be up to him to figure out a way to gain a safe passage for the army through the human-killing woods. Surprised, Mhoram warns Troy that he might not be able to do so. Unable to contact the Forestal to ask for permission and stumped as to any other method that would allow them safe passage, Mhoram does not know what else to try. Troy becomes incensed at the Lord’s failure.Troy heard the retreat [of the army] also. At last he could no longer contain himself. “Dear God Mhoram!”, he whispered urgently. “They are being butchered.”
Mhoram spun on Troy, raging, “Do you think I am unaware?” (2–299)

Finally, driven to extreme measures, Mhoram is forced to risk all (including his own life) by invoking a song that is often fatal to the singer.
Troy does not escape the consequences of his own blind faith. Part of the price extracted by Wildwood for safe passage is the enthrallment of Troy as an apprentice Forestal (a price that only the moderate Mhoram objects to as too extreme). As I suggest: “Troy finally, tragically, acknowledges and pays the price for his absolute faith and the errors it led him to commit” (Fife n.d.: 79).
Between Covenant’s unbelief and the excessive forms of belief evinced by Troy, Bannor, Foamfollower, and the others lies the moderation of Lord Mhoram. Next in line to become High Lord, Mhoram gladly gives his place up to one he believes has a greater fitness to assume the office (Covenant’s daughter, Elena). It is not that Mhoram lacks belief. For example, he makes 15 separate statements in the books that show a strong faith in something other than himself. Some of these beliefs are unique, or nearly so. For one thing, he believes that Covenant has been sent by The Creator to help fight The Despiser (e.g. 2–124, 2–250)—a belief shared by only a few others in The Land. Many in The Land express doubt about the existence of a Creator at all. This suggests that Lord Mhoram is not afraid to put his own stamp on his personal beliefs and to hold himself accountable for them in public. He does not, however, push his beliefs upon others (unlike many in the book). He prefers to assume that other points of view as valid as his own. In this, he avoids the hubris of Troy, Bannor, and so many others. Mhoram does not think of himself as ‘chosen’ in any sense and even warns against an easy assumption about right and wrong actions when faced with potentially valuable objects of power. “It may be that Lord Foul [another name for The Despiser] has led us here [to an object of power] so that we may be betrayed by powers that we cannot control” (2–330). Where others rush in, he counsels temperate self-control. Opposing absolute positions or answers, he even understands Covenant’s reluctance to accept the reality of The Land. “Another smile eased Mhoram’s somberness, then faded. ‘This demand for absolute answers is dangerous. Kevin [the ancient High Lord who evoked a hugely self-destructive ritual], too, required either victory or destruction’” (3–27). He makes similar statements about the dangers of absolute forms of belief on four other occasions.
Mhoram’s balanced approach to faith and belief can be seen to some extent in the numbers generated as part of the coding process for the three books. None of his 21 sub-headings generates more than a total of 16 entrances, while 15 sub-headings contain five or fewer entrances. He seems to do almost everything in moderation (even to repeating specific kinds of behavior or voicing the same concerns). These numbers are more telling when we understand that Mhoram is one of the few characters who appears in all three of the books. This can be compared to Troy for example, who is a character of book two alone. Yet Troy generated 17 separate sub-headings, four of which contain 20 or more entrances each, and three others that show 10 or more entrances. Only seven sub-headings hold five or fewer entrances. The more telling comparison would be to the unbeliever Thomas Covenant, also a character of all three books. He generates 36 sub-headings, 9 of which contain 20 or more separate examples. As mentioned previously, one of his sub-headings alone (the refusal to believe) has 98 examples in it. Covenant is a character of extremes and we might say that his numbers show an excess of expression.
Even when Mhoram reluctantly agrees to assume the mantle of the High Lord after High Lord Elena is killed by The Despiser, he questions his own fitness for the office. He first tries to ask others to assume the High Lordship. Even after accepting the title, he ruminates about the High Lords who came before him, comparing himself unfavorably to each one, and ending with the thought: “Their individual greatness and courage humbled him, made him realize how small a figure he was to bear such losses and duties” (3–34).
Donaldson makes it clear that modesty is not something that should be taken for weakness. He shows numerous times (e.g. 1–341, 2–218, 3–267) in his narrative that Lord Mhoram is a dangerous man who is quite capable of taking incisive and effective action. This is in fact the one sub-category that contains 16 examples (the highest number of any examples in a sub-category for this character), while the sub-category ‘Shows Inner Strength’ contains 10 entrances.
Mhoram too feels despair at times (noted on four occasions), but he consistently rejects it, just as he rejects invoking the devastating Ritual of Desecration after he figures out how to do it, no matter how much it seems that The Despiser might prevail. His answer for despair remains the same throughout. He will fight back to the best of his abilities, causing only as much damage to others as necessary and refusing to harm innocents (e.g. by invoking the Ritual of Desecration). In the face of almost certain defeat, for example, he states: “I do not – I do not forget – I am the High Lord. The path of faith is clear. I must follow it – because it is not despair” (3–236). However, Mhoram never confuses his belief in something greater than himself with the idea that he is himself the greater cause or force (unlike Hile Troy or High Lord Elena, for example). Even when deciding to call for volunteers to make a forlorn charge outside of their besieged and soon to fall fortress into the massed horde of the enemy outside, he wavers over the correctness of his decision. He waits for a ‘sign’ that this is the right choice for him to make and only acts on the choice after receiving a spiritual signal.
Mhoram’s is a moderate faith, one tempered by doubt (e.g. in absolute answers or in his own assumed righteousness). It is a balanced faith and because it is, he is able to weather his own crises of faith in ways that were not open to the Giants, the collective members of the Bloodguard, or individuals such as Troy or Elena.
I have already mentioned some of the different kinds of reactions that characters show in the face of despair (a specific category heading that I coded for). Another categorical heading that became important was that of laughter. My first few readings alerted me to the important role that laughter, or the lack of it, played in Donaldson’s particular form of narrative theology.
Some characters, for example, seemed incapable of laughing. Lord High Elena, for example, laughs on only one occasion. It is an inappropriate, almost hysterical, form of laughter that she cuts off herself—and it is aimed at Thomas Covenant. Are we to wonder that a woman of great power who seems to be unable to laugh, either at herself or with others, is ultimately undone by her own hubris?
Hile Troy, also, only manages to laugh on a single occasion. He does so when the party he is traveling with breaches a rise and unexpectedly sees a huge artwork laid out before them over a large land mass. It is an enormous misshapen and scarred face with “a grin of immense cheerfulness” (2–164). All others in the party either smile or indicate some form of pleasure at the same sight, except for Covenant—who identifies the face with leprosy and then tells a horribly sad story about a woman he met who had a similar looking face. Her good humor and refusal to let herself ‘get down’ eventually results in destruction by leprosy. As was true for Elena, Troy never laughs at himself or his own all too human antics.
Nor, for that matter, does Covenant. Neither he nor Bannor laugh even once during the entire narrative. Covenant seems to be a prisoner of the seriousness of his own unbelief, even stating on several occasions that he has no laughter in him. Bannor seems trapped by the extreme form of spiritual discipline practiced by the Bloodguard—The Vow appears to be too stringent to permit laughter. Yet, it is ultimately Covenant who recognizes the power of laughter.
As befits his moderation, Mhoram laughs seldom, but well. For example, when High Lord Prothell begs Mhoram to assume the mantle of High Lordship and leave him behind to fight a rear-guard action so that the rest of their party may escape a trap they have put themselves into, Mhoram seems to at first bow his head as if accepting defeat.But a moment later he rose to his feet, put his head back, and began to laugh. It was quiet laughter, unfeverish and unforced – the laughter of relief and indespair. The company gaped at it until they understood that it was not hysteria. Then, without knowing why, they laughed in response. Humor ran like a clean wind through their hearts. …Covenant almost cursed aloud because he could not share it. (2–348)

Instead of giving up, Mhoram laughs in the face of adversity and at the humor of life’s contradictions, refusing to take command, and putting his faith instead in the ability of one of their company, who knows the area, to expertly guide them all out of danger. It is this kind of example that eventually teaches Covenant to accept life’s existential contradictions and to understand why, even if he cannot do so himself, it is important for others to laugh at paradoxes.
It is the giant Saltheart Foamfollower who laughs most often (noted eight separate times in the coding). This is a trait of Giants, who often laugh when faced with incongruities or the foibles of themselves or others. A creature of extremes, Foamfollower laughs often until he is faced with the final despair of his people and his own inability to help them face it. The disappearance of his ability to laugh for most of book three, even in situations that would have been sure to provoke it in previous times, is the surest evidence of the extreme state of his suffering after he becomes the last giant in The Land. Yet it is Covenant’s final understanding of the lessons he gained from Mhoram and others, coupled with Foamfollower’s instinctual understanding of the ultimate comedy that is life, which allows for the final defeat of The Despiser.
Only Foamfollower stands beside Covenant during the final confrontation with The Despiser. Convenant’s refusal to believe in the face of the too easy belief of most others, in conjunction with Mhoram’s more moderate approaches to understanding their predicament, allows Covenant to grasp that The Despiser only has the power that they themselves have given to him. As only Mhoram understood, Covenant himself holds the ability to refuse to believe in the absolute power or immortality of The Despiser. When Covenant finally gains the upper hand, the specters of dead Lords (including his own daughter) cry out for revenge and want him to slaughter the now all but helpless Despiser. Covenant understands that anger and immoderate force can never defeat such a power, and instead calls upon Foamfollower to laugh. After considerable effort, real laughter overtakes the giant at last. It cleanses him and unclenches the hatred of the specters, who cannot help letting go of their own hatred when laughing at the spectacle of themselves and The Despiser. In the end, laughter becomes its own form of satisfaction. The Despiser can no longer hold on to his defiance in the face of it and he finds himself growing younger and younger, until he disappears altogether.
Laughter becomes a measure of one’s ability to let go of the illusion of control and to heal in the face of great loss. Gaining an understanding that we all live a life of contradictions, some of our own making and some of the making of others (or even of circumstances themselves) can lead to either overwhelming despair or to the ability to laugh. Covenant never seems to be quite able to fully follow the lead of Foamfollower and/or Mhoram, but he is able to gain enough faith to accept the contradiction of living within two worlds at the same time.
It was through the use of numbers that I was able to generate through carefully coding the books, coupled with specific ethnographic examples, that allowed me to feel confident in these conclusions.
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Abstract
Counting can be used to produce new forms of information and provide checks against previously gathered evidence. It also blends easily with other more traditional qualitative or ethnographic research agendas, allowing for the easily seen and the virtually invisible to come under examination. From more formal counting schedules to simply counting the number of times a behavior has been observed, these techniques can help alleviate concerns about the reliability of results. When use in conjunction with participant-observation, interviews, and self-reporting evidence, counting can greatly enhance both research itself and the presentation of evidence. Simultaneously, it allows investigators to more imaginatively explore everything from archival documents to contemporary published fiction. As such, it enriches attempts to better understand little known social worlds and allows researchers to offer more accurate portrayals of those worlds. Having great utility for all forms of qualitative research, simple counting is a technique available to everyone, from professional researchers to community-based activists.
Keywords
Generating informationChecking resultsNon-statistical countingReliable evidence
Counting can be a powerful tool for qualitative research. Used in the form of a counting schedule, it can generate new data in its own right and help serve as a check on the reliability of information that has already been gathered through other ethnographic methods such as interviewing, self-reporting, or participant-observation. Even in the more formal method of a counting schedule, however, it is important to remember that there is nothing inherently ‘statistical’ about the use of numbers in and of themselves. Without claiming formal status as a form of quantification, ethnographic counting methods can greatly enhance our confidence in our findings. Taking a less formal approach to gathering numbers can have its advantages.
As was shown in the case of research involving education and social change in Papua New Guinea, a more relaxed approach to counting can allow us to modify our research methods to more clearly fit the demands of unpredictable human behavior. If teachers do not follow strict regimes involving timetables in their lessons, we can easily modify the implementation of a counting schedule so that it gives ‘more or less’ comparable times to compare from one lesson to the next, one school or social situation to the next. When we understand that the purpose of qualitative counting is to compare information (rather than to assert the ‘scientific validity’ of singularly gathered data) we realize that a judicious attempt at keeping numbers comparable is ‘good enough’ for our purposes. This doesn’t mean that we shouldn’t make every attempt to keep conditions and situations as comparable as possible (e.g. in terms of the raw amount of time spent recording specific kinds of behavior). However, rounding numbers to the closest tenth or even ensuring that a specific form of behavior received between seven and eight hours of observation time in every case is usually ‘accurate enough’ to allow for very fruitful comparisons to be made. It should go without saying that the reader needs to be made aware of the specific limitations of data collection so that they may make up their own minds as to the reliability of the evidence gathered.
Remembering that the information obtained through a counting schedule

 will always be subjected to its own cross-checking from data gained through participant-observation, self-reporting, or other qualitative methods also reminds us that no one is being asked to ‘take the word’ of the ethnographer as to the efficacy of these kinds of counting methods. It is the comparisons that provide the researcher with increased confidence in their results, not any one method alone.
This should be equally true of any qualitative research project, but it would be remiss of me not to mention the extensive benefits that counting can have for what are variously termed participatory, community-based, co-operative, and different forms of action-research. For our purposes, what I am interested here is in the way these and other similar methodological approaches to ‘knowing the world’ put an emphasis on the notion of ‘empowerment’ and social change (e.g., Ristock and Pennell 1996: 1; Heron 1996: 28; Glesne 2011: 22–23). Without going into unnecessary detail, what we are referring to here are attempts to design and implement research projects that shift the balance of power from the hands of researchers and the institutions that they represent to the research participants themselves. The simple but effective counting methods I have offered in the book seem ideal for this situation. Whereas community members with no prior training or experience with ‘doing’ social science research will very likely be intimidated with the specialized knowledge required to make use of QDAs, the same would not be true for what I have proposed in this book. Given the ‘organic’ nature of counting schedules or in making decisions about what to count in already available information or as part of an analytical process, in the sense that these decisions arrive out of rather than are extraneously dropped into the research experience, the methods in this book would nicely serve the participatory goals of more ‘empowering’ research priorities. ‘Reflexivity,’ especially in the sense of sharing research results with the study participants in various formats as part of the analysis/writing stages of a project, is also well served by being able to use numerical as well as prose descriptions. This includes the kind of methodological reflexivity called for by feminist (e.g. Ristock and Pennell 1996: 49) and other non-positivistic researchers (e.g. Glesne 2011: 12–14), in which methods themselves become part of the negotiation and collaborative decision-making process with study participants. It is relatively easy to explain, explore, and modify the techniques for counting that have been outlined in this book, especially compared to the much more forbidding opaque-to-most-people use of computer software programs for analytical processes. Numbers can even be used to give more background confidence to researchers who are experimenting with novel or less common methods of sharing research results in reflexive settings, such as those who have endeavored to turn ethnographic experiences and findings into theatrical productions (e.g. Goldstein 2008).
In this book, I have also tried to make sure to show that counting, like any other research method, can also deceive or lead the researcher down the wrong or at least the less fruitful path of interpretation. Larger numbers, for example, are not always more important than smaller numbers, as numerous cases noted in the book show. Still, when we can back up more standard forms of ethnographic narrative by saying “six out of nine teachers show a distinct bias favoring boys over girls in terms of active learning situations, as measured by invitations to participate in discussions, regardless of whether we are looking at raw numbers

 generated by a counting schedule or ratios that have been corrected for the total number of boys versus girls within a classroom,” we tend to feel more confidence than simply stating “I believe I noticed more boys than girls being asked questions in the classrooms.”
The greatest uses of counting will no doubt remain in helping us organize the information we have gathered with other forms of qualitative methods. It can be critical, as noted in Chap. 2, for the proper utilization of interview material. Counting enriches specific examples. Examples give the ‘flavor,’ while numbers can demonstrate an overall pattern. Despite West New Britain teachers’ assertions to the contrary, for instance, the numbers that could be drawn from interview material clearly showed the existence of a specific ‘moral order’ that is overwhelmingly shared by teachers in relation to the characteristics of ‘good versus bad’ pupils.
Counting was similarly useful in conjunction with self-reported material. Using the numbers that could be gleaned from student essays about “My Future Work” made it possible to see the extent to which they held unrealistic expectations and the extent to which these expectations were directed at an urban-based way of life in the cash economy. When coupled with evidence about the overall political economy of the country in which they lived, it became easy enough to predict disappointment for the vast majority of students. Individual examples from the essays then bring that potential for heartbreak home to the reader, adding poignancy and empathy to our understanding of the situation—that is, it humanizes the numbers. We can never lose sight of the fact that a human lay behind our counting (e.g. Urla and Burdick In Press). And only fully engaging with actual people will create a more adequate form of anthropology (e.g. Kirsch 2018).
Material written or collected by others can also be usefully counted. Archival material concerning the early missionaries who went to the New Guinea area can be used to illustrate the kinds of colonialized relations that existed among the British missionaries, the Polynesian teachers, and local peoples. Numbers helped illuminate the rhetorical portraits missionaries painted about themselves, contrasting their own ‘heroism’ with the ‘helper’ qualities of the Polynesian teachers. Again, individual examples, such as that of the missionaries MacFarlane or Chalmers versus the Polynesian teacher Gucheng, help render these larger patterns into human dimensions. The same can be said about using numbers concerning the relative mortality rates in-mission for British missionaries versus Polynesian teachers to help identify who, or what, was ‘at fault’ for the Bampton Island Massacre. A caveat might be mentioned here. These were real people losing their lives and we should never lose track of that fact, however ‘clever’ we might feel in helping to uncover larger patterns associated with the event. Numbers should never obfuscate the humanity that we became ethnographic researchers to better understand in the first place.
Counting can even be used to help discover the presence of an absence. When historical research alerted me to the fact that an area that had become a national park in the province of Newfoundland in the 1970s had once been extensively utilized as a common land, I used counting to help establish the ‘disappearance’ of people in the contemporary images of that place. Books, booklets, and postcards all revealed through the magic of numbers what was no longer present in images of the park and its surrounding area—people who were living, working, and making use of local resources. Instead, the park and its surrounding area were imaginatively reconstituted as a ‘wilderness’ area and humans and/or their practical activities were largely erased from the landscape. The case for this historical change could easily be made through simple counting in conjunction with readily available images and in combination with the other usual methods of ethnographic research.
The power of numbers to deceive could also be seen in tourism research on the island of Newfoundland. The presence of large numbers of (reproduction) jewelry in the Norse museum at L’Anse aux Meadows, which frequently appeared on brochures, pamphlets, and guides, helped convince many visitors that such items had actually been found as part of the archaeological record on-site. This impression was reinforced by re-enactors wearing similar pieces of jewelry, at both L’Anse aux Meadows and the nearby ‘Norse’ reproduction site of Norstead. Sheer presence as well as sheer absence, both of which can often be counted, can have a huge impact on what humans take to be ‘real.’
This should alert us to the dangers of numbers leading to false conclusions. If we were to count the massive number of cheaply manufactured items for sale at the tourist venues in Santiago (Spain), for example, and couple that with standard definitions of ‘kitsch,’ we might be left assuming that visitors (tourists

 and locals alike) were being swindled into a kind of ‘false sentimentality’ through stereotypic representations of a Galician way of life. An aspect of this process may well be at work in Santiago, or at any other tourist destination, but the numbers alone do not necessarily tell the whole story. If we listen to actual people involved (e.g. locals) and their explanations about what specific objects mean to them, as well as watch behaviors (e.g. of tourists) and consider the care and attention to detail they exhibit when making their choices, we might well begin to question the initial and rather snobbish definitions of kitsch. Cross-examining these definitions because of qualitatively gathered information also leads us to question the epistemological saliency of an assumption that manufacturing and large numbers somehow automatically translate into ‘shallower’ forms of emotional attachment or ‘inauthentic’ forms of cultural meaning. Too often, this leads to a supposition about the necessarily superior value of expensive hand-crafted one-of-a-kind items. Class seems to play a critical role here and this example might help us remember that ‘reality’ and ‘authenticity’ are too often defined by the ideology (and the pocketbooks) of the upper classes. The ubiquity of an item, behavior, or form of thought should never automatically be taken as somehow ‘cheapening’ that item, behavior, or form of thought—just because an elitist ‘cultural critic’ might say that it is so. Numbers alone should never be taken as an axiomatic form of proof for something—they simply help in our overall qualitative interpretations of complex human lives. Popular cultural forms can have far more socially salient meaning than those for which we usually give them credit (for an anthropological exploration of the meaning of Zombies, for example, see the DVD produced and directed by Sam Migliore in 2013).
This can even be seen when we are trying to make use of fictional sources to add extra dimensions to social analysis. An analysis of Philip K. Dick’s novel Do Androids Dream of Electric Sheep in relation to what it can tell us about the meaning and mechanisms of slavery, for example, can illustrate the need for using both larger and smaller numbers for our explanations. I noted that the main protagonist, Rick Deckard, could be shown to have 19 occasions on which he acted as a ‘killer’ and only one occasion on which he was ‘bribed.’ Yet the latter was no less important than the former in helping develop a portrait of this character and help explain what drove him to ‘retire’ escaped androids/slaves for the police force. In a similar way, the fact that Deckard rationalized his actions 21 different times through his negative stereotypes of androids and that his wife Iran only once said to him that he was a “murderer for the police” were similarly important examples of his own versus others’ images of himself. Only in tandem do they reveal the reasons for his extensive (as revealed by the numbers) need for rationalization in relation to his actions as a bounty hunter. Big numbers and little numbers both count in qualitative research. This doesn’t mean that they always count in exactly the same way. When trying to discover the ‘real’ reason that escaped androids ‘have to be’ killed, it is important to find out that on 14 separate occasions in the book someone (e.g. Deckard, an android, etc.) notes that the ‘real problem’ is that androids have become just too smart. If this notion had only appeared once or twice it would not be as convincing as the underlying motivation. With numbers come other linkages. This idea could then quite easily be shown to be associated with the fear that humans had about the slowness of their own evolutionary processes versus those of the rapidly improving androids. This allows the fear, in turn, to be linked not just to killing androids but also to historical examples of fear-driven responses to slave revolts, rebellions, or resistance in standard earth history. In other words, large numbers sometime are needed if we are going to have confidence in a certain kind of pattern and further explore it in relation to much larger trends associated with the phenomenon under consideration. Context always counts.
Fantasy

 fiction too can hold its lessons. Numbers can not only be important in helping us create portraits of individuals, groups, or even characters in books, but they can also create portraits in their own right. Numbers can become prose.
For example, finding out that the Stephen R. Donaldson’s main protagonist, Thomas Covenant, showed 98 examples of expressing his lack of belief in The Land to which he was mysteriously transported, suffered 39 bouts of vertigo while in The Land, and showed a form of empathy for his ‘enemies’ on 20 separate occasions that eventually lead to his refusal to kill them paints its own portraiture of the character. Discovering that the giant Saltheart Foamfollower went on murderous rampages 11 times when faced with an enemy he felt was ‘desecrating’ The Land and that he also made major statements 11 times about the importance of his ‘faith’ in The Land and the Lords, tells us that this is a creature of extreme emotions. The number of times (22) that Donaldson alludes to Hile Troy’s ‘blind faith,’ or shows Bannor or other members of the Bloodguard taking extreme risks due to The Vow, helps explain to us why so many groups and individuals who show extreme forms of faith so easily seem to have their beliefs shattered when faced with evidence that contradicts their notions about their own ‘incorruptibility.’ It seems that a rigidity of belief can easily sow the seeds of its own demise.
The kinds of numbers that coding generated for the behavior of numerous characters could easily be compared to the much more moderate numbers of Lord Mhoram. When combined with specific examples of the character’s own words or actions, it was easy to show that Mhoram’s more temperate and forgiving form of faith, in combination with his own lack of self-righteousness, allowed him to weather crisis after crisis and hold on to his own version of faith.
Finally, the number of times Saltheart Foamfollower engaged in laughter versus any of the other major characters allowed us to see him as something of a ‘laughing Buddha,’ someone who had achieved enlightenment through an understanding that the comedy of life can only have one response. It was this response that led to the final and total defeat of The Despiser.
It should be obvious from these and other examples that counting needs to be included in the tool kit of every qualitative researcher—both as a way to generate new data for analysis and to make the best use of information that has already been gathered through other ethnographic methods. When coupled with other forms of information gathering and analysis, counting leads to better understandings, better analysis, and an increased ability to know the social worlds that we have created for ourselves.
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