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ABSTRACT

Following the completion of four minor research projects as part of a doctoral program

at Griffith University, Brisbane, Australia, the writer developed an interest in the church-

based values and beliefs held by students in Ministry Training Colleges (MTCs). The four

minor projects revealed that a strongly embedded culture seemed to exist within the

Assemblies Of God (AOG) in Australia. 

The aim of this study was to investigate the transmission of church-based values to

students in an AOG, Ministry Training College (MTC) context. It undertakes this task by

asking five Research Questions:

• What values are transmitted in AOG church contexts?

• From what principal sources do the values come?

• Why are the values transmitted in AOG church contexts?

• How, and by what means, are these values transmitted? and

• How and why would students choose to acquire these values?

After briefly describing the religious context in Australia, defining the meaning of values,

and examining various models of transfer, the dissertation includes a review of the

literature relevant to values processes. The review is organized according to the Research

Questions. From this, a theoretical explanation is produced that anticipates how values

processes may impact on MTC students in an AOG context. 

A suitable method was selected, namely interactive interviews, from which to obtain data

relevant to the Research Questions. Six student subjects from a MTC in Australia, as a

selected group of AOG participants, were subsequently interviewed and the data were

organized, presented and analyzed. 
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The data analysis and interpretation confirmed the theoretical position taken as far as their

overall applicability to values transfer was concerned, namely:

• the values transmitted are primarily charismatic values, with some lesser

emphasis on character values;

• the sources from which the values come are primarily Christian-influenced;

• the values are transmitted in AOG contexts because AOG churches,

departments and ministries aim to be change agents in the community, to

promote church continuance, and to a lesser extent, to motivate their

members;

• the values are transmitted through various AOG communicative methods

and through utilizing suitable venues for facilitating transmission. Low-

Road conditions (i.e., transferring values across highly similar situations)

are utilized; and

• MTC students choose to acquire values because of their personal interests

and passions, including their desire to be accepted within the AOG church.

However, the data also indicate that the unique, personal characteristics of MTC students

strongly impact on the way they engage with values processes. In short, the students are

highly compliant and committed to the church. However, each student respondent has

his/her own set of reasons and characteristics for cooperating with church-based values.

The dissertation concludes by identifying a number of issues raised by the data, that need

further investigation, and by discussing some of the implications arising from the data.

Its key finding is that AOG students tend to eagerly acquire church-based values, even

though they have different reasons for doing so, and that they present themselves to the

AOG church as highly compliant. In this sense, students may be seen as “made in the

image of the church.” 
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A MTC student is defined in this study as a church participant who is engaged in a1

formal program of Bible, theological, and practical training under the auspices of a local
AOG church.

A church participant is defined in this study as an individual who attends  a particular2

church on a reasonably regular basis, such as monthly or more often.

Pentecostalism is defined in Appendix 1a. The AOG church constitutes only one3

segment of Pentecostalism. 

1

CHAPTER ONE

INTRODUCTION: 

VALUES IN ORGANIZATIONS, EDUCATION, AND

PENTECOSTALISM

This study concerns values processes as they apply to Ministry Training College (MTC)

students  in the Assemblies Of God (AOG) in Australia. For further information on the1

AOG in Australia and the MTC in this context, see Appendix 1a and Appendix 1b

respectively. Values, as constituting part of the culture of the AOG church organization,

impact upon participants  in various ways. How a transfer of church-based values takes2

place from source to receiver, why it happens, and what those critical values are in an

AOG Ministry Training College context, therefore, are of prime interest to this study. 

The first section of this chapter outlines the religious setting of AOG and Pentecostal

churches.  It links AOG and Pentecostal churches to the broader religious context, and3

describes how certain features of AOG and Pentecostal churches compare with Australian

Christian churches in general. The section also describes the embedded cultural nature

of Pentecostal churches. The second section outlines the purpose, scope and importance

of the study. It primarily draws on the conclusions reached in four minor research

projects, and uses these conclusions to further justify a study into the impact of church-
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based values on MTC students. Attention is now given to the first of these sections. 

1. The Religious Setting of AOG and Pentecostal Churches

A study set in a religious context is justifiable given that the Christian church, across all

denominations, constitutes a significant part of Australian society. According to Kaldor

et al. (1999a: 7-9), 70% of Australians identify with one of the Christian churches and

over two-thirds say religion is important to them. Over 20% of Australians report

attending church monthly or more often, and a further 20% say they attend less than

monthly in any one year. Hence, at least 40% of all Australians claim attendance at

church on an annual basis. As Kaldor et al. (1999a: 7) conclude, “Churches are a

significant part of the Australian landscape.” 

As an institution, the Christian church holds some significant trust in the Australian

community. Of twelve institutions investigated in the Kaldor et al. (1999a: 11-20) study,

the Christian church was ranked fourth behind the police, the health system and the

education system as the most trusted institutions. Kaldor et al. comment: 

...it would seem that there is significant goodwill towards the churches, even

among those who do not attend (1999a: 11). 

The survey also found that attendance at church services rated third (40%), behind

cinema (62%) and sporting events (44%), as the most frequent attendance at cultural

activities. Such relative support and esteem by the Australian public prompt Kaldor et al.

(1999a: 12) to conclude that, “few organizations can claim the same level of support from

the wider community.” 

Within the Protestant Christian church, some denominations have declined and some

have increased over the past number of years. All major Pentecostal groups have

registered growth, in terms of attendance, over the 1991 to 1996 period, including the

AOG (9%), the Apostolic Church (11%), the Christian Revival Crusade (20%), and the
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Foursquare Church (11%) (Kaldor et al., 1999a: 24-27). Some non-Pentecostal churches

have also grown, like the Baptist Church (1%), the Salvation Army (9%) and the

Wesleyan Methodist Church (18%). Other denominations have declined, like Churches

Of Christ (-4%), Congregational Churches (-7%), the Lutheran Church (-11%),  the

Seventh-Day  Adventist  Church (-3%) and  the Uniting Church  (-12%). 

Church growth, in short, has largely been a feature of Pentecostal churches in recent

years. Not only has this growth been registered in terms of attendance, as apparent from

the figures above, but also in terms of the number of new congregations or “church

plants.” For instance, the AOG, Foursquare, Christian Revival Crusade and Apostolic

Church have grown from a combined total of 832 congregations in 1991 to 1046 in 1996,

an increase of 26%. Pentecostal churches tend also to possess the youngest Protestant

congregations, with the AOG having 54% of its members in the 15-39 age group,

compared to 30% for both the Lutheran and Presbyterian churches and 20% for the

Uniting Church (Kaldor et al., 1999a: 25-32). 

Nevertheless, there are signs of significant membership attrition in Pentecostalism.

Despite a high growth rate, of around 10% on average in the years 1991 to 1996, the

statistics on “drifters” out of Pentecostal churches (as opposed to “switchers” to other

Pentecostal denominations) may cause concern for the Pentecostal churches. Some 17%

of attenders “drifted-out” of Pentecostalism in the 1991 to 1996 period, more than any

other church group, and significantly more than any other group on average. Further, the

Assemblies Of God appear to have higher levels of driftout than other Pentecostal groups,

rendering the AOG in Australia as the church with the highest single proportion of

participant exits (Kaldor et al., 1999a: 55). 

That driftout is a problem more endemic in Pentecostalism, particularly in the AOG,

implicitly points to some unique characteristics, or cultural practices, within

Pentecostalism that might be part of the underlying cause. A related group of surveys may
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provide further clarification on this matter. According to Kaldor et al., many church

groups, particularly Pentecostalism, are:

...the natural outcome of people being drawn to others like themselves, who will

affirm their values and actions...In this way the churches perpetuate ways of

thinking and acting (1999b: 22). 

Given this comment, it is plausible that there may be something in the process of values

and beliefs transmission, and the institutional expectations behind values acquisition, that

may have something to do with driftout. For instance, it could be that some participants

drift out of church because they feel they cannot cooperate with the values processes they

encounter, or they feel sidelined through failure to demonstrate cultural conformity. 

A study by Hughes (1996: 88) into the Pentecostals in Australia describes some of the

cultural “problems” inherent in Pentecostalism. In his investigation, several reasons were

cited by participants for leaving this church group, including: lack of self-confidence in

their abilities to perform a role in church; problems in relationships with leaders in the

churches attended; a lack of encouragement from leaders to exercise personal creativity

and areas of personal skill and interest; and inadequate mentoring suitable to personal

interests and desires. Hughes (1996: 88) points out that the culture of Pentecostalism

restricts the exercise of individualism, preferring instead to “judge individuals on their

performance.” If participants do not perform, “they often have no choice but to move on

to another church, or, sometimes, to a different occupation” (Hughes, 1996: 88). The

Hughes (1996) study highlights the fact that certain embedded values and cultural icons

pervade Australian Pentecostalism, and implies that there is a link between its embedded

culture and some participant disaffection. 

Hughes (1996) also describes some of the values conformity expected of church

participants. As an example, he  found that an “intense community life” and “high

expectations of involvement” typify the Pentecostal church.  He notes, for instance, that

church life can “take up a large part of their lives with several activities each week”
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(Hughes, 1996: 91). As Hughes and Blombery (1990: 20) earlier put it, “church

attendance was a duty.” Hughes (1996: 89) cites such culturally embedded practices as

social groups, study groups, prayer groups, home groups and the highly planned and

orchestrated Sunday service as examples. 

Yet, despite the highest level of participant involvement in church activities of all

denominations, Pentecostal participants had the lowest levels of involvement in

leadership and decision making (Hughes, 1996: 92). This result was similarly borne out

in an earlier study which found that 44% of Pentecostals felt they did not have

opportunities in leadership and decision making (Kaldor et al., 1994: 123). Despite such

poor involvement, Hughes (1996: 93) found that participants were expected to be

“strongly committed” to the vision of their leaders. Kaldor et al. earlier found the same:

Pentecostal churches have the greatest proportion of attenders who are both aware

of the visions held by their leaders and are committed to them (1994: 32).  

According to Hughes (1996: 94), Pentecostal churches appear to wield the Bible as

sanction for most of their values, beliefs and underlying culture. For instance, his survey

found that 89% of Pentecostal participants strongly believed in divine judgment and the

right of the church to exercise discipline and judgment, compared with 44% of Anglican

participants and 38% of Uniting Church participants. He also found that Pentecostal

members exhibited the highest levels of church community “devotion.” 

Pentecostal attenders, according to the Hughes (1996: 98) study, had lower education

levels than attenders in most other denominations, and tended to come from lower

middle-class and working-class homes. Cox (1995: 95) earlier suggested that

participation by members in all aspects of church life is “not so dependent on people

having a certain level of cognitive, verbal or general educational ability.” Whether or not

these educational and social class demographics render the Pentecostal participant more

susceptible to Pentecostal values and beliefs is unknown. 
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Hughes (1996: 100-101), like Kaldor et al. (1999), as indicated earlier, also noticed that

Pentecostal attenders were the most prone of all church groups to drift out of the church,

adding that they were “unhappy with the style [and]...more often, they were not happy

with the leadership of Pentecostal churches.” According to Hughes et al. (1995: 53),

churches need to take the opinions of attenders into account. They say that in these

churches a self-reinforcing effect seems to occur, and warn that “retaining the status quo”

may mean the eventual death of some churches as institutions. 

Bibby (1993) complains that “churches have not tried to get in touch with people’s wants

and needs.” He argues that churches can play down what people are searching for, that

they overemphasize sin and failure, and that they fail to give adherents hope and self-

affirmation. The attention of the church is directed towards its structural problems, such

that it is “slow to respond to the needs for change” and slow to address complaints that

it is too “patriarchal and sexist.” He concludes that too many church groups become

“self-absorbed, like inward looking clubs” (Bibby, 1993: 232-268). Hughes et al. (1995:

65) call it a “self-affirming circle.” 

Hughes et al. (1995: 83-98) document in their study that at the top of the list in the minds

of church leaders is “the encouragement of Christian values.” In making a comparison

between moral values, decent values, and church-based values, the researchers found

church-based values to be “most highly affirmed.” They also refer to the “tribal life” of

some church communities, and to the unique “village relationships” that tend to occur

within them. They sum up the church group as one that: 

...contains its own group of people...its own language, its own assumptions, and

its own values...Values are dearly held within one group and may mean nothing

to another (Hughes et al., 1995: 100). 

Too much, they assert, has been focused on “building their own systems of belief,”

causing them to emerge as little sub-communities. They further assert that this kind of

“modern” thinking about the world, as a closed system which works according to certain



Postmodernism is a social condition in which economic, political, organizational and4

even personal life come to be organized around certain principles. Philosophically, advances
in telecommunications are placing old ideological certainties in disrepute as people realize
there are other ways to live. Economically, postmodern economies are built around the
production of smaller goods rather than larger ones, services more than manufacturing,
software more than hardware, information and images more than products. Politically and
organizationally, there is a need for flexibility and responsiveness, as reflected in
decentralized decision-making, reduced specialization and blurring of roles and boundaries.
Roles and functions shift constantly in response to unpredictable problems and opportunities.
Personally, postmodernism can create increased personal empowerment and a crisis in
interpersonal relationships. The postmodern world is fast, compressed, complex and uncertain
(Hargreaves, 1994: 8-9). 
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rules, is of little relevance to the requirements of a “postmodern”  world. The impetus to4

“impose their own values” on adherents, they warn, may be unlikely to attract Australians

in such a postmodern world. Further, the idea of the exclusive group, they contend, may

even be at odds with the Biblical model when it is considered that Jesus appealed to

individuals and to Israel, and did not aim to establish an “exclusive community” in terms

of certain embedded cultural practices (Hughes et al., 1995: 103-111). As Kaldor et al.

(1995: xx) put it, every church culture may be unique, but “remaining an open system

may be hard.” 

Hughes (1996) admits it is unclear what the future holds for Pentecostalism in Australia.

He sees the movement as “over or against the world,” and one which has had a

withdrawal from some aspects of society. He suggests it might gradually present itself as

“a major force for conservative moral values as in the American Moral Majority

Movement” (Hughes, 1996:106-107). He concludes his quantitative study with the

challenge that the culture inherent in Pentecostalism might make Pentecostalism less

attractive in the future. 

A study into how and why Pentecostal church-based values and beliefs impact on church

participants has merit based on the various Australian quantitative-survey findings

described above. The following section further supports the significance of this study,

particularly in an AOG student context, given some of the conclusions reached from four
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minor research projects conducted by the writer. In so doing, it defines the purpose and

scope of the study. 

2. Purpose and Scope of the Study

This section demonstrates that church-based values can underpin governance structures,

church documents and procedures, and the conduct of classes at MTCs. It also explains

that an understanding of values processes is, therefore, relevant to MTC students,

Pentecostal leaders and Pentecostal churches alike. 

A. Underpinning Values Evident in the Results of Four Minor Research

Projects

The impetus for this study dates back to the completion of three minor research projects,

by the writer, in the doctoral program undertaken at Griffith University, Brisbane,

Australia, and an on-the-job research project that involved an analysis of student

perceptions of what constitutes an effective AOG leader. Although these projects were

initially undertaken with a view to the various research tasks at hand, it soon became

apparent from all four projects that an underlying culture of church values and beliefs

underpinned some of the results attained and conclusions reached. It was because of these

observations that the writer’s interest in values processes began to emerge. The four

projects, and their relevant conclusions, are briefly described below. 

(1) Leadership and Governance in an AOG Church

A minor research project by Dalseno (2000a) investigated the leadership and governance

model evident in one of Australia’s largest AOG church complexes, including its attached

MTC and school. Its purpose was to examine the kind of model in operation, how it

compared with some of the literature on governance, and problems associated with the
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AOG model. Some of the main points emerging from this study included:

• of six members of the governing board, only one was female;

• the senior minister had a wide range of powers, including the appointment

of the governing board members, the selection of church participants for

ordination, the approval of all key organizational leaders, and a veto power

on any individual staff appointment made by the principal of the on-site

school (grades 1 -12), the principal of the MTC, and any departmental

leader (such as youth, women’s ministries, home group leaders, and

deacons);

• a culture of Pentecostalism had become institutionalized;

• there was a  reluctance of church participants to question its leaders, and

the nature of the 20-minute Annual General Meeting of members was a

speedy, non-probing affair; 

• discipline was imposed on deviant members in the form of sidelining them

and giving them little opportunity for expression;

• the MTC was partly dependent on the on-site local AOG church in terms

of human and physical resources; and 

• MTC students were subject to a very directive and authoritarian leadership

structure.

One of the conclusions reached from this study was:

The governance model cannot begin to be understood unless one examines some

of the values and assumptions behind it (Dalseno, 2000a: 13). 

This conclusion agreed with some of the findings of MacBeath (1998: 105) who

highlighted that leadership is set in distinct “cultural settings.” In short, from this minor

research project, Pentecostal-based values were seen to lie at the heart of the leadership

and governance structure of a large AOG church, MTC and school complex. The study

suggested that the impact of church cultural values on participants would be a worthwhile

topic to explore. 
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(2) Analysis of a Dress Code Document Applicable to AOG Students in a

MTC 

Another minor research project by Dalseno (2000b) in the doctoral program examined

the official dress code, from a student handbook, by which AOG students in a selected

MTC were expected to abide. It also provided some initial insights into how values and

beliefs might affect students. Some of the main points emerging from this study included:

• although the term “men” was used to describe the male gender in the dress

code document, the equivalent term, “women,” was not used; 

• a far stricter dress code was subsequently detailed for female students,

specifically referring to them as “ladies” (certain church-based values

apparently underpinning what constitutes an “AOG lady”);

• the language of the document was decisively authoritarian (there was no

room for debate, dialogue, consultation or question concerning its

contents);

• certain imperatives were continually used like, “must,” “standards,” “not

acceptable,” “cannot,” “no,” and “comply”;

• the students were exhorted to “look the part” in appropriately representing

the  AOG church; and

• certain adjectives were carefully selected and employed in the document

to describe clearly unwanted anti-institutional behaviour like, “figure-

hugging designs,” “plunging-neck lines” and “bikinis and briefs.”

It was concluded from this project that certain core institutional values and beliefs

underpinned the dress code document: 

The document is not just about dress, it is about wearing it ‘appropriately.’ It is the

‘wearing’ that ensures that dress conforms to the culture and expectations of the

institution (Dalseno, 2000b: 9).  

This conclusion was in agreement with Silverman (1993: 62), who said that words in a
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text “give us clues about the culture of the organization.”  

There was a distinct authoritative “cultural” voice behind the dress code document. As

Freebody and Baker comment: 

...meanings appear to be lodged in the text and the text itself assumes the mantle

of authority (1985: 382). 

Finally, the project concluded with a basic description of “the typical college man” and

“the typical college lady,” and summed up the dress code document as basically a matter

of “standardization and enculturation” (Dalseno, 2000b: 18). 

(3) An Investigation of Informal Student Complaints

A third minor research project by Dalseno (2000c) involved a case study into informal

complaints about a lecturer made by some AOG students in a specific MTC subject. The

project provided some additional insights into the effects church-based values may have

on students’ behaviour, both inside and outside the classroom. 

In-depth, semi-structured interviews were conducted with four students in the subject in

which the informal complaints were made. The purpose was to obtain more information

on the nature of the complaints, and why the formal college complaints mechanism was

avoided by the students. Some of the points emerging from this minor study included:

• students tended to avoid complaining in a formal manner, involving

specified documentation and student complaint mechanisms, preferring

informal channels instead (they did not want to be seen as “complainers”

by anyone with authority in the AOG church); 

• in the interviews, the students would only criticize the instructor’s (a

respected AOG minister) style and approach within the category of

“lecturer,” but never within the category of “minister” (they felt a sense of

guilt in criticizing the “minister”);
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• the students appeared to be caught up in an irreconcilable tension between

not wanting to be judged as “critical” and making what they thought was

a legitimate complaint;

• the interviewees frequently made use of softeners, such as the use of

humour or lengthy apologetic explanations, as well as category modifiers,

in deliberate attempts to portray themselves in a positive and compliant

way throughout the interview;

• the students were aware that they had to conform to certain critical values

important to the AOG church, otherwise they might get a “bad name” and

affect their opportunities to function and find expression within the church

organization; and

• opinions of the subject and the “lecturer” were shaped in some way by the

professional backgrounds and certain biographical details of the

interviewees; in other words, individual characteristics seemed to factor

into the way values impacted upon students.

In terms of values acquisition, this was a “case” of participants learning from experience

what was, and what was not, appropriate behaviour for students in an AOG church

context – as described by Shulman (1996: 208). Students appeared to have learned that

a certain “demeanor” or “attitude” was required of them both in and out of the classroom,

and were careful to avoid being labeled as “critical” by church authorities. The study

alluded to the need for further investigation into how, and in what ways, values impact

on MTC students in AOG contexts.

(4) Student Perceptions of What Constitutes an Effective AOG Leader 

In what was initially an exercise unrelated to this dissertation, a lecturer colleague of the

writer requested his students to write a 500 word paper on, “What constitutes an Effective

AOG leader.” The purpose of the paper was to probe some of the existing  perceptions
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students already had of leadership before the content lectures on Leadership commenced.

The writer was able to procure the student papers (16 in all) immediately after the lecturer

was finished with them, as an on-the-job research project into student attitudes (Dalseno,

2001). They were subsequently analyzed for the underpinning values that helped shape

the views of the students on leadership matters.  

A sample of some of the value-laden statements made by the students appears in

Appendix 2 (Part A). It was concluded from the analysis of the student papers that strong

values and beliefs did underpin the perceptions of students as to what constitutes an

effective AOG leader. Given that MTC students commonly see themselves as in training

for future church leadership roles, many of their statements were likely to typify their

own cultural positioning within the AOG. 

Also apparent from the analysis, a sample of which is in Appendix 2 (Part B), were

tangible expressions of disquiet among some of the students in the class. This finding

provided some initial insights into the reality that students may discreetly disagree with

some values processes, even if they appear in their behaviour to conform. Why they

would want to do this was intriguing. 

B. The Relevance of an Understanding of Values Processes to MTC Students,

Pentecostal Leaders and Pentecostal Churches

Based on the conclusions from the four projects described above, all closely associated

with the professional workplace of the writer, it became increasingly apparent that

church-based values appear to underpin MTC student attitudes and behaviours, as

participants, within the AOG. Gaining an understanding of these processes in a formal

study would, accordingly, be very useful to all relevant parties, including students, church

participants, Pentecostal leaders and Pentecostal churches. An explanation of possible

benefits follows. 
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(1) Students and Church Participants

Students could benefit from an increased knowledge of how church-based values relate

to them because their acquisition potentially shapes the students as church participants,

defines appropriate behaviours within the church organization and profiles their

suitability for ministry opportunities. This was apparent, to some extent, in Dalseno

(2000b) that dealt with the MTC dress code document. The Dalseno (2000c) case study

into some students complaining in a non-attention-seeking manner also revealed both an

awareness of certain church values and a deliberate intention to cooperate with them. The

analysis of student perceptions of effective AOG leadership (Dalseno, 2001) displayed

just how value-laden these perceptions can be. With a further understanding of values

processes, MTC students may be more inclined to:

• question the values rather than passively accept them;

• engage in dialogue with leaders in the AOG about the relevance and

effectiveness of certain values, and the transfer process as it affects them;

• alter their own behaviour in terms of exercising more individual initiative

and creativity;

• question whether being “made in the image of the church,” in terms of

being careful to replicate required cultural characteristics, is really

desirable for all parties concerned; and

• initiate changes at a grassroots level as changes in values processes and

culturally-embedded church systems are unlikely to be initiated from

elsewhere.

Hence, from a student point of view, a study into the values transmission process from

source to receiver may potentially lead to understandings which may contribute to

conditions which encourage a less submissive student and a more creative one, and may

lead to positive changes in embedded church culture.
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(2) Pentecostal Leaders

A study aimed at improving an understanding of values processes in AOG contexts may

assist Pentecostal leaders in evaluating whether particular student outcomes are the kinds

of outcomes that are ultimately wanted, and whether the processes of producing those

outcomes are desirable to all parties concerned in the long run. According to Dalseno

(2000a) described above, in the study of leadership and governance structure in a large

AOG church, AOG leadership appears convinced of its authoritative mantle and need for

participant submission. In the study on a student dress code (Dalseno, 2000b), for

instance, the tone was decidedly authoritarian. However, with a further understanding of

values processes in AOG contexts, Pentecostal leaders may be more inclined to:

• reconsider the demands of an authoritarian leadership structure;

• critically analyze whether excessive power is vested in the hands of  senior

ministers and departmental leaders, and if so, how to more effectively

distribute that power;

• come to terms with the possibility that church participants, including MTC

students, merely “play along” with the values because they feel they have

to (as suggested in Dalseno, 2000c and Dalseno, 2001 above);

• question whether the attainment of participant loyalty in the short-term

runs the risk of disillusionment and non-cooperation in the long-term, such

as in the production of drifters; and 

• whether there is an over-emphasis on survival and maintaining the status-

quo to the extent that the “life-blood” of new and creative ideas, needed to

help procure church growth and survival in the long-term, may be seriously

jeopardized.

Therefore, from the point of view of the leader, a study of this kind should serve to

enlighten a dialogue and evaluation of Pentecostal leadership and governance structures

as they now stand.
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(3) Pentecostal Churches

Finally, an understanding of values processes would be of potential benefit to all AOG

churches, all Pentecostal churches, and perhaps churches of various denominations in

Australia, given that they all contain church participants and leaders. Although this study

represents a focused study on a select group of students in one training setting, there may

be sufficient cultural similarities embedded in most Pentecostal churches to render the

conclusions and implications of this study relevant to any Christian church.   

C. Summary

To sum up, the purpose of this study is to investigate how MTC students, as church

participants, in AOG contexts, engage with values processes. It aims to investigate

whether some students only “play along” with expected attitudes and behaviours because

they feel they have to, and how, and in what ways, values processes impact on participant

conformity, both collectively and individually. The ultimate aim of the study is to produce

understandings of values processes for the benefit of MTC students, church participants,

Ministry Training Colleges, church leaders, and church organizations so as to produce

a more effective church organization and a more satisfied participant in the future.  

3. Conclusion

This chapter commenced with a brief description of the religious setting of AOG and

Pentecostal churches. It noted the significance of religious groups as an Australian

institution, the growth in the numbers of Pentecostal churches and participants in this

country, the culturally-embedded nature of Pentecostal churches, the predominantly

authoritarian leadership style, and some of the potential problems in Pentecostalism such

as drift out of the church. The chapter also outlined the  purpose, scope and importance

of the study by examining underpinning values evident in the results of four minor
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doctoral research projects, and argued that an understanding of values processes is

relevant to MTC students, Pentecostal leaders and Pentecostal churches. 

The remainder of this dissertation aims to accomplish the following: to delve into a

definition of values and models of values transmission (Chapter Two); to present the

Research Questions, undertake a literature review relevant to those questions, and present

a theoretical explanation of values processes as they may apply to MTC students (Chapter

Three); to describe the methodology used in getting meaningful data with which to

interrogate the theoretical explanation (Chapter Four); to gather, prepare, analyze and

explain the data obtained from the study, and alter the theoretical explanation if necessary

(Chapter Five); and to conclude with an understanding of how values processes work for

MTC students in an AOG setting, and cite some of the pertinent implications arising from

the conclusions reached (Chapter Six). 

The following chapter now looks into the meaning of values in organizational contexts

and discusses some of the models of values transmission developed and used in the

Twentieth Century.
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CHAPTER TWO

DEFINITIONS OF VALUES AND MODELS OF VALUES

TRANSMISSION

The purpose of this chapter is, firstly, to define values. It examines various meanings of

values as used in organizations and education, describes the difference between values

and beliefs, explains how values and culture are related, identifies the employment of

terms used in this study to describe values communication, and demonstrates the

importance of understanding values processes in education. The second purpose of the

chapter is to briefly describe models of values processes employed in the Twentieth

Century. It examines faculty models, the failure of transfer as a model, alternative models

to transfer, and values-free or values-neutral models. The third purpose is to outline an

understanding of values transmission which describes how values transfer can occur

under certain conditions.  It does this by examining the meaning of Low-Road transfer,

and identifying its applicability in a religious context. 

1. Definitions of Values

A. Meanings

Values help to define an individual or a group. Various aspects of Government,

community groups, business organizations, staff, churches and society can often be

understood and explained within a values context. According to Young (1997: 6), “who

we are” can largely be explained by the values and beliefs that undergird our existence.

If this is the case, making a close examination of the system of values and beliefs of any

entity may be a starting point in attempting to understand and explain its inner workings.
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Young describes values as follows:

Values are summaries of our beliefs...Values emerge from our histories, they

represent us in the present, and they guide us toward the future....[We] are

compelled by passion...Values synthesize our experiences; they affect how we

view things and people. They will be acted upon (1997: 3).

Some values are so conscious as to be written in documents or mission statements, but

many values are unconscious, lying beneath the surface. Individuals or groups may react,

for instance, to a task or piece of news quite automatically without premeditation because

certain values or stances seem purely instinctive. At other times, values may be

understood by reference to formally stated organizational policies and documents. In all,

according to Young (1997: 3), values give meaning to who we are, what we stand for,

what we expect from others, and how we will act towards others. 

Astin (1989) similarly sees values as active. However, he highlights the active component

of values to the point of seeing them as “a driving force.” Speaking from an educational

context, he describes how it is both explicit and implicit values that drive an institution.

Burns (1978) also sees active behaviour as values-centred. 

Vaill (1991) picks up the notion of “values-driven” enterprises and highlights their

success, in terms of product and performance, over “values-obscure” and “values-

muddled” enterprises. To him, there is a clear correlation between the degree of values

clarification and the degree of organizational success.

Others, like Morrill (1980), take a slightly different stance and emphasize values as

standards or yardsticks in which actions and behaviours are compared. In these situations,

values become highly normative and authoritative within an organization: “Values serve

as the authorities in the name of which choices are made and action is taken” (Morrill,

1980: 62-63). He also explores the element of commitment deriving from values. It is

commitment to these authoritative standards that seem to actually “orient choice and



For the purposes of this study, “values” are understood to include the many facets as1

described in this chapter, such as: conscious; unconscious; active; yardsticks; principled
preferences; and deeper truth. To qualify as a “value,” however, beliefs must have a practical
outworking, as discussed under “Values and Beliefs” in Part B following. The dissertation,
nevertheless, focusses on church-based values.
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shape conduct.” This may be significant for students in Ministry Training Colleges

(MTCs) if their levels of commitment are seen to be in response to an authoritative

presentation of values.

Halliday (1980: 4) examines the human preference and group aspects of values. Calling

values “principled preferences,” he says values are simply human preferences based on

some group agreed-upon principles. The group subsequently ensures that these

preferences are communicated through various mechanisms like talk, writing and action.

This could also be of relevance to MTC students, in which the group (or church

organization) may strongly indicate preferred values through particular organizations. 

Finally, Haydon (1997: 7) enters more into the intuitive argument. He cites values as “an

expression of a deeper truth,” going beyond the material to the non-material. He sees

values, therefore, as timeless, becoming the very basis of people’s lives. This may have

relevance for values processes concerning MTC students, given the appeal in most

religious contexts to the absoluteness of God’s word or the interpretations favoured. 

Values, therefore, appear to be an integral part of any organizational community simply

because every organization aims to identify the goals it wants to achieve and how it will

do so. They hold potential to define, or characterize, the participant as well as the

organization. Values-driven organizations normally strive to be successful in achieving

their goals, and aim thereby to involve participants in each and every part of

organizational life. Values are, in the main, an integral part of any organization, and how

and why its participants relate to, interact with, and personalize those values is the subject

of this study.   Thus far, it is apparent that the scope and meaning of values is rather1
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broad, but critical to their understanding is the relevance they hold for organizational

function and participant activity.

The following section continues with definitional issues by noting the difference between

values and beliefs.

B. Values and Beliefs

This section demonstrates that values and beliefs are not synonymous terms, though there

is a relationship between them. This understanding is particularly important in religious

contexts given that values are subject to belief systems.

Values are not the same as beliefs. A belief is personal to the one who holds it, who

assents to the “rightness” of that idea or notion. Brady (1974: 1) speaks of this “rightness”

as appropriate and without question to the person who holds it. There can be no value

without some implicit underlying belief because values express the beliefs, be they

explicit or implicit. Morrill (1980: 63) says, “Holding a value...involves an active

positioning of the self with regard to its own beliefs, conduct and feelings.” Values,

therefore, are active, or a “stance or orientation.” If a purported value fails to press its

claim in relevant action of some kind, it is actually something else, perhaps a belief, an

attitude, a feeling, or an ideal. 

Hill (1991: 4) suggests that values usually refer to those beliefs with special priority or

worth. Halliday (1998: 4) agrees, emphasizing that beliefs give rise to values. He cites

religion as a prime example of this, and claims this is so because beliefs, and ultimately

the values that are derived from those beliefs, stem from the very authority of God. This

assertion resonates with values processes involving  MTC students. 

Prior (1998: 23) takes the matter further, surmising that although values undoubtedly
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guide behaviour, the real issue at stake is that “values are about why we do what we do.”

She employs a method of values analysis as a probe for explaining behaviour. Hence, her

focus is more on the effects values can have on participants in organizations -- an issue

to be addressed in this study, which investigates why students may ultimately adopt

church organizational values peculiar to their denomination.

In short, values represent the practical dimension of beliefs. Though beliefs underpin

values, a belief may not necessarily result in a value nor subsequently lead to action.

Hence, the literature tends to speak of the transmission and acquisition of values (not

beliefs) because it is values that materialize in actual behaviour and human performance.

For instance, an individual may claim that he/she believes in honesty. This is a belief. But

if that individual is frequently dishonest in daily affairs, he/she would not be seen as

holding the value of honesty.

Having established the relationship, and the difference, between values and beliefs, it is

also important to understand how culture is related to values and beliefs. 

C. Values and Culture

The terms “values,” “beliefs” and “culture” are sometimes used interchangeably.

Although this is understood in everyday life, it is important here to identify their

distinctiveness yet inter-relatedness. 

Values lie at the heart of the culture of an organization. Writers and authors frequently

refer to culture in their discussion of beliefs and values. The terms, as such, are not

mutually exclusive. O’Dell et al. describes culture as follows:

Culture is the combination of shared history, expectations, unwritten rules, and

social mores that affect the behavior of everyone, from managers to mail room

clerks. It’s the set of underlying beliefs that, while never exactly articulated, are

always there to color the perceptions of actions and communications (1998: 71).
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Reynolds and Skilbeck (1976: 16) recognized this in an earlier study, describing culture

as the process by which patterns of meaning and significance develop in people’s lives.

Sinha, perhaps, presents this understanding most succinctly: 

A societal culture consists of the assumptions, beliefs and values acquired and held

by the majority of people in a geographical area for the purposes of: (a) adapting

to the ever-changing environment; and (b) developing an identity in order to

maintain continuity in the core areas of their lifestyle (2000: 13). 

To him, values constitute the cultural core of any organization, though his comments

appear particularly relevant to religious contexts. 

In general, the terms “values,” “beliefs” and “culture” are closely related and frequently

expressed together – culture potentially embodying all its associated values and beliefs.

For instance, it may be said of a certain church that it has a “caring culture.” This could

mean that caring is not only a strongly-held belief in that church, but is also a value in that

it is actually taking place in practical ways like feeding the poor, the offering of

community services, welcoming newcomers and helping them settle into church and

district. 

Having briefly defined values, beliefs and culture, and having noted the relationships

between them, attention is now given to a definition of values communication from

source to receiver.

D. Employment of Terms in Describing Values Processes 

Various terms are employed in the literature to describe the processes of values

movement. Some of the more prominent terms appearing in the literature include:

transfer; transmission; diffusion; dissemination; broadcast; communication; and

mediation. Sometimes, different terms are used simply as synonyms. For instance,

“communication” and “transmission” may be used interchangeably to describe the same
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act in a relay of values and information. At other times, different meanings are intended

through using different terms. For instance, “communication” may be used to express a

broadcasting of values and information far and wide, but “transmission” may be used to

express a targeting of a particular group of people. It would appear from the literature,

however, that none of the terms are mutually exclusive, and most of the time a particular

term is adopted and employed to describe some particular facet, or emphasis in values

processes, that suits the purpose of the writer. 

It is apparent that there is some confusion concerning the appropriate term to employ in

certain situations. Debray (1997: viii), for instance, refers to terminology which states that

“cultural meanings are transmitted.” Yet, he points out that “transmission” can

legitimately be criticized for the inherent limitations of the term and demarcations from

it. The same criticism, he says, can be said of other descriptors. Hence, he prefers the term

“mediology” because it seems to encompass most labels and definitions. Morrill (1980:

123) similarly prefers the phrase “mediation of values,” suggesting five strategies that

facilitate it: awareness; organizational and staff development; participation by students

in the life of the organization; careful selection of staff; and the practice of tradition. In

the final analysis, however, Debray (1997: viii) admits that, “virtues and vices as a tag,

a label, matter little. There is no patent on the term.” 

As a term, “transmission” is one of the most common descriptors. Debray (1997: viii)

defines transmission as a duty, a mission, and an obligation. It does not, however,

constitute a source of values. Transmission merely passes on communication, devised

from some source, via some communicative device such as  teachers, written materials

and television. To Debray (1997:vii), “human beings have always transmitted their

beliefs, values, and doctrines from place to place, generation to generation.”

Significantly, for values processes in religious contexts,  he cites the message of Jesus as

evidence of the effectiveness of transmission over 2000 years. 
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Young (1997: 187) prefers the term “transmission” in educational college contexts. He

identifies four stages in this transmission process: awareness; decision making; action;

and evaluation. Haydon (1997: 121) concurs, saying that a transmitter is not a source of

values for it only communicates. Haydon, however, emphasizes the potential “passive

nature” of transmission. He argues that this passivity can exist on both sides of the

transmission equation, i.e., on the part of both the source and the receiver. More common,

however, is for the source to be active in its presentation of values and the receiver to be

passive in acquiring them. The latter scenario is more likely when the source has some

perceived mandate for its values -- for instance, the Bible, its interpretations, and the way

authoritative leaders want the church to operate.  

“Transfer,” another popular term in the literature, refers to “the degree to which a

behaviour will be repeated in a new situation” (Detterman, 1993b: 4). If a value or belief

is not successfully passed from sender to receiver, “transfer” is said not to have taken

place. “Transmission” may have taken place in sending out the appropriate signals, values

or otherwise, but “transfer” would not have resulted if recipients do not subsequently

adopt the values as their own and activate them. Hence, using these terminologies, the

majority of what happens in values processes may be explained as “transmission,” since

“transfer” does not take place until, or if, a participant finally chooses to acquire or

personalize transmitted values. 

Cultural “diffusion” and “dissemination” are predominantly parallel terms that refer to

the broadcasting of values and beliefs far and wide. They are invariably related, however,

to transmission and transfer. For instance, “transmission” defines the act of sending the

cultural signals, but “diffusion” or “dissemination” describes the process. The diffusion

or dissemination of values may be directed towards a targeted group or audience, such as

a church, or towards all and sundry as in a mass propaganda campaign. Wagner (1988:

180) explains the relationship between transmission and diffusion/dissemination by

elaborating how the acts of transmission and re-transmission constitute the process of
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diffusion. However, he, too, sees the vital distinction between transmission (the act) and

diffusion/dissemination (the process) on the one hand, and transfer on the other. To him,

a communicative act (which he calls “transfer”) only takes place when the  transmitter or

re-transmitter induces a response from the receiver: “the sender must encode it in such a

way that it elicits, programs, or frames...responses” (Wagner, 1988: 180). When there is

a response induced, transfer is deemed to have been successful. If there is no response,

or acquisition, on the part of the receiver then the transmission has failed to effect any

transfer. Davenport (1998: 101) agrees, saying that transfer must involve the dual actions

of  transmission (which he sees as the sending or presenting of knowledge or values) and

absorption (which he sees as the receipt or acquisition of that knowledge or values). 

This study recognizes that no single term does justice to a full description of values

processes, and that terms are used in synonymous, generic or differential ways. However,

it does draw a vital distinction, as much of the literature appears to do, between the acts

of transmission and transfer. Most of what happens in values processes is transmission.

It is only when individuals acquire or personalize values that transfer has taken place.

Hence, for the purposes of this study, “transmission” will be the term predominantly

employed in referring to a communication of values from source to receiver. The term

“transfer” will be used throughout the study in appropriate circumstances where real

values acquisition is the subject of discussion. 

Having grasped the meaning of transmission and transfer, and recognized their

differences, this section concludes by noting the importance of understanding values

processes in education. Values processes constitute all the complexities associated with

a transmission of values from source to receiver, including an identification of values, the

sources of values, reasons for values transmission, mechanisms affecting transmission,

and participant acquisition of values. 
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E. The Importance of Understanding Values Processes in Education

Understanding values processes is important for education, and to educators generally,

for they partly describe the ethos, function, inner workings and participant behaviour

within any particular educational institution.  

Neglect of this area may satisfy those who wish to relegate values issues to the ‘too hard’

basket, or those who may refuse to believe than an institution’s cultural values have a

strong bearing on what is seen and done in that institution, but the reality is that ignorance

or neglect fails to provide any understanding on a matter of relevance and importance.

There can be no alternative to sound scholarly inquiry, however difficult or unpopular the

process. 

Poor models of cultural transmission and transfer seem to sometimes confuse the issue

more than provide any insights. However, as long as there is debate, research, inquiry and

discussion, there is some hope that a better appreciation and understanding will result of

the role that values processes play in an organization. Such is the point of view of this

study. The immediate discussion, therefore, stresses the importance of understanding

values processes in education.  

Young (1997: 4) emphasizes that every organization is “laden with values.” Citing many

examples from academic and church contexts, he highlights the point that values

neutrality is impossible. Since values lie at the heart of any and every organization, he

concludes that we must understand “the nature and priority of these values.” His thesis

culminates in the belief that the study of values must take place within the walls of

colleges and universities because cultural processes are as important as the educational

product. As indicated, this study agrees with this point of view. He praises some religious

colleges for recognizing that values do exist, that they do influence students, and that they

do affect actions:
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The colleges of character know that they have values, know what those values are,

and know that these values must be revealed through institutional actions (Young,

1997: 193).

Whether the denominational church pays tribute to the reality of values processes, but

fails to acknowledge it publicly, is open to question. A denominational church may readily

recognize there is need of a significant institutional impact on values for good morals and

practice, but it may give little credence to, or formal acknowledgment of, how unique “in-

house” culture is perpetuated, fostered and delivered throughout the institution. For

instance, there is some evidence that some church organizations simply accept a notion

that “this is the way we do things around here,” as the way a church organization should

conduct its life, with little hint of any formal acknowledgment that the organization has

unique, strongly entrenched, “in-house” culture that shapes and defines the organization.

This unique culture may act in a number of ways, for instance, in determining the

suitability of staff it employs, the style of worship selected, the type of authority structure

in place, the behaviour expected of members, and even the appropriate disposition of

students (Bentley et al., 1998: 61-63). Briefly, church organizations may be quite explicit

in the way they handle values processes, yet may not readily acknowledge the impact

values transmission may have on participants. The suspicion that this scenario may be all

too real is one reason for commencing the current study, as it attempts to find out more

about these values processes in AOG/Pentecostal contexts.  

Blumberg and Blumberg (1994: x) describe how values can have a profound affect on

students. Writing on “the hidden curriculum,” the authors conclude that too little attention

is paid to cultural processes in schools, describing the situation as a neglected area of

academic inquiry. Their investigations unambiguously reveal the presence of strong

cultural processes at work in schools.

Reynolds (1976: 71) recognized much earlier that education is “a value-saturated

process,”  highlighting the fact that it is to the detriment of educators to ignore values. A
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further definitive statement in this regard has been provided by Halliday (1988: 3), who

claims that “values are crucial to Further Education.” However, it appears that even in

education, an appreciation of the vital role values play in schools and colleges is coming

under siege. 

Halliday (1988: 30-32) notes how further education lost much of its concern for values,

and declares the major reason for this being that, “there is a perception that hard-nosed

commercial considerations now dominate.” To him, economic considerations are far

outflanking any meaningful consideration of values in education.  Ling and Stephenson

(1998: 4) reiterate the same, saying that values are being challenged in the light of a

global economic perspective. 

Other writers have concurred with the almost obsessive concern in education with

efficiency, quality and commercial survival. Dempster (1997: 11) reveals, for instance,

how moral leadership may be a decided casualty in the quest for economic efficiency, and

suggests that such stances are bound to “test the values stance of principals.” In this

“obsession,” values are relegated to the background since “markets are not moral”

(Robertson, 1997: 3). Other writers, including Sergiovanni (1992), Bottery (1992),

Leithwood et al. (1994), and Smith and Piele (1997), similarly call for revisiting the moral

leadership and values questions in education. 

It would appear, therefore, that whether through a deliberate choice not to formally

acknowledge the role “in-house” values play on participants in an organization, or

through economic rationalist neglect, the reality of the role values processes play in

organizations, education and religious groups can be significantly understated. 

One outcome of this scenario, particularly in the light of an economic agenda, is the

attempt to, “try to disguise it [values] through the use of language that appears to be

values-free, certain and exclusively technical” (Halliday, 1998: 4). Halliday (1998) asserts
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that students are the main ones to suffer from this scenario because their vocational

preparation is detached from a richer engagement with values. Ling et al. (1998) draw the

values issue, and its general neglect, into even clearer focus concerning religious

education, where values are more likely to influence students than in secular colleges.

Values processes, as such, can be particularly dynamic in religious contexts. The writers

lament values generally being assigned a “back seat in emphasis in education,” blaming

the issues of accountability, self-management and school-based decision making (Ling

et al., 1998: 35). Others, like Haydon (1997), have focused more on the emphasis on

competencies and skills as a reason for values neglect. Acknowledging the lack of values

emphasis he says: 

...a superficial reading of educational reporting in the mid 1990's might suggest

that the role of values is rather limited (Haydon, 1997: 3). 

Morrill (1980: 76-78) broadens the problem beyond education believing that the process

of values inquiry in many disciplines “has been eroded or excluded.” He agrees that

almost all disciplines have become increasingly quantified and professionalized, thereby

revealing that there is something of a broader, global context happening in which

downsizing, economic rationalism, bench marks, and increasing competition have become

philosophies in postmodern societies that affect all disciplines in the global marketplace.

He emphatically warns that educators cannot afford to ignore the values question or treat

it as “a detached game,” because values do have a profound affect on students, colleges

and education. Understanding values processes, therefore, is significant for education

generally.

It may be to the benefit of education and students in general if the voices in the literature,

advocating a revisiting of values, are heeded. As Haydon (1997: 45) elaborates, there is

no possibility of divorcing values from education, no matter how much we might want

it to be values-neutral. Morrill (1980: 3) is heartened by the fact that some of these voices

fall into the category of  “serious scholarship,” such as in the moral leadership and ethics

leadership literature mentioned earlier -- Dempster (1997), Sergiovanni (1992), Bottery
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(1992), and Leithwood et al. (1994).

Finally, Blumberg and Blumberg (1994: 118) are emphatic that a conceptual

understanding of values processes within educational institutions is absolutely necessary.

Ling and Stephenson (1998) contend that the area of values in education reflects a

“theoretical void.” They conclude: 

There is, then, an urgent demand to provide, for educators, theoretical perspectives

which inform the teaching of values and the place of values education in schools

(Ling and Stephenson, 1998: 5). 

In support of this view it is the aim of this study to contribute to an understanding of how

values processes work for MTC students in an AOG context. 

F. Section Summary

This section of the chapter has focused on the definition of values, describing various

meanings, the interrelationships and differences between values, beliefs and culture, the

meaning of “transmission” and “transfer,” and the importance of understanding values

processes in education. The following section takes this understanding of values and

transmission further by briefly examining various models of transmission. 

2. Models of Values Transmission

It is the purpose of this section to explore, in brief, some of the major models of values

transmission proposed throughout the Twentieth Century. This is a relevant undertaking

since there is a strong opinion that transfer doesn’t work, or that it only works when

certain conditions are favourable. At the end of the examination, a suggestion will be

made about how transfer can work successfully in religious contexts. 

The “faculty model” of knowledge and values transfer is examined first.  
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A. The Faculty Model

One of the earliest models, which became quite entrenched in Australian schools in the

Twentieth Century, was the “faculty model.” Adherents of this model believed that the

mind could be “trained” to learn through exposing learners to disciplines that structured

and stimulated their thinking. These were typically Mathematics, Greek and Latin. The

subsequent “trained” mind would then be more susceptible to learning most other

disciplines, and a transfer of knowledge with relative ease would be the result. Macauley

elaborates how there was a belief in classical education that:

 ...learning Latin or Mathematics was a necessary precondition for the study of any

other discipline in that these subjects trained the mind and that the skills so

developed were transferrable (2000: 2).  

Referring to the “faculty theory,” Curzon (1980: 13) added that much speculation

subsequently developed over how much transfer was actually taking place in reality. This

soon led to a widespread belief that faculty transfer fails as a model.

B. The Failure of Transfer as a Model

The “faculty” approach to the transfer of anything -- knowledge or values -- came into

gradual disrepute following the pioneering work of  Thorndyke (1924). He found that the

classical subjects, of Mathematics and Greek, were no more likely to develop habits of

the mind than might any other utilitarian subject. As a model, however, like most

subsequent models of transfer, it still holds some small measure of support today.

Ironically, as pointed out by Marginson (1994), though the classical idea of transfer was

largely discredited by many studies, similar arguments may be seen today lurking in the

current debate about generic and core skills. 

Singley (1995: 69) was one who discredited transfer via the development of student

faculties. He mentions “the ghost of general transfer,” saying that nearly a century of
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research in psychology generated a depressing lack of evidence for the notion of general

transfer. He was not alone. Like Thorndyke (1924), scores of other researchers have

found transfer to be either very poor, or at least, very discouraging. Hayes (1977), for

instance, in what amounted to a classical study on transfer, showed that very little transfer

was occurring in the case studies he examined. 

Gradually, research studies moved away from laboratory psychology studies and focused

on realistic educational settings. It was here that the death knell of general transfer finally

occurred. Post and Brennan (1976), Papert (1980) and Mayer et. al. (1986), for instance,

confirm a number of notable transfer failures.  

Other research indicating the failure of “broad transfer,” as in the faculty model, includes

Feuerstein (1980), Reed et al. (1985) and Keller (1990). All failed to prove their

hypothesis of transfer, leaving Bereiter (1995: 26) to conclude that “most research on

transfer has been bad news for educators.” Detterman (1993a: 7) similarly asserted that

transfer is very difficult to obtain and that, “there have been hundreds, if not thousands,

of experiments reaffirming the same point.” 

One way out of this problem of trying to prove that broad transfer works would be to

develop a model or models that ignore transfer altogether. Since most studies after

Thorndyke (1924) seemed to kill the very idea of transfer as a practical concept,

researchers began to consider alternative approaches. Purpel, for instance,  notes that the

late 1970s and early 1980s:

...was a time of considerable excitement in the field with the emergence of at least

two major moral education orientations, namely Values Clarification and the

Kohlberg Moral Development approach (1998: 200). 

These two models, which gained some significant degree of support and attention, are

briefly examined below.
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C. Alternative Models to Transfer

Raths et al. (1978: 4-5) developed a “Values Clarification” model of understanding

values. This approach ignores values transfer as a concept. It stands for students finding

their own values, and rejects any notion of students having to acquire or personalize the

cherished values of any particular organization. The authors flatly reject any notion of

universal or absolute values. There are four key elements to this model: a focus on life

(this is to focus people’s attention on aspects of their own lives that may indicate things

they value); an acceptance of what is (all individuals need to accept others’ positions non-

judgmentally); an invitation to reflect further (this is to encourage more informed choices,

more awareness of what a person prizes, and integration with day-to-day behaviour); and

a nourishment of personal powers (people can continue to nourish reflection of their own

values in the years ahead). One strong notion is that “values, as we define them, cannot

result from indoctrination” (Raths et al. 1978: 291). They consider it a matter of

paramount importance that students are left free to exercise their own individuality. It

would appear, therefore, on the face of it, that Values Clarification as a model would

neither work for, nor be relevant to, church organizations that focus heavily on values

transmission and moral absolutes. 

The model, in fact, has its own problems concerning the way it is supposed to work.

Stephenson et. al. (1998: 10), for instance, accused the model of promoting  “a form of

pressure” in that it requires students to assert their stance publicly, and so possibly to

perpetuate the dominant views or values of a group. The end result of this is likely to be

the promotion of “conformist thinking”-- the very thing Values Clarification was

attempting to refute and avoid in the first place. In the final analysis, the model has

suffered from the very strong charge that it gets into the business of “imposing values

rather than evoking them” (Stephenson et al., 1998: 9). 

The other model that became of some note was devised by Kohlberg (1975). He
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articulated a theory of the stages of moral reasoning, explaining that the environment is

an important element in the framing and construction of the values an individual

develops. Also rejecting any notion of values transfer, Kohlberg (1975) says that the most

any educator should do is create an environment which enhances an individual’s personal

development through the stages of moral reasoning the individual passes through over

time. Hence, the model is similar in tone to Values Clarification in that it emphasizes the

values of the individual. However, it employs a different way of getting there -- in this

case, creating an environment to stimulate the adoption of personal values. It, too, does

not appear to suffice as an appropriate model by which to explain values processes

concerning MTC students. This is because churches tend to determine what the essential

values should be in the lives of practising participants. 

Other, less popular, models have been proposed including the Values Analysis approach

developed by Fraenkel (1977). According to this approach, a series of stages for decision

making and moral reasoning are outlined as the basis for discussion in the area of values

education. Its focus, as such, is on discussion as a vehicle for selecting and adopting

group or individual values. In its favour, as with the Values Clarification and Kohlberg

models, is its tendency not to ignore the issue of values in education, though it still steers

away from any notion of values transfer. This approach has been widely disseminated in

curriculum documents, according to Marsh and Stafford (1998: 163).

There were other models proposed during the Twentieth Century that chose to reject not

only the concept of transfer, but values-influences themselves in organizations. 

D. Values-Free or Values-Neutral Models

It is interesting to note that even the “transfer-free” models, as mentioned above, soon fell

into disrepute, as did the earlier “faculty” models, for failing to provide definitive answers

on values in education. The result has been unfortunate: 
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Interest in these programmes has essentially dissipated, leaving behind a legacy

of scepticism and disenchantment, if not dismissal...of the concept of values

education (Purpel, 1998: 200). 

This legacy has been subsequently reflected in a strong opinion towards a values-free,

values-neutrality approach to education, and a drive towards positivism. Purpel (1998:

199) laments this development saying that discourse of the later Twentieth Century is one

in which moral language is seen as archaic, inappropriate, hopelessly subjective, and

hence, irrelevant and disruptive. These were strong words that did not augur well for

values transmission or the influence of values in organizations.  

Closer to the Australian context, Ling (1998: 210-211) reflects on an emerging trend

“whereby in the Australian context the moral vacuum model appeared to be gaining

momentum.” She does, however, emphasize that a rush to the days of the development

of student faculties, like Latin, Greek and Mathematics, or renewed attempts at finding

a psychological solution to values transfer, will simply not suffice in the current era and

into the Twenty-First Century. 

Again, as with the other models discussed previously, the values-free and values-neutral

models simply will not suffice in explaining values processes in an AOG student religious

context. The idea that participants are “values-free” in contexts where certain values

constitute the very foundations of religious institutions, is unsustainable. 

E. Section Summary

This section of the chapter focused on various models of values transmission and their

respective failure as models to legitimately explain transfer. Alternative models, like

Values Clarification and the Kohlberg (1975) model, were also argued not to be

applicable as a means of explaining transfer processes in religious contexts, and neither

were values-free or values-neutral models. There is some hope from the literature,
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however, that values transmission and transfer can happen under certain conditions, and

it is to this issue that the following section now turns.  

3. Low-Road Transfer

Given that none of the above models appear to have relevance in describing values

processes in an AOG/Pentecostal context, it is left to Chapter Three to formulate a

conceptual model, and theoretical understanding, of how values processes work in such

a context. However, before embarking on that task, an examination of some recent

literature provides helpful insights into values transmission occurring under certain

conditions. If these conditions apply in an AOG context, these insights will, therefore, aid

in developing such an explanation.  

A. The Meaning of Low-Road Transfer

“Low-Road” transfer describes some of the necessary conditions, or “fertile ground,” that

need to be in place for transfer to occur. It is mentioned here because it provides some

initial credence and respectability to the idea that transfer can, and does, work –

particularly in religious contexts. 

Transfer is seen as a distinct possibility across situations that possess highly similar

underlying conditions. According to Detterman (1993b: 6), “when it [transfer] is

obtained, it is most often between highly similar situations.” Significantly, Bransford et

al. (1999: 39) agree with some findings of Thorndyke (1924) that, although general

transfer basically doesn’t happen, it can happen in instances where there is “a similarity

between conditions of learning and conditions of transfer.” Homa (1982: 7), from a

variant of Thorndyke’s (1924) research, came to similar conclusions, “particularly with

respect to the effects of similarity and degree of training on transfer.” 
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It is apparent, therefore, that even in some of the earlier studies which objected to transfer

as a general concept, some successful transfer in peculiar situations was actually

occurring. Why this was not highlighted at the time is unclear. However, it may have had

something to do with a deliberate focus on “Far-Transfer” (i.e., transfer of knowledge and

values across general, dissimilar situations) and not on “Near-Transfer” or “Low-Road

Transfer” (i.e., transfer of knowledge and values across situations with highly similar

underlying conditions). This latter focus highlights the reality of church-based values

being transferred to church participants or students. For instance, if highly similar

conditions do exist across Pentecostal organizations, departments and ministries, then,

according to this understanding of values transfer, the propagation, movement,

transmission and acquisition of certain values is a distinct possibility. In short, values

transfer is a distinct possibility in AOG/Pentecostal contexts.

Bereiter (1995: 29) agrees with this approach to transmission and transfer, saying that

there can be effective transfer occurring between situations and people where there are

typical underlying conditions. He concludes that: 

...for the most part, the advocates of situated learning are surely right. We learn to

act intelligently in specific situations (Bereiter, 1995: 31).

Perhaps even more potentially relevant for MTC students in AOG contexts is Bereiter’s

(1995: 31) claim that values transfer (i.e., participant acquisition of transmitted values)

is even more assured if an institution can actually “transfer a situation” rather than

“transfer across similar situations.” This amounts to replicating a situation, department

or organization as closely as possible to the original. He comments that it is in

environments where human beings have considerable freedom to create the situations

within which they function that can promote this reality, and he cites religious

organizations as a prime example of this. Briefly, if religious organizations create

departments and ministries to closely replicate their initial ethos, system and values, then

participants will recognize little or no tangible difference between one situation and

another and will be more likely to respond in the same kinds of ways. 
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In further support of this notion, Scardamalia and Bereiter (1991:68) concluded that

elementary school teachers were very successful in creating situations in which students

worked well on problem solving. Another research study along these lines which reported

similar results was undertaken by Rohlen: 

Again, it is not simply a matter of people acquiring social skills that transfer to

new situations. If that were it, we would expect partial or unreliable transfer. What

seems to have happened, rather, is that a kind of situation that has worked well in

schools is transferred to the workplace, with the result that people...already know

how to function in this situation (1989: 32). 

Perhaps the most definitive explanation of Low-Road transfer, and the clearest

articulation of it, is the work of Fogarty et al. (1992). In their experiments, they made a

distinction between two concepts of transfer: Low-Road Transfer and High-Road

Transfer. Low-Road transfer is basically automatic, in which the transfer of values or

knowledge is across situations that are almost identical or highly similar. High-Road

transfer is the attempt to transfer values or knowledge across situations that are different,

and it is into this category that Fogarty et al. (1992) place the host of past studies, from

Thorndyke (1924) on, that show the failure of general transfer. Another definitive paper

on Low-Road transfer was produced by Costa and Leibmann (1997), who supported the

strong possibility of transfer across very similar situations. 

Different writers employ some variation of the terms “Low-Road” and “High-Road.”

However, the conceptual understanding is the same. Salomon and Perkins (1988), for

instance, refer to “Near-Transfer” (Low-Road) and “Far-Transfer” (High-Road).

Similarly, “Hugging,” another variation on the terms “Near” or “Low-Road” transfer,

means teaching to meet the conditions for low-road automatic transfer. It includes setting

expectations, matching, simulating, modeling, and problem-based learning. And

“Bridging,” another variant of “Far” or “High-Road” transfer,  means teaching to meet

the conditions for high-road non-automatic, or distance, transfer by mediating the needed

processes of abstraction and connection making. 
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There are still other terminologies used, some of which are summarized in Table 1 as

follows: 

Researcher Low-Road Equivalent High-Road Equivalent

Wittrock (1989) Near Far

Joyce and Showers (1983) Horizontal Vertical

Perkins (1986) Automatic Mindful

Hunter (1971) Similar Cued

Beyer (1987) Similar Cued

Sternberg (1984) Spontaneous Guided & scaffolded

Feuerstein et al. (1980) Practiced Mediated

TABLE 1. Equivalent Terms used by Various Writers in their Descriptions of Low-Road and

High-Road Transfer. 

This understanding of Low-Road transfer is also applicable in religious contexts, as

described below.

B. Low-Road Transfer in a Religious Context

Low-Road transfer is likely to apply in church contexts because local churches, church

ministries, departments and colleges may function in conditions that are highly similar --

typically employing highly familiar tools, techniques, philosophies, preaching styles,

leadership approaches, methods, tasks, protocols, as well as the entire gamut  of “how to

do church.” One can typically switch to another AOG church and find it almost exactly

like the previous one, save for very minor  differences. Even across various youth groups,

women’s groups, Bible colleges, schools, home groups, and other church-based

ministries, a participant will be exposed to highly similar themes, values, emphases,

styles, methods and ethos (Spencer, 2000).
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Purpel (1998) adds support for the applicability of Low-Road conditions to aid transfer.

Beginning with an explanation of the failure of High-Road general transfer in the

literature and the scepticism that followed, and referring to religious colleges, he

explained that “the most important exception to this fall from grace” is the Christian

education movement (Purpel, 1998: 200). This conclusion was in agreement with Likona

(1991). 

Other scholars have acknowledged, inadvertently, the effectiveness of transfer in highly

similar church situations when they criticized the indoctrination that ensues. Rejecting

any notion of religious indoctrination, for instance, Ling and Stephenson (1998: 13) cite

the “religious monopolism” of some churches. At best, they consider this paradigm as

desirable for the teaching and development of moral values only, and are valid,

“legitimately only within the framework of religious beliefs.” They concede, however,

that it is because such religious values are nurtured and upheld that Christian schools and

colleges have flourished in Australia over the last two decades. Transfer does appear to

be happening in religious contexts.

Morrill (1980: 1-2)  uses American history to illustrate the transfer of religious values in

North America. He declares that the purpose and function of American colleges have

been strongly shaped by a historical commitment to moral education. The “religious

imprint,”  as he puts it, continues to pervade colleges and universities in North America.

From the earliest times, Christian education has included cherished values in their courses

and qualifications, part of the reason being the “teaching of authoritative moral truths.”

Purpel (1998) similarly refers to history, saying that from the earliest times Christian

groups have been intent on establishing communities deeply grounded in their religious

and moral beliefs. He points to the Puritans, for instance, who mandated schooling: 

...to extend the role of the family and church in transmitting, nourishing and

preserving their theocratic way of life (Purpel, 1998: 198). 

Further, Purpel (1998: 200) elaborates how Christians have not tried to avoid being
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problematic and prescriptive as it “affirms a set of presumed universal values and

behaviours worthy of inculcation,” unlike the values education programmes of the 1970s

and 1980s. Hence, the instructional emphasis is less on study and reflection of personal

values (as in the Values Clarification model), and more on encouraging students to adopt

values and behaviour in line with “universal, absolute,  time-tested virtues.” Indeed, he

says, the emphasis represents an “urgent call” for a return to traditional family values. 

C. Section Summary

Such an understanding may go some way towards providing some early impetus, and

justification, in developing a theoretical explanation of values processes concerning MTC

students in AOG contexts. This section has recognized that transfer has been occurring

in religious contexts, and that it has been occurring because similar conditions tend to

prevail across different locations and departmental situations. The “Low-Road”

understanding of values transfer is far from providing a comprehensive explanation of

values processes in AOG/Pentecostal contexts. However, it does provide some early

insight into the fact that transmission and transfer of values can legitimately occur, or

even thrive, in a religious context. 

4. Conclusion

This chapter has examined a definition of values, various models of values transmission,

and Low-Road transfer. It was seen that values processes normally constitute part of any

organization, and cannot either be ignored or explained away. The attempt to quash any

notion of transfer may suit some economic rationalist ideals or values-free notions, yet

values processes seem to pervade most organizations, including institutional education

at large and Christian colleges in particular. An understanding of Low-Road transfer

highlights the reality of transfer across departments or organizations that are undergirded

by highly similar conditions, again, particularly in some religious contexts. To pursue a
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further study of values processes concerning MTC students in AOG contexts, therefore,

contains merit. 

Given this background, the dissertation now shifts to a discussion of the relevant literature

pertaining to values processes in organizations and education. It achieves this by

analyzing that literature according to the Research Questions – to be  described in the

following chapter. Ultimately, the purpose of Chapter Three is to develop a conceptual

understanding, and theoretical explanation, of values processes concerning MTC students

in an AOG context. 
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CHAPTER THREE

LITERATURE REVIEW RELEVANT TO THE RESEARCH

QUESTIONS

Chapter One outlined the religious setting of AOG and Pentecostal churches, and entered

into a discussion of the purpose, scope and importance of the study. Chapter Two

examined definitions of values, considered models of values transmission, and described

Low-Road transfer. It is the purpose of the current chapter to investigate and describe

what some of the relevant literature says on values processes. It draws from some of the

broader organizational and educational literature, as well as from some of the critical

AOG and Pentecostal literature, and aims, primarily, to provide a theoretical explanation

of values processes concerning MTC students in an AOG context. It achieves this through

asking certain Research Questions.

1. The Research Questions

This study assumes at the outset, based on some of the literature cited in Chapter Two,

that values can be transmitted and transferred to subjects, participants, or students in

organizations. The Low-Road model, as discussed, provides some early indication that

transmission and transfer are theoretically possible under highly similar conditions, and

that transfer is a real possibility for some religious organizations. There is sufficient

justification, therefore, to proceed with five Research Questions closely related to values

processes. 

The Research Questions are:

1. What values are transmitted in AOG church contexts?

2. From what principal sources do the values come?
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3. Why are values transmitted in AOG church contexts?

4. How, and by what means, are these values transmitted? and

5. How and why would students choose to acquire these values?

The literature in this chapter will be drawn from two areas, though they are not mutually

exclusive. Firstly, some of the relevant literature from the organizational and educational

arenas will be cited in providing insights into how values processes appear to work in

corporate and educational fields. Secondly, some of the relevant literature from selected

AOG and Pentecostal writing will be quoted in focusing more specifically on a conceptual

understanding of values processes in Pentecostal church and college settings. 

The first body of literature is selected according to the insights the various writers  reveal

into values processes generally in organizations and in education, and into the Research

Questions in particular. The second body of literature is selected for the insights provided

into the AOG/Pentecostal context. The AOG/Pentecostal material is chosen because:

• the material is well received and extremely popular in AOG/Pentecostal

circles;

• it is definitive in its own right;

• it is authored by respected and authoritative writers regarded very highly in

AOG/Pentecostal churches in the U.S.A. and Australia;

• it is contemporary and up to date;

• it provides details about values processes, including the propagation of

values and the presentation, transmission and nurturing of those values; 

• it represents written resources that typify and characterize AOG churches

in general; and

• it strongly characterizes Australian Pentecostalism (Although the majority

of the writers are North American, primarily the U.S.A., Australian

Pentecostalism appears to draw heavily from its American counterparts in

the form of purchasing popular books, inviting North American Pentecostal
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conference speakers, hosting seminars with strong North American input,

receiving a wealth of North American media messages, and watching North

American-based Christian television).

One of the writers, Cartledge (2000), for instance,  is Australian and is arguably amongst

the best known, respected, and experienced formal writers within the Assemblies of God

in Australia. Furthermore, given the scope of this thesis, the majority of the

AOG/Pentecostal literature mentioned in this chapter is cited in sample format only, from

a comprehensive data base of relevant literature accumulated by the writer. Excerpts of

this data base, relevant to the Research Questions, appear in Appendices 3a to 3e.

Appropriate referrals are made to these Appendices throughout the chapter. 

Having noted the Research Questions and identified the two bodies of literature from

which a theoretical explanation will be drawn, the study now undertakes a literature

review relevant to each of the five Research Questions.

2. Literature Review

The development of a theoretical explanation of values processes commences with a brief

discussion of the literature relevant to the first Research Question.

A. What Values are Transmitted in AOG Church Contexts?

An appropriate place to commence with an understanding and explanation of values

processes in any context is to identify what those values are: 

The transmission approach suggests that we must first identify those values which

can make the most significant impact on maintaining and improving our society

(Herman, 1992: 13).

Unless values are clearly articulated or clarified in some way, the process of tracking and
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understanding the movement of these values is simply not possible. Hard facts will

otherwise be substituted with assertions and assumptions. Transmitters, such as teachers,

preachers, ministers, elders, peers, or some electronic medium like audio tapes and

television, are incapable of communicating  values throughout any organization if the

values are not stated and clearly understood. Herman (1992: 13) suitably comments that,

“when such a set of core values can be identified...we are willing to transmit such values.”

He also notes that social institutions such as schools must carefully identify those values

“which promote their ideals.” In essence, in order to understand anything about

transmission or transfer, values have to be identified.  

Exactly what those values are depends on the organization or institution in question. They

may vary widely from one organization to another, though some values may be more

generic than others. Values, nevertheless, can be highly industry-specific, such as in some

religious contexts. In order to cast some initial light on what some of the more generic

values may look like, a few examples of values are selected from the broader

organizational/educational literature.

Ling et al. (1998: 57) identify certain “specific universal values” such as “tolerance,

respect for others, independence, self-respect, sensitivity, honesty, courtesy, and

consistency.” Secretan (1997: 46) identifies values that fall within his designated

categories of “mastery” (commitment, being devoted, high standards of work, elaborate

skills, respect, wisdom, learning), “chemistry” (strong human relationships, harmonious

interaction, repairing, maintaining and building friendships), and “delivery” (meeting the

needs of others, having passion). O’Dell and Grayson (1998:20) regard customer

intimacy, product-to-market excellence, and achieving operational pre-eminence as

essential values to transfer in a business setting. Capodagli (1999: 183) identifies values

proven to be highly transferable in the Disney Corporation, such as: high reputation;

perfection; reliability; loyalty; respect for all people as individuals; honesty; friendliness;

cleanliness; safety; and trustworthiness. 
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More specifically, for the purposes of this study, it is necessary to identify from the

AOG/Pentecostal literature what values may potentially relate to MTC students in an

AOG setting. This is essential for tracking the movement of values from source to

receiver, or for any meaningful understanding of values processes. 

Table 2 summarizes some of the major values evident in the AOG/Pentecostal literature.

Column 1 lists the major values (or categories), and column 2 states the propositional

classification applicable to each value. All of the categories are derived from a data base

summarizing the major values from an investigation of selected AOG/Pentecostal

literature. An excerpt from this data base, relating to this Research Question, appears in

Appendix 3a. 

Certain propositional characteristics (under the column “Prop”) were assigned to each of

the values in Table 2. This was an attempt to summarize the values into broader

descriptions  so  as  to  further  an  understanding  of  the  kinds  of values potentially

applicable in an AOG/Pentecostal context and aid a theoretical explanation of values

processes. The propositional characteristics refer to certain values that are “Charismatic”

(C) or “Personal character” (P) values. The former constitutes those kinds of values that

are more “charismatic” oriented, i.e., values normally requiring some kind of “dynamic,”

“gifted” or church-preferred “expression” in Pentecostalism, like “commitment” or

“action and activity.” The latter constitutes those kinds of values that relate more to

“individual” or “personal” character qualities, like “integrity” or “credibility.” Although

overlap  may  occur  between the two kinds of classifications, they serve to clarify the

AOG/Pentecostal literature emphasis. 

The data base relevant to this Research Question was obtained by:

• thoroughly scrutinizing the body of AOG/Pentecostal literature in its

totality; 
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Major Values Prop

Church growth
Christ is preached boldly
Leadership charisma
A relationship with God
Commitment
Liveliness and excitement
Action and activity
Compliance
Church as a lifestyle and community
The vision itself
Trust and submission
Generous giving
Excellence
Good attitude
Expectancy
Integrity
Consistency
Credibility
Reliability
No criticism
Strong faith
Relevance
Loyalty
Unity

C
C
C
P
C
C
C
C
C
C
C
C
P
P
P
P
P
P
P
C
P
C
C
C

             Legend: C = Charismatic values
                P = Personal character values

                            TABLE 2: Major Values Emerging from the AOG/Pentecostal 

                              Literature

• naming the values according to the language of the literature itself, and then

employing those values as category titles of values throughout an analysis

of the texts where applicable;

• assigning categories to the various sentences and paragraphs in the texts

where directly relevant; and

• compiling all the material gathered into a booklet, according to author.

In summary, the following propositional statement may be made from this brief survey

of the AOG/Pentecostal literature:
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The values contain charismatic and personal character values.

This statement will be used in Chapter Five as a reference point in the discussion of data

gathered during the study. 

B. From what Principal Sources do the Values Come?

Values held by individuals generally stem from elsewhere. A source might include a

single individual, a group of individuals, an organization or even a group of organizations.

Values are normally developed over an historic time frame, and are seldom

instantaneously created and developed.

Although an individual has the right to choose which values to acquire, at least in most

democratic settings, he/she may decide to personally acquire some values and not others.

The strength of that choice may initially depend on certain characteristics associated with

the source, including the quality, authenticity, relevance, persuasion, suitability or

authority of the source. This reasoning may apply no less in religious contexts. For

instance, if an influential and persuasive church organization is identified as a prominent

source of values, it is likely that some degree of influence and impetus will exist for both

transmission and acquisition of those values. A strong Christian upbringing may also

affect the same. As part of understanding values processes as they relate to MTC students,

it is therefore appropriate to identify what some of these sources might be. 

Some of the potential sources of values relevant to a MTC setting may be indicated by the

organizational/educational literature. A more specific examination of the AOG/

Pentecostal literature is likely to pinpoint these sources even further. All of the relevant

sources are summarized in Table 3 at the end of this section.  

Once again, the sources identified under this Research Question are based on the literature
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itself so as to provide as accurate an identification as possible. The sources are rarely

mutually exclusive (e.g., the source “Family/home upbringing” may be strongly connected

with “Bible sanction/spiritual justification,” given that the former may rely somewhat on

the latter). They serve as a means by which to analyze, organize and make sense of the

literature.  

(1) Family/home upbringing

A number of researchers have identified the family, or home upbringing, as a significant

source of values. According to Bransford et al. (1999: 136), “a key environment for

learning is the family.” They elaborate on the frequent conversations and interactions

among children and adults that occur around events of interest and daily activities.

Children, they say, soon learn from the attitudes of family members when it comes to

skills and values. They conclude with a convincing argument on how potentially powerful

this environment is for successful values transfer. 

Kinghorn (1998: 25) agrees, emphasizing the “longer lasting involvement” that family

upbringing can have on the formation, transmission and acquisition of student values.

Dunlop (1998: 33) similarly indicates how the values of students doing work experience

“had evolved under the influence” of parental upbringing, a conclusion also reached by

Haydon (1997: 125) and Heim (1996). 

Lamenting a finding in a Christian college that students did not seem to question college

values and beliefs, Olsen conceded that many of the values students hold are previously

formed by their upbringing in Christian homes: 

On entering college, most students arrive...with a strong commitment to beliefs

received from others (1997: 90). 

He elaborates that parents continue this influence on the child while he/she is in college,

to the point of  keeping a close watch on the college so that it nurtures and reinforces the
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same “Christian” values taught in the home. 

A strong transfer of values in the home is not difficult to understand, given its  potential

nurturing characteristics such as “compassion, respect, love, the ability to help one

another” (Heim, 1996: 104). Shinn expresses the matter in another way, albeit with

negative overtones: 

Acculturation is most obvious with infants and children. Nobody expects

kindergartners to challenge inherited values (1980: 114).  

Herman (1992: 9) identifies why families may amount to a very powerful source of

values, referring to the strong needs of the child for gratification, support, nurture, and

growth. According to the writer, once these values become “unconscious” to the child it

is very difficult to change or challenge those values later. Furthermore, if other sources

combine to reinforce those same values, the impact is likely to be even more significant.

This leads one to ponder the potentially powerful influence certain values may have on

MTC students and church participants if, for instance, the family, the Church, the Bible

message and influential leaders all combine as sources to present and transmit the same

values. Such a scenario could help to create the Low-Road conditions, suitable for

transfer, as described in Chapter Two. 

Reference is also made to this source in the AOG/Pentecostal literature, and it is listed

accordingly in Table 3 at the end of this section. 

Finally, it should be recognized that not all students attending MTCs would necessarily

have had a “Christian upbringing.” It remains to be seen, in Chapter Five, how many of

the selected MTC students have had this kind of upbringing, and the influence it may have

had on them.  
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(2) Bible sanction/spiritual justification

Another source of values evident from the literature is the 66 books of the Christian Bible,

known as the Old and New Testaments, and the interpretations, beliefs and practices that

emerge from  them. Haydon (1997: 47) notes the “divine order” accorded to the scriptures

by Christians, and Platt (1993: 108) describes the spiritual meanings and interpretations

Christians derive from those scriptures. This is no less the case for participants in

Pentecostal churches (Kaldor et al., 1994), and certainly no less the case for MTC students

as participants in formal study. Both the scriptures themselves and the interpretative

responses deriving from them, constitute a potentially authoritative source of values for

many church participants and college students.  

This source potentially wields the most power, as far as their authoritative nature and

influence is concerned, because the scriptures are commonly accepted by Christians as

writings of divine origin that lay down universal and absolute beliefs, values and

principles applicable to every believer. MacRobert (1998: 13) acknowledges this in his

claim that “divine revelation is the source of reference points for values.” 

It was noted in Chapter Two that various authors emphatically refuse any such notion of

universal or absolute values. MacRobert (1998: 13) recognizes this opposition. However,

in AOG/Pentecostal church contexts where the Bible is regarded as infallible and the sole

authority (“Sola Scriptura”) for faith and practice, certain cherished values and beliefs are

not open to question or challenge. To refute them would amount to a charge of heresy,

something for which heretics were killed throughout history (Houghton, 1995). In more

contemporary terms,  a challenge to established values and beliefs would simply amount

to “disobedience to God, or violation of a divinely ordained order, or sin” (Haydon, 1997:

47). Although church-based values may be based on interpretations of the Bible, or merely

on preferred church practices, one cannot help notice from such rhetoric that any values

claimed to be “Bible-based” are likely to wield significant authority and influence for
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subsequent transfer and participant acquisition. 

Morrill (1980: 135) elucidates how God “becomes the cause for which one literally lives.”

This was found to be the case in an Australian study into the religious elements thought

to have influence in schools. According to Ling et al., concerning the students who had

some passion towards religion: 

...religious values were seen as the basis for all other life values, and thus for these

respondents there was no other legitimate way to address this idea in the

curriculum (1998:  57). 

Leaders and pastors in church contexts, who frequently act as transmitters of values (to

be discussed further under Research Question 4), tend also to direct attention to values

and beliefs supposedly derived from Bible sources. Haydon (1997: 34) notes that religious

leaders and teachers “have the authority to tell people what to believe” because the values

are intimately attached to the commands of God. 

Subsequent church interpretations and spiritual interpretations derived from the Bible are,

therefore, potentially very significant sources of values for religious organizations. The

AOG/Pentecostal literature also recognizes the significance of this source of values, and

it is listed in Table 3 at the end of this section.  

(3) The organization itself

Organizations such as corporations, small businesses, schools, clubs and churches may

formulate values they consider important to their function and existence. 

The Bible, its interpretations, and the spiritual justifications deriving from them may be

a source of values, as  was noted above. An organization, however, such as a church, may

play an active role in those interpretations and justifications and, therefore, it assumes

some of the credit for values formation. Nevertheless, an organization may be significantly



Evangelical churches, such as most Baptist churches, focus on Bible “fundamentals”1

such as the “born again” experience. They are highly evangelistic, and they are normally very
community and politically minded. Evangelicals zealously present the “Word of God,” and
interpretations from it, to participants and the world at large. Their traditions date back many
centuries to such notables as Martin Luther and John Calvin. 
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recognized for formulating values it considers important to its function and existence,

independent of any such interpretations and justifications. Platt (1993: 105) considers

“every group or organization to have certain values as a model of ideal behaviour.”

Organizations may be so influential in advocating cherished values that some participants

will actively monitor the presentation and transmission of those values. Soden (1998: 42),

for instance, has found that some students select a Christian school or college “with a rich

cultural heritage” because of a perception that it will nurture and reinforce the values

fostered by their church organization. Ling (1998: 57) likewise lends weight to the concept

of religious departments and groups, like colleges, fostering, presenting, and nurturing the

religious values of the church. Sinha (2000: 13) also emphasizes how “assumptions,

beliefs and values” can be initiated and manifested through the institution, as does Haydon

(1997: 34). It would appear, therefore, that organizations, like churches, can prove a very

influential source of values.

Heim (1996) identifies other religious organizations, commonly called “para-church”

organizations, that also reinforce the values of a particular denomination. Reflecting on

the broader Evangelical  values with which they are associated, the Religious Right in the1

U.S.A., for instance, acts as a strong reinforcer of Evangelical values. The Australian

scene similarly has a number of para-church organizations and associations serving a

particular church -- such as Youth Alive Australia, AOG Missions, and Teen Challenge,

all serving the AOG denomination in Australia.

Herman (1992: 10)  identifies the religious denomination as a significant source of values

for its constituents. Shinn (1980: 112) strengthens this idea by suggesting that values in



Protestantism dates back to the Sixteenth Century when adherents “protested” against2

the established church of the time. Many reformers, like Martin Luther, John Calvin, Ulrich
Zwingli, John Knox and William Tyndale, emphasized the authority of the scriptures,
justification by faith, a less hierarchical form of church government, and other reformative
measures. Since that time, Catholic and Protestant churches have continued as separate
religious bodies, with Protestant churches now comprising many different denominations
such as Lutheran, Baptist, Methodist, Uniting Church and Pentecostal (Houghton, 1995). 
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an organization are not only contrived by its headquarters, but that development occurs all

the way down the organizational ladder and throughout the entire structure. This raises the

spectre of a “reverberating” or “reinforcing” scenario throughout the entire organization.

Overall, it is clear that organizations, themselves, can be a very significant source of values

for participants. The AOG/Pentecostal literature attests to the same, and it is therefore

listed in Table 3 at the end of this section.  

(4) Historical traditions

It is not possible to list or describe the host of events, personalities, political and social

upheavals, breakthroughs, struggles, victories, corporate decrees, politics, economic and

social conditions, occurring over time, that can be partly or significantly responsible for

the initiation of values. Nevertheless, historical traditions, that may have taken years,

decades or even centuries to develop, may be partly responsible for some of the values

cherished by organizations and individuals alike.

Long-standing corporations, like Disney for instance, closely identify with values that have

formed and strengthened over a long period of time. Many church denominations can boast

centuries in the formation of some cherished values and beliefs, such as in the long-

established Catholic and Anglican churches. Although Pentecostalism, as a recognized

church movement, commenced relatively recently in the 20th Century, it, too, has roots

that date back hundreds of years into Protestantism.2
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Some organizations and church groups use historical traditions as a “firewall” against the

imposition of ‘upstart’ values. According to Haskell: 

A sense of history of one’s area provides valuable transfer knowledge, inoculates

against fads and fashions, and guards against reinventing the wheel (1998: 111). 

Similarly, Debray (1997: 16) refers to “insiders” and “outsiders” in his description of how

organizations deal with outside influences, as does Morrill (1980: 133). History, therefore,

tells us “what has been useful and should be transferred, and what has not been useful and

thus is not appropriate to transfer” (Haskell, 1998: 111).

A collective personality can pervade a group by its own history. As Debray (1997: 6)

explains, the “corpus of knowledge, values, and know-how is brought out of yesterday into

the present, stabilizing group identity.” Morrill (1980: 2) attests to this as well,

emphasizing that “teaching authoritative truths” has emerged from the earliest of times.

Furthermore, with reference to the Christian denominations in America, Purpel (1998:

198) traces “deeply grounded” religious and moral beliefs to the original American

colonies. Shinn (1980: 117-120) links present loyalties and identities with their historical

formation. However, he also dwells on the downside of values transferred over an

extended period of history claiming that “doubts and hypocrisies” are transferred as well.

Historical traditions may be deeply rooted in a past that make them difficult to identify or

quantify. However, they do hold currency as a source. The selected AOG/Pentecostal

literature also refers to historical traditions for their source capability, and it is thereby

included in the AOG/Pentecostal literature column in Table 3 at the end of this section. 

(5) A foundational/influential leader

Human influence is potentially at its strongest when a leader is perceived by subjects to

possesses certain qualities.  These “qualities” may vary from leader to leader, but they may

include title, position, authority, ordination, status, honesty, transparency, vision, ability



58

 to pioneer, strength, empathy or a perceived “call of God.”

In some organizations, certain key values may be traced back to a foundational or

influential leader. Such is the case with the Disney Corporation, for instance, concerning

its founder: “Disney formed beliefs and values that stuck with him throughout his life and

from which he never deviated” (Capodagli, 1999: 33). Secretan (1997: 43) comments

similarly, in his references to “charismatic leaders” or “masters” as primary sources of

values: “The quality and direction of an organization is almost exclusively determined by

the values of its leader.” Morrill (1980: 133), too, claims that values are always for and

from a central reference point, be it a single individual, the present holder of an office, or

a group of individuals.

Some values prevalent in religious organizations may also be traced back to a strong

foundational or influential leader. Debray (1997: 15-16) refers to such an instance, saying

that every school has its principal and “every doctrine its founder.” He adds that no

“territory” exists without a capital head, and cites some Christian churches as an example

of this. He explains that the religious leader of title and office sees to the proper circulation

of regulations, values and ways of doing things. Haydon (1997: 9) concurs, declaring that

religious leaders “have the authority to tell other people what to believe.” Schein (1987:

2) believes that “organizational cultures are created by leaders,” as does Bransford et al.

(1999: 139). 

Leaders who founded their organizations, or leaders who are very influential, therefore,

appear to have a capacity to impress their objectives and key values upon the participants

of the organizations they lead. This may include a prominent president of a Church

denomination, a senior minister of a local church or an influential departmental leader.

Functioning in this way, leadership may eventually have a strong bearing on the active

transmission of values and their subsequent acquisition by participants.
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The AOG/Pentecostal literature similarly recognizes this source, and it is listed in Table

3 at the end of this section. 

(6) Foreign sources

Through international travel, media influence and the flow of materials and information

in an increasingly global world marked by a breakdown in traditional barriers and

boarders, some sources of values are distinctly foreign.

As Thomsen (1989: 13) points out, many nations, including Australia, have historical links

with America that foster an exchange of values and resources. In Australia, political, social

and religious ties go back prior to World War II, and have continued with even greater

pace due to modern media technology and American evangelistic zeal (Wagner, 1999). 

Thomsen (1989: 11-16) laments, for instance, how the younger generation in Australia

“has grown up, is used and geared to North American fast action.” He adds that  a “strong

belief” in the American media cultural message has contributed partly to a loss of cultural

identity in many countries, including Australia. In the adoption of foreign cultural values,

there is an equal concern over the loss of power and influence to American companies,

media empires, and U.S. organizations. The result is, according to Thomsen (1989), that

a large and established media industry has instilled, across international boundaries, its

own ideas and values, or the ideas and values of the organizations represented. In his

opinion, American media is now seen so much a part of Australian culture that the

tendency is “to imitate everything that comes from the United States.”

Foreign influences, such as in values presentation, are also relevant to religious

denominations in Australia, particularly if prominent American churches are looked upon

as models for local practice. This has already been happening, according to Wagner, who
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is a prominent U.S. - based Pentecostal: 

You can imagine my delight when my friend David Cartledge [a highly influential

leader in the AOG in Australia] began informing me that the Assemblies of God in

Australia, clearly an old wineskin, had actually done it. They had made the

transition from a traditional denomination to an apostolic network [Wagner’s U.S. -

based American model] (1999: 149). 

It is entirely plausible, therefore, that Australian Pentecostalism has borrowed some of its

church-based values from foreign sources, particularly from North America. The

AOG/Pentecostal literature does not explicitly appear to recognize any American origins

of its values, though such origins are implicit within it. 

(7) Prior learning, living and experience

Although potentially highly diverse and non-specific as a source, “prior learning, living

and experience,” or simply broad life experiences, can account for the formation of certain

values that happen to be agreeable with those perpetuated by an organization. This may

be no less the case for religious contexts. It may happen, for instance, that “integrity” may

have been learned by a church participant through some community, employment or life

experience, and “integrity” is presented as a significant church-based value. Given such

a scenario, a church-based value could be said to have originated through some other life

experience. Platt (1993: 108), for instance, has referred to “community” and “life

experiences” as a source of values. 

Bransford et al. (1999: 41) suggest that “prior learning” and life experiences have a great

bearing on how people learn. However, they extend this argument to say that prior learning

is essential, even critical, for future values acquisition since without some degree of

mastery or adequate level of initial learning, “transfer cannot be expected.” From this

perspective, life experiences must be responsible, at least in part, for all subsequent values

acquisitions in organizations. Haydon (1997: 125) similarly refers to this notion,

suggesting that “strong socialization” occurs in normal human development. 
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According to Bransford et al. (1999: 58), however, this life-long learning process is not

always positive in that “one’s existing knowledge can also make it difficult to learn new

information.” This situation may be positive or negative depending on the organization in

question, and its interests. For somebody exposed to certain Pentecostal values all his/her

life through attendance at many church meetings and activities, Pentecostal churches

would probably regard this scenario as a positive one in avoiding non-church-based values.

For other organizations, however, such repetitive and reinforced Pentecostal life

experiences could amount to erecting implicit barriers to new values acquisitions relevant

to those organizations. Kerr (1998: 29) understands this to be the case, describing how the

previous lifestyle of  “religious” persons may account strongly for some of the values

acquired, and maintained, by them. Olsen (1997: 88) considers this a positive outcome.

In short, there are sources of values that can not easily be identified in the broad

socialization process that occurs throughout a human lifetime. Such sources do,

nevertheless, exist and they may happen to be agreeable with the values propounded by a

church organization. 

The AOG/Pentecostal literature did not appear to recognize this source, possibly because

church organizations may find it difficult to accept that values (e.g., “integrity”), agreeable

to themselves, can be initially presented by some other agency. Hence, this source is not

listed in the AOG/Pentecostal literature column in Table 3. Nevertheless, the foregoing

suggests the possibility of this source in AOG contexts. 

(8) Section Summary

Table 3 summarizes the sources of values identified from the broader organizational/

educational and AOG/Pentecostal literature related to this Research Question. Column 1

lists the sources of values, column 2 states the propositional classification applicable to 
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Sources of Values Prop Organizational/
Educational
literature

AOG/
Pentecostal
literature

Family/home upbringing
Bible sanction/spiritual justification
The organization itself
Historical traditions
A foundational/influential leader
Foreign sources
Prior learning, living, and experience

CI
CI
CI
CI
CI
CI
O

x
x
x
x
x
x
x

x
x
x
x
x
(Implied)

                   Legend: CI = Christian-influence sources
                                  O = Other sources

TABLE 3. Sources of Values Emerging from the Literature

each source, while columns 3 and 4 record recognition of the sources in the

organizational/educational literature and AOG/Pentecostal literature relevant to the

Research Question in this section. 

All of the sources (or categories) appearing in the AOG/Pentecostal literature column are

derived from a data base summarizing the sources of values from an investigation of

selected AOG/Pentecostal literature. An excerpt from this data base, relating to this

Research Question, appears in Appendix 3b. 

The sources have been further divided into two propositional classifications (in the

column,  “Prop,” in Table 3): “Christian-influence” (CI) sources and “Other” (O) sources.

“Christian-influence” sources recognize those sources that distinctly relate to church-based

origins or influences. “Other” sources recognize the origins that are somewhat distinct

from church-based origins and influences. 

The sources which emerged from the AOG/Pentecostal literature corresponded almost

exactly with the broader organization/educational literature, except for “Foreign sources,”

which was only implied, and “Prior learning, living and experience,” as previously

discussed.
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Based on the findings from the review of the literature, the following propositional

statement may be made:

Most values in AOG contexts stem primarily from organized Christian-

influence sources.

This statement will be used in Chapter Five as a reference point in the discussion of data

gathered during the study. 

Following an analysis thus far concerning what values may be transmitted and from where

they arise, a further theoretical understanding of values processes concerning MTC

students in AOG contexts can be obtained by examining why values may be transmitted

by organizations. 

C. Why are Values Transmitted?

Some distinct reasons for transmission emerge from the two bodies of literature relating

to this Research Question. Once again, the categories (reasons for transmission) are

derived from the literature itself, either from direct mention or through paraphrasing. The

reasons are not intended to be mutually exclusive, however. For instance, the reason for

transmission, “Preservation of values” may overlap with “Serves the interests of the

subculture” in that the former may represent part of the way in which an organization

obtains the latter. Nevertheless, the category titles once again provide a way in which to

organize the literature for analytical purposes.

Under each reason, findings from the broader organizational/educational literature are

identified and discussed, concluding with a comment on applicability or non-applicability

according to selected AOG/Pentecostal literature. An excerpt from the review of the

AOG/Pentecostal literature relating to this Research Question appears in Appendix 3c.

Table 4 presents a summary of the reasons for transmission identified under this Research
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Question at the end of the section. 

(1) Preservation of values

One of the reasons why an organization may transmit values is that of a strong

underpinning belief in their validity, and the necessity to preserve them. Reynolds and

Skilbeck (1976: 1-6) recognize this to be the case in some school settings because teachers

see themselves as “preservers of a culture that must somehow be handed on intact.” They

explain that teachers sometimes feel that they have a responsibility to “sustain the

fundamental universals, or cultural core,” of a school if they are going to be seen as

faithful moral custodians. It is even more likely for Christian schools, departments and

colleges to see themselves as moral custodians for church-based values given the strong

values and beliefs ethos of most church institutions. 

Some even see the preservation of traditional values as a duty. According to Debray (1997:

5), “Transmission is a duty, mission, or obligation.” It amounts to a moral requirement of

not letting the organization down, and a necessity to be in harmony and unity with the

organization. There are organizations who put an elaborate system in place to ensure that

values are rightly presented, nurtured and reinforced. Olsen (1997: 89), for instance,

suggests there ought to be checks to ensure that Christian colleges are “following their

stated missions of developing student values.” Herman (1992: 19) similarly recognizes the

necessity of maintaining traditional values in education, adding that it is substantially the

responsibility of those who possess power and authority in an organization. This may

include principals, teachers, pastors, college lecturers and departmental leaders. Moreover,

those in authority may have the power to act if values transmission is seen to be faltering.

Shinn (1980: 113) argues that a weakening of traditions will ultimately reflect fully on

those expected to be “custodians” of the culture. 

Other writers emphasize values preservation as essential to the very survival and
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continuity of an organization. According to this view, neglecting values promotion

amounts to stealing the organization away from its legitimate function and effectiveness,

or, worse still, the organization may fail to exist in the future if its values are

compromised or lost. Herman (1992: 8) notes that, “the maintenance of these pragmatic

values can be equated to the survival of the culture itself.” Platt (1993: 105) agrees,

stating that there can be no transmissible model of human “goodness” without a self-

perpetuation and continuity of values. Lee (1999: 284) adds that an absence of values

transmission “impoverishes us all,” and Debray (1997: 6) sees a preservation of values

as “immunizing” the organization against demise. 

It is also apparent that the immediate organization or educational entity itself is not the

only group with a vested interest in that entity’s preservation of values. Outsiders, such

as parents, for instance, may expect a preservation of organizational values from the

organizationally-linked schools which their children attend. This was noted by Haydon

(1997: 127), who documented that parents of pupils in religious schools tend to expect

schools to nurture religious values. 

Some see values preservation as imperative for a maintenance of moral prescriptions.

Haydon (1997: 15) considers it necessary that teachers inculcate values and beliefs to the

extent that students will not even question them. Ling (1998: 200) likewise sees values

transmission as prescriptive, “as it affirms a set of presumed universal values and

behaviors worthy of inculcation.” Some even believe that organizations should actively

create the conditions in which values can be successfully presented, nurtured, and

acquired – an idea akin to Low-Road practices as described in Chapter Two (Scardamalia

and Bereiter, 1991; Bereiter, 1995). 

Not all writers, however, are satisfied with the preservation of values as a justifiable

reason for transmission. Sarason (1996: 25), for instance, explains how schools can

become a notoriously closed place that is “secure, uncooperative, paranoid and rigid.”
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Religious organizations are cited as likely examples of relatively closed systems. 

Preserving the values of an organization, therefore, can eventuate as a very significant

reason for values transmission. Furthermore, it is likely that most churches would actively

pursue their preservation well into the future. The AOG/Pentecostal literature did not

appear to acknowledge this reason for transmission, possibly because of an inherent

perception that a demise of Pentecostalism is unthinkable (Cartledge, 2000). This reason,

therefore, is not listed under the AOG/Pentecostal literature column in Table 4.

(2) Serves the interests of the subculture

Organizations may choose to transmit values because it serves their broader interests.

Preserving their values, as discussed above, may constitute only part of an organization’s

overall interests. 

Haydon (1997: 14-24) suggests that an organization’s vested interests may be highly

complex and diverse, with multiple aims in mind: “Our aims are closely related to our

values; we aim at things we value.” He adds that a transmission of values in some schools

is due to a desire to serve and uphold the ethos of the school.

Vested interests in the subculture of an organization may come from many quarters. Olsen

(1997: 88), for instance, found that parents, students, sponsors, teachers and various

sections of society were interested in finding out whether Christian colleges “were

following their stated missions of developing student values.”

Lee (1999: 281) recognizes the validity of this reason for transmitting values, claiming

that values are “enshrined” to help serve and protect the traditions and interests of the

institution. Haskell (1998: 95) found this a common occurrence in his studies of business

organizations, calling it, “a consistent finding.” Likewise, Schiller (1989: 34-37) uses the
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example of multinational media corporations as evidence of the vehemence of some

organizations in serving their own peculiar interests, and transmitting values accordingly.

He elaborates, in his study, on the drive to “exercise a commanding grip on global popular

culture and information,” and the effort of the organization to impose its will in cultural

matters on everyone else. McPhail (1981: 20) recognizes how media companies push

values, critical to their financial interests, in an attempt to bolster business and corporate

success. 

One could envisage this reason for transmitting values to be very relevant in religious

contexts, given their strong values and beliefs structure. Ironically, the selected

AOG/Pentecostal literature did not directly refer to transmitting church-based values for

reasons pertaining to its AOG interests. This might be due to an inherent denial that

church organizations would stoop to such “corporate” tactics. Nevertheless, the above

discussion, and the comments of Olsen (1997), suggests that this reason could be a very

relevant one in religious contexts. 

(3) Society in desperate need, or uncertainty

There is a perception by some organizations that society at large needs to hear, adopt and

practice the values those organizations endear. A number of reasons and justifications

may be advocated in support of this, such as a belief that the moral tone of society is poor,

that people in society are looking for answers to life’s problems, or that certain

insecurities and uncertainties held by people can be reversed. 

Morrill (1980: 7) proposes that colleges should acknowledge the failure of society to

improve its own moral tone, and hence, should claim “a special capacity to influence

conduct and develop moral character.” He also suggests that educational institutions

should shoulder this responsibility. Haydon (1997) supports this thesis, as do Reynolds

and Skilbeck (1976: 40), the latter asserting that teachers should mediate cultural values
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to students in the expectation of positively influencing both student and, subsequently,

societal values.

Lee (1999: 284), from a religious viewpoint, focuses on the apparent uncertainty and

insecurity of people in society and claims that “values based on religion and a shared

morality” may be more important than ever. MacRobert (1998: 14) adds that a good

morals-based education is the “invisible agent that has profound effects on the wider

society.” Similarly, Brady (1974: 1) asserts that society’s welfare and happiness is

actually dependent on a commitment to certain values, a notion supported by Herman

(1992). Soden (1998: 41) puts much of the morals-education onus on teachers.

As might be expected, the selected AOG/Pentecostal literature had no difficulty

recognizing this reason for transmission as an important one for churches, and their

departments, transmitting church-based values, and it is listed in Table 4 at the end of this

section. 

(4) The organization as a force in the community

This reason for transmission is not simply concerned with the needs of society or the

uncertain political, social or economic conditions under which many people have to live,

but with an intention to be an active change agent in the community. It reflects an

organizational desire to be a force with which to be reckoned, or an organization to be

highly regarded and respected.

Morrill (1980: 110-111) laments how the typical educational college community has

largely been caught up with economic rationalism, competition and the market place. The

result, he says, is that “most colleges have given up on moralism.” He notes how some

colleges have become increasingly troubled as they have watched honor codes lose their

force. All this has to do with an organizational fear that moral authority, organizational
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legitimacy, and the power to make a difference in the community is losing its ground. 

Various colleges have confronted this scenario by making extra effort to get more

involved in community, including a stepping up of the pace of transmission of the kinds

of values they believe will aid society. Some, like Reynolds and Skilbeck (1976: 6), see

education as a way of impacting on community to the extent that a good education is

necessary to “save” the community. 

Rofe (1999: 267) considers it essential for the education system to have an effect on the

development of a social conscience. She believes that schools have the capacity to see the

world differently, and are therefore well positioned to have an impact on the community

at large. She also recognizes a “responsibility of the college” in shaping and influencing

the individual consciences of the members of community, and adds that a transmission

of its critical values should never be lost or compromised. Students, in particular, are

encouraged to “make a difference” in the community, such as influencing people to be

well informed and compassionate. Haydon (1997: 124) similarly argues that “moral

education...should make a difference to how people behave.”

Closely related to the above, though crossing national communities and boundaries, is the

influence of organizations on an international scale. This has been explained by Schiller

(1989), Ludes (1989: 186), and Lee (1999: 280). 

The selected AOG/Pentecostal literature also recognizes this reason for values

transmission in church contexts, and it is listed in Table 4. 

(5) To stimulate excitement, commitment and vision

A drive to transmit values may be due in part to an organization desiring to stimulate and

motivate its members, staff, clients or participants. This stimulation may be towards
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producing an air of excitement or enthusiasm amongst members, and commitment to an

organization’s goals, directives, and a common vision. In religious circles, such

stimulations might strive to produce certain tangible outcomes, such as in participant

involvement, evangelism, missions, the giving of finances, church growth, and

community work. 

Capodagli (1999: 10-39), for instance, explains that transmitting cultural values may:

unleash the creative imaginations of staff; stimulate excitement and commitment; create

enthusiasm, involvement and further innovation; and draw all personnel into the corporate

vision. The result, he concludes, is that “companies are strengthened when they impart

a clear understanding of their basic beliefs and core values.” Haskell (1998: 90) simply

says that learners need to be “deeply moved.” 

In religious circles, excitement, commitment and vision may be underpinned by religious

convictions. Haskell (1998: 90) recalls famous historical figures like Isaac Newton and

Johannes Kepler as examples of persons whose strong religious convictions apparently

led them to pursue their respective visions. Morley (1995: 100) applies this reason for

transmission to Christian education, claiming it is up to the religious college to “fan the

flames of curiosity” in students towards religion. MacRobert (1998: 15) suggests that

colleges “must” influence their students accordingly, and O’Dell and Grayson (1998: 71)

claim the responsibility for failed organizational objectives rests with those organizations

who failed to effectively transmit values. 

One might anticipate, in a Pentecostal context, given its upbeat contemporary style, that

this reason would amount to a significant justification for the transmission of church-

based values. Ironically, however, the selected AOG/Pentecostal literature did not directly

refer to it, and it is therefore not listed in Table 4. This “oversight” might be because such

a reason for transmission is commonly assumed. 
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(6) A keen sense of direction, purpose and commission

The transmission of organization-based values may aid in fostering, in participants, an

understanding of what an organization wants to achieve, what it desires to do in the

future, and what processes it employs in aiming to achieve its various goals and

objectives. 

This understanding is clearly articulated by O’Dell and Grayson who emphasize that

subordinates and participants: 

must be inspired by a common goal, a vision, a sense of social and organizational

purpose that defines the raison d’etre of the entity (1998: 82). 

According to the writers, a collective sense of purpose is the safest way of ensuring goals

and objectives are fulfilled. 

Morrill (1980: 62-63) adds to this, in an educational sense, by emphasizing that it is the

responsibility of authorities within a college to ensure that its goals, purposes and

objectives are achieved. Transmission is seen by him as the mechanism by which an

appreciation of these goals, purposes and objectives can take place. He suggests that

“valuing unifies knowing and doing” in the sense that students acquire a knowledge of

the relevant values and then “activate” them in striving to meet an organization’s goals

and purposes. He concludes that an acquisition of values on the part of some students can

potentially amount to “a further spur to action” in that other students might be encouraged

to pursue organizational objectives as well.

MacRobert (1998: 15) similarly describes values presentation as necessary for

understanding an organization’s objectives and purposes. He expects Christian education,

for instance, to highlight key values as a matter of  “education for life,” and to train a

graduate labour force to achieve that for which  education has prepared them. Soden

(1998: 41) adds that it is primarily the job of college lecturers to know “what is worth



Conversion, in a Biblical sense, could include “becoming a Christian,” accepting3

Jesus as “Lord and Savior,” or believing or “putting faith in” the Bible. 
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learning and valuing,” in terms of organizational demands and expectations, and to

transmit such learning and valuing accordingly.

Briefly, values may be transmitted in an organization so as to instill some sense of

direction, purpose and commission in its participants. The relevance of this reason is also

apparent from the selected AOG/Pentecostal literature, and it is noted in Table 4. 

(7) Confirms reasons for existence 

This reason for transmission recognizes that an organization is threatened in its very

existence if values perpetuating its existence and future are allowed to decline or

disappear. Although some changes in methods and style may be tolerated in a quest to

appear more relevant and contemporary, certain values that are deemed fundamental to

the very bedrock and core of the institution are likely to be stringently protected.

Subsequently, every act of participant acquisition secures or justifies, in part, the

legitimacy, viability and continued existence of the organization. One might expect that

this reason for transmission would be foremost in the minds of most religious leaders.

This line of reasoning is reflected by Debray (1997: 6), who explains that preserving and

fostering an organization’s essences, stories, practices, secrets, requirements, values and

culture, gives a community its reasons for being and hoping. He further argues that

“proper transmission necessitates transformation if not conversion.” This understanding

may partly explain why religious organizations aim at “conversion”  in the Biblical sense.3

If the number of conversions were to decline for any particular religious denomination,

the very survival and existence of that denomination would be placed under threat. Data

from some of the National Church Life Surveys have registered such a decline in some

Australian denominations, and subsequently suggest ways of helping those denominations
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lift their conversions and attendances (Kaldor et al., 1999). As Debray (1997: 3)

concludes, “We transmit meanings so that the things we live, and think, do not perish with

us.”

Ironically, once again, the selected AOG/Pentecostal literature did not directly identify

this reason for the transfer of church-based values. It is uncertain whether this is due to

a denial that any threat to survival really exists, or whether this reason is simply

overlooked in the relevant body of literature.  

(8) Investment in tomorrow’s leaders

This reason for transmission aims at instilling key organizational values in participants

hopeful of leadership positions in the future. The intention, in church contexts, would be

to recruit new pastors, leaders, and lay workers who can carry on organizational functions

consistent with overall philosophy and purpose. Leaders, perhaps more than other

participants, are more suitably placed to  safeguard the survival of an organization, given

their relative power, authority and position within that organization. Instilling in leaders

an appreciation of organization-based values, therefore, would be of paramount

importance. 

Organizations may transmit values at strategic, or carefully orchestrated, times to

anticipated future leaders. For instance, home group lay leaders may meet at regular

times, as appointed by the senior minister, for leadership training. Such occasions amount

to an intentional effort to transmit, or reinforce, key values in the hope that the target

audience will eagerly acquire them at an early stage of leadership development. 

Evidence of acquisition, in some semi-closed organizations, may be an essential pre-

requisite for leadership appointment. For these organizations, a person under

consideration must be “cultured,” i.e., demonstrate that he/she has acquired critical
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organizational values, agrees with them, conforms to them and is seen to actively

communicate them. Potential applicants at odds with these values are likely to be

overlooked, however good their abilities and grades in college or church attendances. The

National Church Life Surveys, for instance, identify a church tendency to want to pass on

the mantle to “new blood” with “old values” (Kaldor et al., 1999). 

Along these same lines, Rofe (1999: 265) believes that the education of the young is

critical in “the formation of social attitudes and behaviours.” Or, as Olsen (1997: 89)

mentions, religious colleges reinforce values to make sure students are capable of

answering questions and acting in a practical way suitable to the ethos, culture, mission

and purpose of the organization. 

Since the future leaders of a church are likely to be recruited from a pool of individuals

who have graduated from a MTC, it is inevitable that those colleges will actively

reinforce key church-based values. This reason for transmitting values has been

recognized in the selected AOG/Pentecostal literature, and it is noted accordingly in Table

4 at the end of this section. 

(9) A backlash against other values paradigms

As discussed in Chapter Two, some educational voices are becoming increasingly

disturbed over the drift to positivism, the marketplace, competitiveness, and profitability.

In reaction, some voices were cited in that chapter on the continued relevance of moral

education to schools and colleges. This moral tone is even more exacerbated in religious

institutions which consider the drift away from moral education as particularly painful for

them, as well as for school, staff, students and society in general. In addition, amongst

some religious organizations, there is also disquiet over the continued employment of

what is perceived to be outdated and outmoded pastoral models, church styles and training

techniques. It is in the wake of such alternative values paradigms, and dissatisfaction with
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current church methods and styles, that something of a backlash has occurred in some

church organizations. One expression of such a backlash has been in a stepping up of the

tone and delivery of specific values held to be important. 

Morrill (1980: 112-113) makes a strong stand against positivism. A focus on curriculum

outcomes and the student as consumer has, in his view, “narrowed the college’s context

and concern for values education.” He does, however, list a small, though significant,

collegiate environment that “continues to provide an unusual opportunity to foster

intellectual, moral, personal and religious values,” and which engages in deliberate efforts

to thwart any undermining of cherished values. 

Similarly, Ling (1998: 40) recognizes the need to stem the tide of globalization and the

subsequent moral vacuum by taking distinct measures to counteract it. She particularly

laments that educators in Australia currently “tend towards a moral vacuum model when

it comes to the teaching of values in the classroom.” A clear presentation of values is seen

as the remedy for some popular values paradigms. As Giddens (1994: 104) suggests, a

strong transmission of key values is an effective way of “settling clashes between

different values and ways of life.” Purpel (1998: 198) likewise accepts these sentiments,

as does Haydon (1997: 127) and Herman (1992: 15). 

A values backlash also seems to be occurring where there is a perception that certain

ministry methods and styles are outdated or outmoded. The values backlash, in response

to this perception, seems to be paying off for Pentecostal churches in Australia according

to Bagnall:

There are now more people worshiping at Pentecostal churches than at Anglican

churches each week (2000: 31). 

Hughes (1996: 105) agrees with this argument, adding that Pentecostals “outstrip almost

every other religious group in actual church attendance.” 
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The selected AOG/Pentecostal literature recognizes this reason for transmitting values,

and it is included in Table 4. 

(10) Section Summary

Table 4 summarizes the reasons for transmitting values according to the broader

organizational/educational literature and selected AOG/Pentecostal literature related to

this Research Question. Column 1 lists the reasons for transmission, column 2 states the

propositional classification applicable to each reason, while columns 3 and 4 record

recognition of the reasons for transmission in the organizational/educational literature and

AOG/Pentecostal literature (an excerpt from the data base appears in Appendix 3c)

relevant to the Research Question in this section. 

The reasons for transmission appearing in Table 4 may be further summarized in a

theoretical explanation why church organizations may choose to transmit values. It is

apparent from this Table that the primary reasons why values may be transmitted in

religious organizations are as follows: in order to “Motivate” members (M); to ensure

“Organizational continuance” (C); and to be a “Change agent” (A). Each reason for

transmission has been identified with one of these propositions in Table 4. 

Some additional reasons for values transmission have been identified in the

AOG/Pentecostal literature.  These  reasons  were  not  apparent  in  the  organizational/

educational  literature. However, they need to be included here given their potential

relevance to this study. “A new innovative model required” is a reason for values

transmission which identifies a specific push for a new approach to church organization,

for instance,  an “Apostolic-type” movement that emphasizes authority, accountability,

church growth, and small cell-based groups. All references to this reason were

subsequently noted in the literature, and documented in the AOG/Pentecostal literature

data base.
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Reasons for Transmission Prop Organizational/
Educational
literature

AOG/
Pentecostal
literature

Preservation of values
Serves the interests of the subculture
Society in desperate need, or uncertainty
The organization as a force in the community
To stimulate excitement, commitment and vision
A keen sense of direction, purpose and                    
commission
Confirms reasons for existence 
Investment in tomorrow’s leaders
A backlash against other values paradigms
A new innovative model required
A quality church environment
People are a significant resource
To win converts
God will be pleased and glorified

C
C
A
A
M
M

C
C
C
C
M
C
C
M

x
x
x
x
x
x

x
x
x

x
x

x

x
x
x
x
x
x
x

                  Legend: M = Motivate members
                                 C = Organizational continuance
                                 A = Change agent

TABLE 4. Reasons for Transmitting Values According to the Literature

The same documentation process involved four other new reasons for transmission. “A

quality church environment” emphasizes the need for high quality church operations,

procedures and methods in a world focused on product quality and efficiency. “People are

a significant resource” reflects a church understanding that participants possess human

resource potential and are, therefore, targeted for values transmission given the many and

varied unpaid tasks required of these churches. “To win converts” reflects a Pentecostal

desire to win converts to Christianity and to foster church growth. “God will be pleased

and glorified” recognizes a belief, from the literature, that leaders and churches are

fulfilling their duty to God in spreading the Gospel and doing the work of a Christian

disciple. 

Based on the findings from the review of the literature, the following propositional

statement may be made:
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Values are transmitted primarily because of AOG institutional motivational

purposes, the institution aims at continuance, and AOG church institutions

aim to be change agents in church and community.

This statement will be used in Chapter Five as a reference point in the discussion of data

gathered during the study. 

The next question to be addressed, in developing a theoretical explanation of values

processes as they apply to MTC students in AOG contexts, concerns the communicative

devices organizations may use in transmitting values.  

D. How, and by what Means, are these Values Transmitted? 

To this point the dissertation has identified and discussed what values may be relevant in

AOG contexts, from where those values may come, and potential reasons why values may

be transmitted in such contexts. An understanding of values processes, however, must

also include an understanding of how transmission takes place. Ultimately, real transfer

and participant acquisition can never occur unless there are certain devices or mechanisms

available through which to communicate values. A repertoire of transmitters is available

and it includes a range of vehicles to relay a value from source to a receiver. It is from the

organizational/education literature, and the AOG/Pentecostal literature, that responses to

this Research Question are sought. 

Using the same structural format, some of the relevant organizational and educational

literature relating to this Research Question is considered followed by an investigation of

selected AOG/Pentecostal literature. Given the scope of this study, only a reference to the

latter body of literature is made at the conclusion of each transmission device -- an

excerpt of the detailed data base on this Research Question appearing in Appendix 3d.

Finally, Table 5 lists all of the responses produced from the two bodies of literature, and
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a propositional statement describes how the transmission of church-based values to MTC

students may occur.   

(1) Creating highly similar situations

The concept of Low-Road transfer was discussed in Chapter Two. This understanding of

transfer suggests that transfer is more likely between people or situations in which very

similar underlying conditions prevail. If this is the case, organizations could greatly assist

the transmission process by creating highly similar underlying structures and conditions.

In church contexts, for instance, highly similar leadership styles, structures, methods and

practices could be intentionally created in order to facilitate a transfer of values. 

Sarason notes that highly similar school contexts can facilitate transmission:

It made little or no difference whether I was visiting a classroom in New York,

Sioux Falls, Atlanta, or whatever. They were amazingly similar in organization

(1996: 373). 

The study found that the effects of an innovative product in one school was likely to

produce the same effects in another. This was in agreement with a much earlier study by

Goodlad (1984), who noted that values, methods, philosophies and curriculums did not

significantly differ in a certain school system because the schools possessed very similar

educational environments.

In describing the process of cultural diffusion in organizations, Wagner (1988: 191) noted

that the ease of movement of values between source and receiver depends highly on the

similarity of contexts in which people relate. Davenport (1998: 104) supports this

understanding, saying that if anyone wants transfer they must create “the same

vocabularies and frames of reference.”

A further explanation of the suitability of similar situations to assist transmission is
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provided by Haskell (1998: 96). He describes how a familiar environment can act as a

“cue” in adopting predictable patterns and processes. Along these same lines, though in

the field of Christian education, Platt (1993: 105) contends that it is in the nature of

cultural products and values that they are “somewhat specific to the culture and period

which transmits them.” The same reasoning may apply to participants in AOG church

contexts, such as MTC students, who may feel more receptive to values if they are

transmitted in a comfortable and familiar environment. 

In commenting on the work of Scardamalia and Bereiter (1991), who found that

elementary school teachers were successful in creating new, though similar, situations,

Bereiter (1995: 32) describes how past students had worked to “create the kind of

situation” they knew previously. Otherwise, he says, any hope of transfer to different

situations or contexts simply does not work. Fogarty (1992: 77) explains how skills and

values can “become portable and carried from one situation to the next,” a concept also

supported by Herman (1992: 13).  

Creating highly similar situations, therefore, seems to provide the necessary venues for

transmitting values. It is highly plausible that the same would occur in Pentecostal

contexts, given a relatively common philosophy of ministry and ways of “doing church”

(Spencer, 2000). As might be expected, the AOG/Pentecostal literature recognizes the

significance of this explanation of transmitting values, and it is identified accordingly in

Table 5. 

(2) Training and equipping

Formal training programs, such as in MTC contexts, or equipping individuals with

essential skills, also potentially provides significant scope for values transmission. This

is understood by MacRobert (1998: 13). Colleges possess many opportunities, sometimes

on a day-to-day basis, to transmit values, continually reinforce values, or even act as the
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very catalyst that seals a final transfer of values to students. As Morrill (1980: 124) says,

“colleges and universities teach values by their very existence.” 

Training and equipping programs may employ a variety of methods in relaying

information. In most church contexts, for instance, training and equipping does not only

occur in MTCs, though the bulk of formal, accredited training might take place there.

Training and equipping programs may also occur on a more informal scale via scheduled

church meetings, conferences, campsites, youth rallies, home group meetings, special

meetings, member’s breakfasts, video-taped teaching series, and other church-related

programs.

According to Haydon (1997: 129), values “can be transmitted, and are transmitted,

through formal education.” Reynolds and Skilbeck (1976: 16) add that even though

teachers follow a syllabus or textbook, they still choose what to emphasize and what not

to emphasize, the emphasis being influenced by the teacher’s consciousness of culture and

his/her values about it. The teacher, therefore, is seen as the prime “transmitter” in school

and college contexts. 

A transmission of church-based values in college-related religious contexts can be strong.

Lee (1999: 280) declares seminaries and lecture halls to be “the sites of revivalist

meetings” that provide in some explicit way a coherent set of universally shared values.

He claims that religious training colleges can and do “foster a value system,” and are

therefore commonly seen as providers for the needs of the established church. In this

sense, religious training colleges are likely to ensure that their college graduates mimic

the values of their denomination. 

Rouner (1999: 144) focuses more on the teachers in religious colleges, describing how

they frequently adopt the roles of “custodian, preacher, and therapist” for the church

organization. He also sees the teacher/lecturer as the one who “indoctrinates the pupil
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about what is right or wrong.” Morley (1995: 101) adds that Christian colleges provide

the best possible context for maximum faith development. 

The duration factor also has some bearing on the transmission of values in Christian

colleges. According to Schaeffer (1998: 32), the reason why transmission took place in

a particular Catholic college was “because of the large volume of time spent on

perpetuating key Catholic values.” Attention was drawn to a professor who boasted that

his approach was “to go slowly.” Both formal and informal training and equipping

programs, therefore, have the potential to repetitively present values over a sustained

period of time, thereby increasing the possibility of transfer.

Values transmission through training and equipping programs may be strongly supported

and backed by the relevant church organization. MacRobert (1998: 13) identifies, for

instance, that training in Colleges of Further Education in Scotland was strongly

“supported by those values and beliefs” held by the church in Scotland.  

Another aspect facilitating values transmission through training and equipping programs

is a focus on the practical application of those values. Curzon (1980: 112) comments that

the usefulness of learning to a student, in terms of content and values, is how relevant it

all is “in the world outside the classroom.” Bransford et al. (1999: 59-61) describe how

the meanings that are attached to cultural knowledge are important in promoting transfer,

i.e., in encouraging people to use what they have learned. MacRobert (1998: 16) says, “by

living its values, the college communicates those values to its students and staff.”  Govan

(1998: 38) simply says, “teaching through example is important.” 

Occasionally, the processes of transmission are aided by teacher or institutional

expectations that students conform to values. Seymour (1996: 37), Kinghorn (1998: 26)

and Davenport and Prusak (1998: 95) similarly acknowledge this phenomenon. 
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The selected AOG/Pentecostal literature frequently referred to training and equipping

programs, and it is therefore included in Table 5 at the end of this section. 

(3) Emphasis on community and relationships

Values transmission may occur via the complex human interaction that takes place

through community and the relationships possible there. Community provides the

potential for sharing experiences, values, beliefs and opinions. In religious contexts,

community and relationships can occur through a number of methods such as the

Christian school, ministry training college, church service, youth meeting, weekend camp,

women’s meeting, community project or working bee. Some large AOG churches, for

instance, program opportunities for specialized meetings almost every day and night of

the week. As will be seen from the literature below, human relationships, under these

circumstances, may be strongly shaped and forged, facilitating a potentially powerful

scenario for the sharing and reinforcement of values and beliefs.  

Reynolds and Skilbeck (1976: 34) elaborate on how the transmission of values can take

place through social relationships, quoting, for instance, the many social factors

interacting in classrooms. Social relationships are described by O’Dell and Grayson

(1998: 76) as those relationships which “bring together like-minded people and people

with a shared goal.” In a few words, like-minded people in community tend to think the

same, have common interests, share common values, and have common approaches to

life. The transmission of values in such settings, therefore, has the potential to become

almost automatic. As Davenport and Prusak (1998: 88) suggest, transmission and transfer

will happen anyway, “whether or not we manage the process at all.” They confidently

assert that all that is necessary is “to let people talk and listen to each other.” Kerr (1998)

argues similarly. 

Other popular authors similarly highlight the usefulness of community and relationships
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for  values transmission. Haskell, for instance, suggests: 

Once we see that individuals’ behaviours, their thought processes, and their mental

models are profoundly shaped by social situations, it follows logically that transfer

of learning must be understood as a socio-cultural process (1998: 99). 

Morley (1995: 101) reports almost constant transmission “through personal relationships”

amongst faculty, staff, pastors, teachers, mentors and students in religious colleges.

Morrill (1980: 67) advances the “common allegiance” aspect of human community. He

concludes that when persons take upon themselves and into their own identities the values

of a community, “they have become those values.” Similarly, Sinha (2000: 13) asserts that

relationships among members of a community “enable people to develop their identity

and to maintain continuity in their lifestyle.”

The AOG/Pentecostal literature identifies the potential community and relationships can

have for values transmission, and it is therefore included in Table 5. 

(4) Persuasive language, indoctrination, drill

This explanation recognizes that convincing language, articulate words, vehement

rhetoric, emotional pleas, strong voice projection, authoritative tone, or even intentional

indoctrination or methodical drill, are devices of transmission. The degree of persuasion

can correlate with the degree of passion or authority on the part of the transmitter and/or

with the degree of receptivity on the part of the receiver. Organizations that promote a

cause, such as most religious organizations, may typically employ the use of such

persuasive techniques. 

Persuasion is often the realm of the human communicator. According to Wagner:

...communicative activity thus involves the capture of attention, the initiation of

dialogue, and the prescription of successive response options, and employs not

only language, but a host of bodily gestures (1988: 185). 
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It is the act of capturing attention that marks the persuasive communicator. 

The persuasive element can be so strong in language communication that an organization

may be pervaded with, what Haskell (1998: 90) calls, “a transfer spirit.” He explains that

“without a spirit of transfer, students or learners will not receive.”

Persuasion appears no stranger where there is a cause. Debray (1997: 10-11) refers to the

vitality of “preserving the traces” of what is essential. In order to bring off transmission

over time, he claims, an organization must render its critical messages material and

convince others. This process includes the church and its preaching, and he warns that

“the message that does not find an institutional housing will go up in smoke.” 

On a negative note, the charge is occasionally put that persuasion can easily become

indoctrination and drill. Focusing on how values can be all too frequently “drilled” into

young and susceptible students, Raths et al. (1978: 41- 42) conclude that after twenty

years or so of indoctrination, “the habit of conforming to the values can hardly be

broken.” Indoctrination is more likely if the receiver is passive. According to Haydon:

The notion of transmission suggests a rather passive picture of what is going on.

A transmitter, after all, does not originate anything itself: it has information fed

into it in some form, which it then sends out...to be picked up by a receiver –

which is equally passive (1997: 121). 

However, Haydon (1997: 121) admits that some people may well think that indoctrination

of certain ideas is both good and necessary. Wynne (1986: 45), for instance, claims it is

satisfactory to “call for moral literacy through the clear articulation of cultural ideals and,

if necessary, indoctrination.” Shinn (1980) explains how indoctrination can be very

successful in some settings. This may well be what is wanted by participants too, as

Herman (1992)  suggests, because students may have “a belief that the best values, ideas,

and actions will eventually prevail.”
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The review of selected AOG/Pentecostal literature shows that it acknowledges, and

approves of, the employment of persuasion in AOG churches and related departments

(including MTCs), though it seems to have stopped short of using the terms

“indoctrination” or “drill.” The language of the various texts, however, is distinctly

indoctrinational. 

(5) Reinforcement

Values may be presented to a target audience in a sustained fashion over a long period of

time. Participants in organizations may find themselves acquiring these values through

their sheer repetition, and passively accepting their validity over time.  

O’Dell and Grayson (1998: 74) claim that every organization has to focus on values from

the beginning, and then must “keep focusing on them.” Wagner (1998: 190) succinctly

explains how cultural diffusion “becomes propagated through repeated presentations and

responses.” 

Cherished organizational values are placed at risk if there is not some concerted effort

towards long-term delivery. Resnick (1987: 434) observes that “such dispositions require

sustained long term cultivation and do not emerge from short quick-fix interventions.”

Haskell (1998: 112-114) asks, “how is a knowledge or value base acquired?” and bluntly

replies, “over a long period of time.” He asserts that “expertise is largely due to practice,

practice, and then more practice,” asserting that acquiring knowledge and culture can be

“no overnight thing.” This understanding is also supported by Davenport and Prusak

(1998: 100). Bransford et al. (1999: 46) note the importance of  “providing students with

time to learn,” and  Morrill (1980: 65) describes the ongoing employment of “the full

range of emotional, mental, and moral appeals.” 

The aim of most values transmissions is to “take root” in participants over a sustained
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period of time. According to Lee (1999), this is called “cultural conditioning.” Herman

(1992: 8) says that for cultural conditioning to occur,  “churches, schools, and families

must reinforce and model appropriate behaviors” over a sustained period of time. Debray

(1997: 3) and Olsen (1997: 89) concur with these sentiments as they relate to religious

contexts. 

Reinforcement, therefore, holds much potential as a transmission device. This is also

borne out in the selected AOG/Pentecostal literature, and it is included in Table 5.  

(6) Conventions and rituals

There are certain features of organizational life that provide opportunities to rehearse

what is, and what is not important to it. This concerns not only economic values like

profitability and share of the market, but also the kinds of values considered essential for

smooth organizational efficiency, legitimacy and success. Most organizations employ

conventions or rituals in reminding participants what the organization stands for. As

Morrill (1980: 69) declares,  “every culture and person has a set of social, religious, and

psychological ‘rituals’ for expressing its special sense of the value of life.”

Some of these conventions and rituals might include scheduled retreats, displaying

organizational values in prominent places throughout a building, regular memos that

highlight a focus on essentials, annual dinners, speeches by top executives, and a reward

system that recognizes conformity and performance. 

Conventions and rituals can be utilized very effectively in religious institutions: 

The gospel message makes its appeal to followers via canticles and holy days, the

church’s swell of organ notes and glitter of gold, the colors of its stained glass and

altarpieces, the perfumes of its incense, the soaring spires of its cathedral and

shrines, the wafer’s placement on the tongue and the foot’s tread on the road to

Calvary (Debray, 1997: 2). 
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Schaeffer (1998: 31) identifies “devotions” and “artifacts” as methods of values

transmission. In Pentecostal churches, use is made of membership days, water baptisms,

the sermon, pastoral ordination ceremonies, and celebration days (like the Feast of

Pentecost) in communicating values. 

This explanation of  transmission is recognized in the selected AOG/Pentecostal

literature, as it is therefore included in Table 5 at the end of this section. 

(7) Persuasive media communication 

Although this does bear a resemblance to “persuasive language, indoctrination, drill”

described earlier, the potential of persuasive media devices to transmit values justifies

treating this transmission device separately. 

The written text has long been surpassed as the most dominant communication device by

a host of modern technological devices including television, Pay TV, the Internet, videos,

DVD’s, tapes, and an array of other digital technologies. Media programs are capable of

accessing individuals almost everywhere, including  homes, cars, workplaces, churches

and shopping malls. Via the mediums of advertising, news reports, ‘soaps,’ movies and

documentaries, values can be convincingly presented.  

Thomsen highlights how technologies propagate certain moral codes. Citing television

as an example, he says: 

There can be no doubt that television is a first rate medium for cultural transfer,

which goes on, often subconsciously, as a complex process (1989: 12). 

Ludes (1989: 190) outlines how media productions can be “aggressively merchandised”

and swamp local markets. Moreover, according to Pragnell (1985: 100), the transfer of

values and beliefs across situations is further facilitated when underlying conditions are

similar (an idea akin to Low-Road transfer).
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Media persuasion frequently aims at permanence so that the indelible mark of values and

beliefs has enduring effect. As Debray (1997: 3-4) puts it, “we transmit meanings so that

the things we live, and think do not perish with us.” This is accomplished, he says, by

inventing “persuasive means of  transmission,” such as print material, audio-cassettes,

CD’s and the World Wide Web.” 

Students in schools and colleges appear to be particularly prone to transmitted messages

and values via electronic media. In one study it was found that, on average, students

would spend more time watching television in a year than they spend at school (Bransford

et al., 1999: 136-138). The writers also argue that “Television provides images and role

models” that can affect how people view themselves, how they see others, and how their

general attitudes are affected toward tasks and life. Greenfield (1984) has similarly

commented, and Dorr (1982: 39) demonstrates how “Stereotyping represents a powerful

effect of watching television.” As Shinn concludes: 

...never before have mass communications saturated the home with such a

cacophony of exhortation, enticement, and subliminal persuasion (1980: 115). 

The AOG/Pentecostal literature also acknowledges the significance of persuasive media

communication as an explanation for transmitting values, and it is included in Table 5.

(8) Strong visionary leadership

Organizational leadership that is strong, visionary, and assertive can be very influential

as a transmission device. Leadership styles and paradigms can vary widely between

organizations. However, leadership that connects participants with organizational

objectives can be highly effective for cultural transmission. 

O’Dell and Grayson (1998: 76) claim that a strong leader has the power to influence

because the leader “leads by doing.” They add that the impetus for success must come

from the top and, therefore, senior management has to lead by nurturing “the right cultural
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tone.” Schein (1987: 2) agrees, arguing that organizational cultures are created by leaders.

Other writers, like Wagner (1988), focus more on the personal characteristics of the

leader. In attempting to define strong visionary leadership, he states: 

Specific attributes of certain individuals, such as age, sex, bodily size, and

strength, ornamentation, vitality, aggressiveness, and venturesomeness seem to

predispose them to attract and hold attention (Wagner, 1988: 184).  

Individuals endowed with certain traits, he argues, enjoy the prerogative of “setting the

agenda...and providing cues.” He employs the German word “Geltung” to signify the

worthiness, respect, prestige, standing, importance, or validity attached to a strong leader.

The AOG/Pentecostal literature has even more to say on strong visionary leadership as

it appears a distinct paradigm for ministry in Pentecostal contexts. It is therefore included

in Table 5 at the end of this section.

(9) Mentoring, modeling, and apprenticeships

Values transmission can be further enabled in situations where organizational participants

work on tasks and projects in close association with superiors. The superior mentor

becomes a model or master communicating his/her expertise, know-how or ethos to the

apprentice.

Davenport and Prusak (1998: 95) describe the difference between explicit and implicit

attributes in the process of mentoring. The former includes skills and know-how, and the

latter includes relationships, unwritten codes and laws, values, or the “culture” of an

organization. They argue that the latter type can be very useful for transfer because of the

large amounts of “tacit knowledge”potentially  transmitted. 

Morley highlights the benefits of mentoring and modeling in education. He describes
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how, in one Christian college, every student:

...enters into a mentoring relationship with a faculty or staff member with whom

he or she regularly meets for Bible study and prayer, conversation, counsel, and

other activities (Morley, 1995: 101). 

It is through such relationships that the college’s mission of “nurturing” students is seen

to be achievable.  

Bereiter (1995: 29) sees the importance of apprenticeship-style learning for education,

calling it a formalization of student learning in a “community of practice.” Morrill agrees:

...one learns best the values required for good scholarship...by seeing them in

action, by experiencing their authority with and through another person (1980:

115). 

Gellatly (1989: 207-208) adds that in an “enculturational model of learning,” skills are

best learned through interaction with the culture. His premise is that it is through “tacit

knowledge,” via mentoring, that individuals become accomplished in both tasks and

demeanor. Rofe (1999: 269) sees “modeling” as an excellent way in which to facilitate

values transfer in a religious context. 

The selected AOG/Pentecostal literature also recognizes the importance of mentoring,

modeling and apprenticeship-style learning for values transmission, and it is therefore

included in Table 5. 

(10) Schools

Schools may play a major role in the transmission of societal, educational or institutional

values to students. Values transmission is likely to be even more exacerbated in religious

schools. For instance, students who have attended AOG schools for many years,

sometimes for all twelve years from grades 1 to 12, are likely to have been significantly

exposed, on a sustained basis, to church-based values. 
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Brady (1970: 3-6) claims that “the onus must rest with the school to provide programmes

of moral education.” In his view, all education involves morality, and there can be no

school free from morality. He describes how students are a target audience for a sustained

period of time, and argues that schools cannot help but transmit values. His main premise

is that schools must inevitably indoctrinate or at least “assume the right to impose

predetermined values.” Herman (1992: 13) supports these contentions.

Some schools actively assert this perceived “right” to transmit certain values. According

to Rofe: 

Schools are capable, indeed worthy, of our passionate effort to ensure that what

is learnt is for the good – not only for the individual but for society....Schools have

a role to play in shaping a social conscience (1999: 266-267). 

She justifies her position by arguing that the school is in a privileged position to expand

the mind’s horizons and stir the heart’s emotions, and she describes the school as

necessarily providing “the oven of maturation and of commitment” to values. Sarason

(1996), however, is critical of this view, retorting that such notions are “amazingly

insensitive” to broader societal values and expectations.

The AOG/Pentecostal literature acknowledges the potential of Christian schools to instill

church-based values into school children, and this explanation is therefore included in

Table 5. 

(11) Inside checks, accountability and feedback

Transmission may be facilitated by some kind of checking, accountability or feedback

mechanism that promotes or rewards conformity. Such mechanisms, by their very nature,

have a capacity to communicate certain organizational attitudes and behaviours

considered essential for members to acquire.  
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Bransford et al. comment: 

Learning is most effective when people engage in deliberate practice that includes

active monitoring of one’s learning experiences. Monitoring involves attempts to

seek and use feedback about one’s progress (1999: 46-47). 

According to Raths et al. (1978: 42-43), some organizations “can’t really trust” people

to function without some accountability or feedback mechanism. In some religious

contexts, internal check mechanisms, such as the teacher, “point the way to wisdom and

righteousness.” The alternatives to accountability are considered to be wrong choices,

time wasted, unnecessary hurt and pain, and perhaps even irreparable human damage, on

the part of the student. Unacceptable deviancy is likely to be magnified through an array

of reporting and feedback mechanisms like parental interviews and memos to the

principal. 

It is apparent from the AOG/Pentecostal literature that Pentecostal churches have

designed and implemented some ingenious ways and means of following up on members

and inducing them to comply, such as in the use of elaborate attendance schedules.

“Inside checks, accountability and feedback” are therefore included in Table 5. 

(12) Meeting together

The act of coming together in some organized capacity enhances values transmission.

Although similar to the category, “Emphasis on community and relationships,” this mode

of transmission focuses on more formalized settings. Church participants frequently meet

together on an organized basis, such as the Sunday church service, mid-week Bible study,

prayer meetings, home groups, and a host of other specialized meetings such as for men,

women and youth. Formal meeting venues facilitate interaction between speakers and

listeners where words, values, attitudes and content interact and are transmitted

continuously.
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Some writers envisage formal meetings as powerful settings for values sharing because

of the air of authenticity, agreeableness, seriousness, and even sacredness, such venues

can supply. Davenport and Prusak (1998: 90-100), for instance, believe that face-to-face

meetings “are by far the most important channels for transferring knowledge.” They also

cite “physical proximity” for helping participants share their language and culture. They

warn that organizations that ignore this fact are likely to be disappointed by the results of

attempted transfer. Bloor (1983) agrees, with his notions of “culture-sharing,” as does

Collins (1989: 206). 

Pentecostal churches tend to focus on regularly scheduled church meetings to facilitate

a transfer of values and beliefs, and have structured a complex repertoire of formal

meetings to enable this. This transmission device is therefore included in Table 5. 

(13) Written documents and materials

Values can be written implicitly or explicitly into organizational documents, including

church bulletins, brochures, curriculums, student handbooks, ‘flyers,’ staff manuals,

procedures manuals and church notes. Written materials typically reflect the policies,

ethos, vision and expectations of an organization, and eventuate from a long, well-

engineered, formal process that lies at the very heart of the organization.

Written documents may be freely disseminated throughout organizations and their various

departments in order to facilitate a dispersion of their contents and values. Within an

educational setting, Reynolds and Skilbeck (1976: 65), for instance, suggest that it is in

the plethora of materials that “certain presuppositions are relayed to students.” Some

organizations also employ mission statements to help multi-functional teams of

employees “carry out the organizational values” (Capodagli, 1999: 82).

It is apparent from the AOG/Pentecostal literature that written materials, policies and
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documents are used in church contexts for transmitting church-based values, and this

explanation is therefore included in Table 5. 

(14) Networking and teams

Establishing connections, alliances, similar interest groups, networks or teams can amount

to a combined and cooperative effort for a dissemination of values and beliefs. 

Connections may be relatively loose and informal, or highly structured. Loose and

informal connections typify a number of Pentecostal ministries which collaborate on the

basis of common beliefs, values, objectives, practices and sharing of resources. Highly

structured connections are evident in some of the more historic denominations, like the

Catholic, Anglican and Presbyterian churches. Most AOG churches do not consider

themselves to be a structured denomination, but rather a loose network of churches. Many

AOG churches form alliances with other AOG churches, or even with other Pentecostal

groups, such as the Apostolic Church in Australia (Cartledge, 2000). 

Networking and teams can facilitate values transmission in church contexts because of

the creation of a much wider spread of influence beyond the local assembly. Further,

Low-Road conditions, such as in creating highly similar structural situations, can also be

generated in such circumstances, thereby increasing the possibility of values transmission.

Participants soon discover, from various quarters within the extended network, what is,

and what is not, important. Debray comments:

It requires a strategic competency bent on striking up alliances, filtering out and

excluding the extraneous... drawing boundaries, and so on. The process can be

apprehended as a struggle for survival in the midst of a system of rival forces

(1997: 5). 

It is apparent, from the AOG/Pentecostal literature, that many Pentecostal churches
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meticulously attend to a communication of values and beliefs agreed to by the network,

and, therefore, this transmission device is included in Table 5. 

(15) Small groups

Although there are similarities with the category, “Emphasis on community and

relationships,” discussed earlier, “small groups” feature significantly enough in both

bodies of literature to give it separate consideration. Small groups, commonly called “cell

groups” or “home groups” in church contexts, tend to feature strongly in Pentecostal

churches. 

Writers, like Debray, have recognized the ability of small groups to facilitate values

transmission: 

At the institutional level transmission means structuring the social locus, in the

guise of collective organized units, devices for filtering out mere noise...and

reproduce themselves (1997: 12). 

He includes “a religious order, a church, a party or an institution of learning” as very

suitable venues for values transmission given the potential of each to employ small groups.

He says a church has to do this because it needs to “remake its living links incessantly.” 

Some Pentecostal churches have gone as far as organizing their church around the concept

of the “cell,” given an acute awareness of the ability of small groups to transmit values,

beliefs and content (Cartledge, 2000). As may be expected, the selected AOG/Pentecostal

literature recognizes the relevance of small groups for transmitting values and beliefs, and

it is therefore included in Table 5. 

(16) Catering to the needs of people

The transmission of values may be facilitated when an organization attempts to cater for
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the felt needs of participants. If participants perceive that some of their needs may be met

by cooperating with organizational expectations, they may be more likely to acquire its

values.

Secretan acknowledges that: 

...if the mission of the organization is to meet the needs of employees...we will be

rewarded with a team of dedicated and loyal employees (1997: 48).

He calls this a “win-win scenario,” arguing that “when we help others to win, we all win.”

According to this understanding of values transmission, therefore, the onus for potential

transfer rests with the organization in showing participants how cooperation with its

objectives can be very beneficial to their own personal needs and interests. 

The AOG/Pentecostal literature also makes note of the transfer potential entailed in catering

to the needs of church participants, and it is therefore included in Table 5. 

(17) Section Summary

Table 5 summarizes the devices of transmission identified from the organizational/

educational literature and the selected AOG/Pentecostal literature related to this Research

Question. Column 1 lists the transmission devices, column 2 states the propositional

classification applicable to each device, while columns 3 and 4 record recognition of the

devices in the organizational/educational literature and AOG/Pentecostal literature relevant

to the Research Question in this section. 

All of the categories appearing in the AOG/Pentecostal literature column are derived from

a data base summarizing the major devices of transmission from an investigation of selected

AOG/Pentecostal literature. An excerpt from this data base, relating to this Research

Question, appears in Appendix 3d.
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Transmission Devices Prop Organizational/ 
Educational
literature

AOG/
Pentecostal
literature

Creating highly similar situations
Training and equipping
Emphasis on community and relationships
Persuasive language, indoctrination, drill
Reinforcement
Conventions and rituals
Persuasive media communication
Strong visionary leadership
Mentoring, modeling, and apprenticeships
Schools
Inside checks, accountability and feedback
Meeting together
Written materials
Networking and teams
Small groups
Catering to the needs of people
Music and worship
Aggressive outreach
Church planting and missions
Volunteers and lay ministry
Prayer expression

V
M
M
M
M
M
M
M
M
V
M
V
M
V
V
M
V
M
M
M
V

x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x

x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x
x

                  Legend: M = Methods of transmission
                                 V = Venues facilitating transmission

TABLE 5. Devices Facilitating Values Transmission

In order to assist the development of a theoretical explanation of values processes involving

MTC students in an AOG context, the devices in Table 5 were classified (under the column,

“Prop”) according to the “Methods” of transmission (M) and “Venues” that facilitate

transmission (V). The former recognize specific methods of communicating values, and the

latter recognize places and situations in which values transmission may occur.

There are five more transmission devices that emerge from the AOG/Pentecostal literature

that were not apparent in the broader educational/organizational literature under this

Research Question. This may be due to industry-specific characteristics peculiar to 
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responsible for producing many of the most popular songs employed in Pentecostal churches
throughout Australia. 
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Pentecostal church contexts. Given their potential relevance to this study, they are added

to the list of transmitters in Table 5. 

For instance, the device “Music and worship” reflects a high usage of contemporary

Christian songs, such as Hillsong Music,  in Pentecostal church services, colleges, and4

other venues throughout Australia. The lyrics and content of the songs typically express

church values and beliefs in the words used and the way in which the music and worship

experience takes place. “Aggressive outreach” reflects the energetic witness of values and

beliefs to unchurched members of the community. “Church planting and missions,” a

related transmission device to “Aggressive outreach,” reflects a very strong emphasis in

Pentecostalism on multiplying congregations. This can occur through “church plants” in

local precincts, or through general missions activity within Australia and abroad.

“Volunteers and lay ministry” represent a sizeable army of unpaid workers carrying out an

array of church-related tasks. In doing ministry-related work, values and beliefs are

inevitably transmitted through usage. Finally, “Prayer expression” recognizes the capacity

to draw participants together in corporate agreement and prayer. Normally a very closely

knit group, a significant venue is thereby produced for the sharing and nurturing of values

and beliefs. 

Based on the findings from the review of the literature, the following propositional

statement may be made:

Values are transmitted through various AOG communicative methods and

venues, tending to take advantage of  Low-Road conditions aimed at real

transfer. 

This statement will be used in Chapter Five as a reference point in the discussion of data
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gathered during the study. 

The final question to be considered in formulating a theoretical explanation of values

processes involving MTC students in AOG contexts is how and why would students

choose  to acquire AOG church-based values. 

E. How and Why would Students Choose to Acquire these Values?

This Research Question is the final to be considered in the literature review. It is an

important question for understanding values processes because it concerns the final stage

of the transmission process, i.e., the stage where transfer and acquisition actually happen.

It implicitly represents the successful conclusion of a long and deliberate transmission

process, from devising values, sourcing them, justifying their communication, and utilizing

various transmission devices in order to deliver them. 

As discussed in Chapter Two, values may be transmitted but they may not necessarily be

transferred. An acquisition of values bridges the transmission gap, effecting real transfer.

It is therefore important to find out why participants acquire values in completing the

transfer process. Participants are, after all, the final ‘linchpin’ that seals transfer. 

Each of the categories of reasons for acquisition is identified from the literature itself, and

none of the reasons are mutually exclusive. The category, “An eagerness to participate,”

for instance, may be somewhat embedded in the category, “Part of a winning team,” given

that eagerness may represent a desire to be involved in a group.

A similar analytical approach to that employed for the earlier Research Questions is

adopted in the literature review for this Research Question. For each reason for

acquisition, an examination of some of the broader educational/organizational literature

is conducted first, followed by a brief reference to the data base compiled through an
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analysis of selected AOG/Pentecostal literature. An excerpt from this data base appears

in Appendix 3e. 

(1) Part of a winning team

Individuals may choose to acquire organizational values because the organization is

perceived to be going somewhere, making an impact in some worthwhile area, or because

it is ahead of others in a similar field. 

Capodagli (1999: 161) describes how staff want to be part of a success story, to feel part

of a team and company that is sought after, and to be part of something that has a respected

reputation. He explains: 

They work to be part of a team...and for the feeling of pride they get out of being

employed by a fine organization (Capodagli, 1999: 84). 

More specific to a college context, Morrill (1980: 114) proposes that it is because students

want to feel “a part of a very important undertaking” that they are prepared to accept

institutional values. He concludes, “what students cherish above all else is this sense of a

shared experience.” 

Haydon (1997: 91) maintains that students frequently ask “what’s in it for me?” because

they want to be “part of something” a college stands for. Such sentiments are particularly

relevant in religious contexts because, according to Haydon: 

...religion can provide a set of concepts and beliefs in which the ‘something larger’

can be expressed (1997: 91). 

This reason for acquisition is recognized by the AOG/Pentecostal literature, and it is

therefore included in Table 6 at the end of this section. 
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(2) An eagerness to imitate

The eagerness of participants to imitate or embellish some characteristic of organizational

life are reasons which may explain the acquisition of values for some organizational

members. 

Schiller (1989: 41), for instance, documents how people who produce local books, media

and cultural goods tend to “eagerly imitate” the success stories of others. Murdock (1989:

172) agrees, illustrating how local individuals tend to eagerly copy some successful

concept or method such that “many of the values are clearly made-in-the-USA.” Ludes

(1989: 186) objects to this scenario, saying that local populations ought to pause and

reflect on the “cultural imperialism” they take too much for granted. 

Haskell defines eagerness as: 

...a trainee attribute, a state of being of a learner, not just an educational product or

an instructional technology (1998: 89). 

Moreover, he highlights how eagerness can become a significant psychological, emotional,

and motivational orientation toward learning and transfer. Richey (1992: 163) also

identifies eagerness as a potentially important factor in values acquisition. 

A number of other researchers have expressed eagerness as an “attitude” participants hold,

including: the early work of Ryan (1951: 89), who discusses “an emotional tone;” the

classical work of Bruner (1973), who refers to “abstract attitude;” McKeachie (1987), who

points to “personal motivation;” Resnick (1987: 433), who describes “a kind of

disposition;”  Brell (1990: 54), who calls an eager attitude “an inquiring disposition;” and

Gamlin (1996: 145), who articulates a personal “strategic orientation” on the part of the

student.

The AOG/Pentecostal literature does not directly comment on this reason for acquisition,
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possibly because “eagerness” within Pentecostal contexts is simply assumed. As a result,

this reason is not included in Table 6. 

(3) Feel persuaded

Participants in organizations may acquire corporate values for very intangible reasons,

such as simply “feeling” persuaded to do so. Specific reasons for these feelings are not

easy to identify. Nevertheless, “feeling” persuaded reflects some cognitive reality that can

not be easily dismissed when it comes to understanding reasons for values acquisition.  

O’Dell and Grayson (1998: 73) refer to the complex, independent feelings of persuasion

of organizational participants and the potential of those feelings to cause an acquisition of

organizational values. Explaining that this characteristic is potentially “one of the most

powerful social forces there is,” they contend that participants in organizations may feel

persuaded to adopt corporate values, philosophy and methods simply because they are

convinced it is “right” for them. Further, according to Szulanski (1995), the closer the

connection or relationship between participants and organization, the more likely

participants will “feel” some sense of mutual obligation and accept organizational

directives. 

That participants in Pentecostal contexts may feel persuaded to cooperate with church-

based values and directives for very personal, though intangible, reasons is apparent in the

AOG/Pentecostal literature, and it is therefore included in Table 6.  

(4) Personal empowerment 

Participants in organizations may choose to acquire organizational values because of a

sense of personal empowerment they derive from acquiring them and being part of the

organization.
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This is understood by Senge (1994: 46), who suggests that members “should have the

opportunity and resources through which to pursue their visions.” Secretan (1997: 44-51)

adds that people adopt values if they perceive personal development and empowerment

is likely. He lists four items that encapsulate the idea of empowerment: “self-esteem;”

“building on their strengths;” “continuous improvement in personal life;” and “energizing

themselves.” 

Within Christian education, Rofe (1999: 274) cites the potential of institutional values to

transfer if personal empowerment is the clear perception or expectation of students.

Morley suggests, in such contexts, that personal empowerment is underpinned by

expectations: 

...to blossom personally, mature in their faith in Jesus Christ, and grow

intellectually by attending a Christian college (1995: 101). 

Faulkner (1998: 19) agrees with these sentiments.

The AOG/Pentecostal literature recognizes personal empowerment as a reason for

participant acquisition, and it is therefore included in table 6. 

(5) A sense of commitment and purpose

Participants in organizations may assess that they have personal, social, religious or

ethical responsibilities towards the organizations in which they work or serve, thereby

inducing them to acquire organizational values and beliefs. 

Schaeffer (1998: 4) mentions personal criteria like, “piety,” “a zeal for theological

inquiry” and “the responsibility of being a lay person in today’s church,” as reasons for

producing in Catholic students a sense of commitment and purpose to Catholic values.

Bransford et al. (1999: 47) argue that students need to see some purpose in their learning

of content and values if there are to be “positive transfer implications of what they are
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learning.” Anderson et al. (1996) and Klahr and Carver (1988) have expressed similar

sentiments. 

Shearer (1998) focuses on the perceptions participants have concerning commitment and

purpose, emphasizing that positive perceptions cause participants to be committed to an

organization’s charter and values. Raths et al. (1978) indicate the same, though they

concentrate more on the “sheer will power” of students to be committed to institutional

values. Govan (1998: 42) adopts a stronger tone, commenting on a personal “will to

persist” when it comes to values commitment. Haydon (1997), in contrast, focuses on the

“personal beliefs” of students in colouring the degree of commitment and purpose they

have. 

Bransford et al. (1999) dissect a sense of personal commitment and purpose. They list

“sufficient challenge or purpose in the learning,” “feeling that one is contributing to

others,” and “usefulness,” as elements for committing to organizational tasks, objectives

and values. Pintrich and Schunk (1996) cite “the feeling of contributing to others” as

especially important for personal commitment. Ling et al. (1998: 58), however, emphasize

the need for students to “take responsibility” for their own learning in the area of values.

A sense of commitment and purpose can amount to a significant reason for values

acquisition, particularly in religious contexts. This is borne out by the AOG/Pentecostal

literature as well, and it is therefore included in Table 6. 

(6) Feel appreciated

A member of an organization who feels that he/she is appreciated may be more inclined

to accept organizational values.

Davenport and Prusak (1998: 104) report that being included, and made to feel important
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and appreciated in organizations, can precipitate in participants a willingness to comply

with organizational values and task performance. Haskell (1998: 98) agrees, contending

that transfer is enhanced if the subordinate feels meaningfully evaluated and supported.

According to Secretan (1997: 49), feelings of appreciation work in organizations because

of “the universal desire of people to be trusted, respected, and loved.”

Closer to the college scene, Morrill (1980: 93) contends that “respect, basic acceptance,

and affirmation” on the part of the institution play a large role in winning student loyalty

and compliance. Quarrell (1998: 34) broadens the discussion, nominating lecturers as key

ingredients in making students feel that they are approved and appreciated.

The AOG/Pentecostal literature does not directly acknowledge this reason for acquisition.

This is probably due to an overwhelming expectation that participants must be faithful to

church directives and practices, regardless of whether they feel appreciated or not. It is

not, therefore, included in Table 6. 

(7) Excitement and enthusiasm

Individuals may be inclined to acquire organizational values if they feel personally excited

or enthused about life in general. These emotions may, or may not, be related to their

organizational participation. 

In some circumstances, participants may feel that their association with an organization

simply “makes life worthwhile” (Davenport and Prusak, 1998: 104). Secretan (1997: 46)

explains, for instance, that students can be so enthralled with an organization, its interests,

or its activities that they are willing to acquire its values. Faulkner (1998: 19), on the other

hand, believes values acquisition may occur for reasons not directly related to the

organization. As he puts it, students may simply feel “strongly about an issue” for very

complex personal reasons. Similarly, Kerr (1998: 29) suggests that students may acquire
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institutional values merely because, “they enjoy coming to college.” 

The AOG/Pentecostal literature did not identify excitement and enthusiasm as a reason

for acquisition, although it may be implicit in other categories such as “Personal Passion

and Convictions.” It is not included in Table 6. 

(8) Values ownership and agreement

If participants in organizations sense that they have some ownership of organizational

values, or find that they are in agreement with them, they may be more inclined to acquire

and practise those values. A sense of ownership and agreement might result, for instance,

from involvement in values formation or from personal beliefs.

Writers like Shinn (1980: 121) and D’Andrade (1989: 142) recognize that values

acquisition may be the result of participant agreement with organizational values. Herman

(1992: 10), however, adds that values agreement may have something to do with the

passivity of recipients, especially in some church contexts. He believes that some of these

value systems have never really been seriously questioned. Others, like Olsen (1997: 88),

suggest that students may appear passive about values and beliefs only because they have

already “personally explored” them. 

Haydon (1997: 14) adds that students may agree with institutional values because the

values remind them of “what is important in life.” Allison (1998: 37) goes further,

contending that “bonding may occur” through values sharing, and hence, makes

acquisition an appropriate option -- especially in religious environments. Schaeffer (1998)

contends that church-based values are even “applauded” in religious colleges because

students are predisposed to agree with them. Haskell (1998: 132) adds that certain values

may be acquired by some participants because they easily recognize a “generic structure”

of what is appropriate, and what is not appropriate, in their learning contexts. Finally,
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Morrill (1980: 137) sums up the matter with this comment that, “religious commitments

have no reality unless they are genuinely made and owned by an individual.”

The AOG/Pentecostal literature also recognizes this reason for values acquisition, and it

is therefore included in Table 6 at the end of this section.

(9) Personal interests and needs

Participants may acquire organizational values because it is in their personal interests to

do so. Any organization that can appeal to the interests and needs of its members may be

rewarded in terms of better participant performance and acceptance of its cherished

values. Kinghorn (1998: 25), for instance, has noticed that a key element in accepting

educational values “is the student’s needs.” 

Haskell (1998: 100) demonstrates that individuals can get meaning and satisfaction from

the roles they play in organizations, given their personal interests and individual needs,

and thereby cooperate in values acquisition. Individual needs may range from the basic,

such as taking home a pay cheque, to the more complex, such as feeling fulfilled.

In education, Morley (1995) recognizes that students are inclined to acquire values if they

“see personal relevance” in them. Morrill describes the situation as follows:

Students ask themselves constantly, and often fervently, about the kind of life they

want to live or should live, about the kind of person they can be or should be,

about what they should do with their lives (1980: 136). 

Kerr (1998: 29) insists that some students enroll in college because they believe its

curriculum content and educational values will “stimulate” their present needs. 

Others, like Jarrett (1991: 13), have focused on the kinds of needs participants may have

in organizations, including health and comfort, ambition, love and friendship, ethical or
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moral knowledge, and imagination. Ling and Stephenson (1998: 4) identify significant

moral and ethical needs amongst the majority of participants. 

The AOG/Pentecostal literature recognizes the role personal interests and needs may play

in values acquisition, and it is therefore included in Table 6. 

(10) An intuitive feel, belief or conscience

This reason for acquisition is possibly the most subjective one considered under this

Research Question. “An intuitive feel, belief or conscience” may feature strongly in some

circumstances, particularly in some  religious contexts that stress spiritual intuition. As

Haydon (1997: 47) puts it, one can look on a value as “a matter of conscience.”

Haydon (1997: 9) explains that subjective aspects like “intuition,” “feeling,” “belief”and

“conscience” cannot be dismissed as factors relevant to the subject of values acquisition.

He puts the case, for instance, that “a strong moral conscience has often led people to

cling to the familiar rules.” He concludes that it can be in an organization’s interests,

therefore, to somehow “prick the consciences” of participants in favour of organizational

tasks, practices and values.

Schaeffer (1998) has recognized this phenomenon in Catholic colleges, addressing the

“conscience” decisions students make in college life. Costa and Leibmann (1997: 77)

agree, contending that students can lean heavily on “intuition and gut feeling.” Bereiter

(1995: 21) also had this understanding in mind when he argued that values acquisition

ultimately “deeply resides in the learner.”

Morrill (1980: 89) believes “a primordial link exists...between values and conscience.”

He considers the impact of conscience to be potentially so significant on the individual

that a person may have to temporarily face up to “personal sanctions,” “self-rejection,”
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and even “self-punishing emotions,” if something is not performed to satisfaction.

Schiedler (1980), Peters and Waterman (1982: 61),  Secretan (1997) and Haskell (1998:

148) reason the same.

Ironically, the AOG/Pentecostal literature does not directly refer to an intuitive feel, belief

or conscience as a factor in values acquisition (and it is therefore not included in Table

6). However, it  may be implicit elsewhere such as in “Personal passion and convictions”

considered later in this section. 

(11) To fulfill organizational requirements and expectations

Organizational requirements and expectations of task performance and values conformity

may be upheld by tacit encouragement at one end of the spectrum or organized pressure

at the other. In the latter case, for participants who consider it necessary to conform to

organizational expectations, it will be necessary to decide to what extent organized

pressures will be personally tolerated. 

Wagner (1988: 184) explains, for instance, that in some cases “an order calls for either

compliance or defiance.” Secretan (1997: 53) adds that participants in organizations often

act to “remain in good standing with the organization.” Such a scenario may apply in

some church organizations, particularly if a student feels that his/her subsequent

leadership selection, placement or church appointment is dependent on  organizational

perceptions of his/her conformity.

Morrill (1980) takes the argument a step further by demonstrating that institutional

expectations may be “custom-built” into certain organizational values themselves.

“Commitment” (one of the church-based values noted under Research Question 1) may

be an example of this. Morrill (1980: 88) demonstrates that some values even hold an

“aura of requiredness,” or “standard of reference” about them, ultimately attempting to
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compel the person toward what is desired or cherished.

Such a scenario may prevail in some religious contexts. According to Haydon: 

Religious educators leave people with the conviction that the only worthwhile kind

of life is one in which the educator establishes, and works out a particular route to

achieving them (1997: 129). 

However, writers like Shinn (1980: 118) object, advancing the premise that advocates of

moral education are “covertly imposing doctrines on students” and thereby intruding

illegitimately into territories where they have no right. Raths et al. (1978: 43) similarly

disagree with a “pressure to conform in some way.” The result may be, as Sinha (2000:

44) suggests, that subordinates “show a great deal of commitment, [and] they are

incapable of acting against the interests of the organization.”

As may be expected, the selected AOG/Pentecostal literature speaks at length on the

requirements and expectations churches place on their members. A degree of “pressure”

is strongly implied in the literature, without any hint of it presenting negative affects on

members. This reason for values acquisition is therefore included in Table 6.

(12) Highlights personal identity

A perception that an acquisition of organizational values will enhance personal identity

may provide sufficient reason for their subsequent acquisition by participants. An

organization may actively attempt to encourage acquisition by appealing to a participant’s

sense of identity via job titles, salary increases, the provision of fringe benefits,

promotions, acknowledgment in front of peers, and other methods.

Shinn (1980) recognizes the potential of personal identity to feature strongly in values

acquisition, particularly in religious contexts. He argues that:



112

...religion, almost by definition, is the constellation of loyalties and the deepest

recognition of identity that constitute selfhood and community (1980: 117). 

Allison (1998: 36) adds that sharing a common sense of values is part of what gives

members of one culture “a sense of identity.”  

Attaining a sense of identity can be crucial for some individuals. It may explain something

of the social standing of that person, where he/she is going, and what one truly believes.

Prior (1998: 21) recognizes that each person “is on a kind of journey,” and hence, will be

keen to support values in his/her quest for personal identity. Schaeffer (1998: 32) agrees,

citing Catholic students as “searching for their own roots,” or attempting “to find

themselves, or their own identity, in a big world.” She contends that this is where the

college or institution can help them find their true identity. Rofe (1999: 272) concludes

that values acquisition by students in education “can do wonders for personal identity.”

The AOG/Pentecostal literature did not directly identify this reason for acquisition, though

it could be implicit in other categories like “Personal empowerment” or “A sense of

commitment and purpose.” It is also probable that personal identity may constitute too

“worldly” a concept, and is therefore ignored as a concept. It is not included in Table 6.

(13) Personal passion and convictions

Individuals may acquire organizational values because they may be passionate, or have

certain convictions, about them. An organization may attempt to stimulate passions and

convictions in its members via a number of means, including an appeal to the ideals the

organization stands for. Passion and convictions may be more easily aroused in some

religious contexts given the “divine” appeals sometimes made to their members.  

Morley (1995: 102) outlines the transfer-laden potential that lies behind personal passion

and convictions. He highlights, for instance, how Christian colleges can play their part in
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assisting values transfer by the way faculty members stress the notion of “personal

calling.” Platt (1993: 108) adds that values-imprinting from the early stages of life sets the

tone for deep passion and convictions. 

The AOG/Pentecostal literature recognizes this reason for acquisition, and it is therefore

included in Table 6. 

(14) Personal growth

Some individuals may look to their agreement with, and participation in, organizational

life and values because it enhances personal growth. “Growth” is a complex term that can

mean different things to different individuals. However, it may include such

characteristics as increased knowledge, heightened capacity to learn, enhanced skills,

deepened convictions, improved practical applications, enlarged influence, or improved

possibilities of employment. 

According to Allison (1998: 36), students genuinely want personal growth to occur, even

if it means to “venture from inside the comfort zone” and accept the teachings, skills and

values held by the school. For the religiously inclined, he declares that participation in the

life and practice of the church may be akin to “switching on the light bulb to some journey

or personal growth.” Morrill (1980: 114) expresses similar sentiments, employing such

language as “growth to manhood” or “personal enlargement” as growth characteristics.

Morley (1995: 102) says it is in college or institutional interests to provide “opportunities

for growth.” 

The AOG/Pentecostal literature does not directly refer to this category as a reason for

acquisition, though it may be implicit in some other categories like “Personal

empowerment.” This reason for acquisition is not included in table 6. 
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(15) Placement or employment

Finally, the expectation, or anticipation, of suitable placement or employment in an

organization may provide significant incentive to acquire its values. This scenario may be

exacerbated if there is an impression, amongst some participants, that the demand for

placements exceeds their supply. In such cases, a participant may be particularly keen to

acquire values and portray him/herself  as a true, faithful, compliant and loyal  “insider.”

Quarrell (1998: 34) emphasizes that students typically hope to get employment

opportunities in the institution in which their education is undertaken, and may therefore

actively seek the “approval” of those in authority. Raths et al. (1978: 43-44) suggests that

some students merely wish to attain influence, recognition and security in the organization

in which they are currently studying. On a more negative note, perhaps, is  their mention

that an institution can manipulate this employment and security desire in students as a way

of putting them “under pressure, and keep them busy, [and] keep them under control.” 

Further, according to Sinha (2000: 35), some participants implicitly believe that “hard

work is rewarded” and, therefore, anticipate that their tasks and values conformity will

guarantee them some appropriate position in the future. 

The AOG/Pentecostal literature recognizes that some church participants, especially

students, have an anticipation, or even an expectation, of securing a relevant church

position in the future. In contrast, however, none of the Pentecostal writers in this body

of literature felt under any obligation to place them. This reason for acquisition is included

in Table 6. 

(16) Section Summary 

Table 6 summarizes the major reasons for values acquisition according to the
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organizational/educational literature and the AOG/Pentecostal literature relating to how

and why students choose to acquire church-based values. Column 1 lists the reasons for

acquisition, column 2 the propositional classification attributed to each reason, while

columns 3 and 4 record recognition of the reasons in the organizational/educational

literature and AOG/Pentecostal literature relevant to the Research Question in this section.

All of the categories appearing in the AOG/Pentecostal literature column are derived from

a data base summarizing the reasons for acquisition from an investigation of selected

AOG/Pentecostal literature. An excerpt from this data base, relating to this Research

Question, appears in Appendix 3e. 

Reasons for Acquisition Prop Organizational/
Educational
literature

AOG/
Pentecostal
literature

Part of a winning team
An eagerness to imitate
Feel persuaded
Personal empowerment
A sense of commitment and purpose
Feel appreciated
Excitement and enthusiasm
Values ownership and agreement
Personal interests and needs
An intuitive feel, belief or conscience
To fulfill organizational requirements and               
   expectations
Heightens personal identity
Personal passion and convictions
Personal growth
Placement or employment
A Biblically-inspired sense of urgency and             
mission

C
P
P
G
C
P
P
C
P
P
C

P
P
G
G
C

x
x
x
x
x
x
x
x
x
x
x

x
x
x
x

x

x
x
x

x
x

x

x

x
x

                  Legend: P = Personal fervor
                                G = Personal goals
                                C = Connect with the church

TABLE 6. Reasons why Participants Choose to Acquire Organizationally-based Values
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The reasons for acquisition in Table 6 have been further classified as “Personal fervor”

(P), “Personal goals” (G) and a desire to favourably “Connect with the church” (C).

“Personal fervor” relates to intense, sometimes very private, or intuitive reasons or

motives for values acquisition. “Personal goals” relate to a personal agenda participants

desire to fulfill, or the aspirations they may want to achieve.  “Connect with the church”

relates to the desire of some participants to be seen as joining in with church life, whether

out of a motive to further their own opportunities within the church or because of some

personal conviction to be part of church life. 

An additional reason for the acquisition of church-based values, according to the AOG/

Pentecostal literature, not earlier apparent in the literature review under this Research

Question, is “a Biblically-inspired sense of urgency and mission.” This reason for

acquisition recognizes a Biblical conviction that evangelism and sharing the Gospel is a

matter of urgency, whether to local populations or people groups overseas. It was not

earlier recognized given the industry-specific nature of this reason for acquisition.

Based on the findings from the review of the literature,  the following propositional

statement may be made:

AOG church organizational participants, such as MTC students, tend to

acquire church-based values because of personal fervor, personal goals, and

desires to favourably connect with the institutional church.  

This statement will be used in Chapter Five as a reference point in the discussion of data

gathered during the study. 

3. Conclusion

From the five Research Questions in this chapter, it is now possible to form a tentative

theoretical explanation of how values processes may work for MTC students in an AOG
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context. This is achieved by combining all of the propositions, developed under each

Research Question, into a single summary statement, as follows: 

Charismatic and personal character values, stemming primarily from

organized Christian-influences sources, are transmitted by the AOG church

because of their motivational purposes, their desire to continue as

organizations, and their aim to be change agents, through a variety of AOG

communicative methods and venues. In doing so, they tend to take advantage

of Low-Road conditions. These values are acquired by MTC students because

of their personal fervor, goals and desires to connect with the institutional

church. 

Figure 1 illustrates this theoretical explanation. The diagram depicts, firstly, that values

represent a host of charismatic and personal character values deriving largely from

organized Christian-influence sources. 

There are various reasons why such values are transmitted, including AOG institutional

motivational purposes, continuance reasons and the desire of the AOG institution to act

as change agents in church and community. 

After identifying the sources of values, what those values are, and why they may be

transmitted, comes the critical act of transmitting those values. Transmission describes the

practical act of communicating the values, via some transmission method or venue

facilitating transmission. This transmission is illustrated by the downwards arrow in the

diagram. 

For actual transfer to take place, however, there is another critical component that must

transact with the values being transmitted. This concerns the MTC student (as depicted

at the bottom of the diagram). Unless the student chooses to acquire the church-based

values being presented, transfer will not take place. This raises the question of why MTC
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students choose to acquire the values? Students may acquire the values because of

personal fervor, personal goals and a desire to connect with the AOG church institution.

Acquisition is illustrated by the upwards arrow in the diagram. 

When acquisition takes place, real transfer occurs, as depicted in the centre of the diagram

with a meeting of the upward and downward arrows.

The credibility of this theoretical explanation will be discussed in Chapter Five in the light

of an analysis of data relating to an actual setting involving MTC students in an AOG

college context, the major focus of this study.  



There are other qualitatively-appropriate terms used in the qualitative literature that1

could be employed in addition to “validity and reliability,” such as trustworthiness, credibility
and authenticity (Guba and Lincoln, 1989; Yin, 1994; Denzin and Lincoln, 1998). 
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CHAPTER FOUR

METHODOLOGY AND RESEARCH DESIGN

Before data can be collected and analyzed in an attempt to understand values processes

in an actual MTC setting (the task of Chapter Five), it is necessary to determine the

appropriate methodology and research design to be employed. The purpose of this chapter

is to locate the research within a methodological paradigm. It describes and discusses the

relevance of the interactive interview for obtaining this data, and outlines how the

research was conducted.  

The chapter is organized into five sections. The first examines quantitative and qualitative

methodologies, discussing them for their relative strengths and weaknesses. It describes

some of the critical features of the qualitative approach adopted in this study. The second

section lists some of the main methods available within a qualitative framework, and it

portrays the research options available. It demonstrates why an interview method is

selected for this study, to the exclusion of others. The third, and largest, section focuses

on the “interactionist” interview method, outlining its workings, shortfalls and strengths.

A particular emphasis is placed on: validity and reliability  issues in interactionist1

approaches to interviewing; the construction of meaning in talk; the “activated” interview;

and analytical approaches in collecting and analyzing data. The analytical approaches

centre on a discussion of Membership Categorization Analysis and the use of detailed,

symbolized transcripts. All three sections are underpinned by some of the relevant

literature related to methodology and research methods. 
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A description of the research design follows in the fourth section. This includes the site

in which the study was undertaken, the number of respondents interviewed, questions that

probed the research propositions outlined in Chapter Three, and the prompts employed

in a semi-structured approach to interviewing.

Finally, in the fifth section, Table 7 illustrates the links between a qualitative research

methodology, the interview method used in obtaining the data, the five Research

Questions, and the propositional concepts (described in Chapter Three) likely to be

addressed. The investigative procedure primarily focuses on the data emerging from the

interviews, though it is guided by the theoretical propositions formulated in Chapter

Three. 

1. Quantitative and Qualitative Approaches to Investigation

Qualitative research is not seen as a viable method of investigation according to some

adherents of quantitative research. Carey (1989: 99) comments that qualitative researchers

are sometimes described as “journalists” or “soft scientists,” whose work is

“unscientific,” exploratory at best, largely personal and full of bias. The research

methodology is seen as an assault on solid quantitative traditions in which “truth”

transcends opinion and personal bias. The positive sciences like physics, chemistry and

psychology are often considered “the crowning achievements of Western civilization”

(Denzin, 1998: 7) which objectively and accurately measure and assess data in strict

scientific terms. As Silverman (1993: 20) puts it, in traditional, quantitatively-oriented

texts, “qualitative research is often treated as a relatively minor methodology to be used,

if at all, at early or exploratory stages of a study.” Some, like Sellitz et al. (1964: 435),

have long labeled qualitative studies “nonquantified,” emphasizing that statistical analysis

is the bedrock of research. 

Most qualitative researchers have downplayed such rhetoric and the supposed
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shortcomings of the qualitative approach, though with some acknowledgment of

justifiable criticism if qualitative research is not done with due consideration of validity

and reliability issues. Others, however, simply critique quantitative research as failing to

fathom the internal personal attributes of people or the intricate social world of humans.

Mills (1953), for instance, was one of the earliest writers to  criticize the atheoretical

nature of much quantitative research, and  Cicourel (1964) thought that attention to pure

mathematical reason can neglect the common-sense reasoning used by both researchers

and respondents. There remains a continuing concern that purely quantitative research

tends to neglect social and cultural constructions, or, as Kirk and Miller (1986: 15)

explain, “attitudes are not easily something that can be quantified and researched.” Unlike

the quantitatively-based positivist paradigm, most qualitative research prescribes an

interpretivist paradigm, preferring to illuminate the meaningful social world. 

Silverman (1993: 23) describes the importance of adequately investigating this

meaningful social world. Admitting there is no standard approach among qualitative

researchers, he highlights how all share a commitment to “naturally-occurring data.”

Agreeing that there is a wide variation between approaches, Marshall and Rossman (1989:

10-11) explain, nevertheless, that approaches must vary, “depending on how intrusive the

researcher is required to be in the gathering of data.” 

These understandings provoke a further look into what qualitative research actually does.

Bryman (1988: 61-69) characterizes qualitative research as taking the subject’s

perspective, describing the mundane details of everyday settings, understanding actions

and meanings in their social contexts, favouring open and relatively unstructured research

designs, and avoiding theories at an early stage. Silverman (1993: 26) draws upon the five

criteria of qualitative research identified by Hammersley (1990: 160-172), while adding

what he considers are some of the problematic aspects of each:

• a preference for qualitative data, i.e., a use of words rather than numbers

(this is not to depend on some ideological commitment but on the level of
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precision that is appropriate, and the nature of the investigation);

• a preference for naturally-occurring data, e.g., unstructured as opposed to

structured interviews admitting, however, that no research is untouched by

human hands, and all efforts at avoiding bias are necessary;

• a preference for meanings rather than behaviour, i.e., attempting to

document the world from the point of view of the people studied but

ensuring that the investigator takes pains to see that analysis prevails over

mere behavioural description;

• a rejection of natural science as a model but conscious that qualitative

research reaches problematic status if it fails to address validity; and 

• a preference for hypothesis-generating research rather than hypothesis-

testing.

There are some strong traditions behind qualitative methodology, though qualitative

research has had a checkered history. The “Chicago School” of the 1920s and 1930s

established the importance of a qualitative approach to investigation, due in part to

breakthrough anthropological studies, as had been undertaken by Malinowski (1967) and

Bateson (1972), who chartered the fieldwork method. Qualitative research then spread to

other disciplines in the social sciences and education. 

From these early developments, qualitative research went through, what Denzin (1998:

2) calls, “five historical moments.” Qualitative research meant different things during

each of these moments: The first moment, “Traditional” (1900-1950), is remarkably akin

to positivist tendencies; the second, “Modernist” (1950-1970), is postpositivist, drawing

on new interpretive, qualitative perspectives such as hermeneutics, structuralism,

semiotics, phenomenonology and feminism; the third, “Blurred genres” (1970-1986), also

postpositivist, and drawing on new qualitative perspectives, saw a more humanitarian

approach to interpretative theory; the fourth, “The Crisis of Representation” (1986-1990),

saw researchers struggling how to locate themselves and their subjects in reflexive texts;
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and the fifth moment, “Post-Modern, or Present Moments” (1990-present), characterizes

section 3 of this chapter in presenting an interpretivist- and active-oriented interview

approach. Denzin (1998: 3), for instance, describes the present period defining qualitative

research as “multi method in focus, involving an interpretive, naturalist approach to its

subject matter.” He further concedes that qualitative research is difficult to define, having

no theory or paradigm that is distinctly its own. 

The very word “qualitative,” according to Denzin (1998: 8), implies an emphasis on

processes and meanings that are not rigorously examined, or measured, in terms of

quantity, amount, intensity or frequency. Qualitative research stresses the socially

constructed nature of reality, the intimate relationship between the researcher and what

is studied, and the situational constraints that shape inquiry. Qualitative researchers

thereby emphasize the “value-laden” nature of inquiry, in contrast to quantitative

techniques which emphasize the “value-free” measurement and analysis of casual

relationships between variables. Given these sentiments, a qualitative methodology

appears the most suitable to adopt in this study, given its values-inquiry potential.  

Becker (1996: 122) envisages five significant ways in which qualitative research

compares with quantitative research. Firstly, both approaches are shaped by positivist and

postpositive tendencies. The positivist tradition contends that there is a reality out there

to be studied, captured and understood. Postpositivists claim that reality can never be fully

apprehended, only approximated. According to Becker (1996), positivist and

postpositivist traditions linger like long shadows over the qualitative research process,

such as in their demands to prove validity. Secondly, the use of positivist methods and

assumptions have been rejected by a new generation of qualitative researchers who claim

that positivist methods are but one way of telling a story about a social world. Less

tolerant qualitative researchers simply dismiss all positivist and postpositivist criteria

saying that their “science” silences too many meaningful social voices. Thirdly, qualitative

researchers claim they can get closer to a respondent’s point of view through detailed
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interviewing or observation. They press the point that quantitative techniques, by the very

nature of their more remote, empirical approaches, fail to capture the subject’s

perspective. Positivists hit back with the charge that “softer,” interpretive methods, are

invariably unreliable, impressionistic and non-objective. Fourthly, quantitative researchers

claim that their qualitative counterparts abstract from the social world and seldom study

it directly, whereas qualitative researchers say they are prepared to confront the

constraints of the everyday social world. Finally, unlike quantitative researchers,

qualitative researchers contend that rich descriptions and interactions with the social

world are acutely valuable. One can glean from this comparison that each tradition reflects

commitments to different styles, genres and representations of research. 

In this sense, neither may be right nor wrong, per se, or as Nelson et al. (1992: 2) consider

it, the “choice of research practices depend upon the questions that are asked, and the

questions depend on the context.” Silverman (1993) suggests it is even wrong to envisage

the two schools of thought as “polar opposites,” as one is not necessarily superior to the

other. From his point of view, the answer to, “what school of social sciences do you

belong?” is: “there are no principal grounds to be either qualitative or quantitative in

approach. It all depends upon what you are trying to do” (Silverman, 1993: 22). Denzin

and Lincoln (1998: 31) sum up the matter with the suggestion that the field of qualitative

research is defined by a series of “tensions, contradictions and hesitations.” 

It is this tension that encroaches on most qualitative methods, including the interview; the

method selected to obtain data in this study. 

Under positivism, interview data provide access to “facts” about a social world. Its

objective is to generate data that are valid and reliable, independent of the research

setting. This is predominantly achieved via a random sample and standardized, highly-

structured, questions, as described by Maseide (1990). 
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Baker (1982: 109) rejects attempts to treat interview questions and answers as passive

filters toward some truths about people. She favours the idea that interviewer and

interviewee actively construct some version of the world.  Silverman (1993: 90) also notes

that, for positivists, any notion that interview responses might be an outcome of the

interview setting would be heard as a charge against the reliability of a technique. To

positivists, various checks and remedies have to be built into the research design. 

The aim of positivists in interviews is to, “generate data which hold independently of both

the research setting and the researcher” (Silverman, 1993: 92). One way of getting this is

via standardized, highly-structured interviews. To positivists, the “flexibility” of

unstructured interviews results in a lack of comparability of one interview with another,

not to mention a greater difficulty in analysis. So important is the need to follow a

standardized protocol that some writers, like Sellitz et al. (1964), detail the art of

interviewing, list rules and taboos, and demand precise wording, and Brenner (1981: 129-

130) offers certain “basic rules of research interviewing.” One can question, however,

whether a penchant for validity and reliability potentially overshadows or destroys

meaningful social insights that may otherwise become apparent.

In conclusion, for the purposes of this study, a qualitative methodology is not selected out

of some preferential bias, but because the methodology presents the most appropriate way

of obtaining cultural insights into the social world of the values and beliefs of MTC

students.

From a discussion of the quantitative and qualitative methodologies above, and the choice

of a qualitative approach for this study, it is now possible to describe and justify the

qualitative methods through which to obtain data. 
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2. Methods of Qualitative Study

Qualitative researchers attempt to “make sense of, or interpret, phenomena in terms of the

meanings people bring to them” (Denzin and Lincoln, 1998: 3). However, there are a

number of ways of achieving this. According to Denzin and Lincoln (1998: 3), a variety

of empirical tools are available to qualitative researchers, though these researchers

occasionally deploy a wide range of interconnected methods, “hoping to get a better fix

on the subject matter at hand.” Brewer and Hunter (1989) refer to this as being multi-

method in practice. Such a multiplicity of methods is sometimes referred to as

“triangulation,” which aims to produce a greater validity and reliability in analysis. 

Silverman (1998: 4), however, warns that although triangulation attempts to secure an in-

depth understanding of the phenomenon in question, objective reality can still never be

fully captured. Other authors,  including Denzin (1989: 244), Fielding and Fielding (1986:

33) and Flick (1992: 194), contend that triangulation is not a tool or strategy for

validation, but essentially only an alternative to validation. Agar (1986: 12) suggests that

what is important to validity and reliability in qualitative research is to learn about a social

world by encountering it firsthand and making sense of it. 

This issue of validity and reliability in qualitative research will be revisited in section 3

of this chapter given that these factors also feature strongly in an interactionist approach

to interviews. For the moment, however, it suffices to recognize that validity and

reliability issues are relevant to all methods of data analysis.

Qualitative research does not have a defined group of methods that it can distinctly claim

as its own. It employs an array of methods such as semiotics, narrative, content analysis,

discourse and text analysis, and draws from methodologies such as ethnomethodology,

phenomenology, hermeneutics, feminist methodology and ethnography. None of these

need be disqualified. As Nelson (1992: 2) says, any one of these “can provide important
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insights and knowledge.” Further, most disciplines inevitably interconnect or interrelate

in some shape or form, for example, biology can draw strongly on physics and chemistry.

Certain methods appear to be more frequently used in qualitative research. Silverman

(1993: 9), for instance, documents observation, textual analysis, interviews and

transcripts. Other possibilities for obtaining data were considered for this study, but were

noted as falling outside its purposes, e.g., cognitive approaches like Think-Aloud

Protocols and Simulated Recall were rejected because their “getting inside the heads”

approach could not produce the cultural accounts deemed most likely through active- and

action-based, interactionist interviewing. This will become more apparent in a discussion

of the interactionist interview technique in section 3. The following methods were given

more serious consideration. 

A. Observation

The essential aim of observational methods is to gather first-hand information about social

processes in a naturally-occurring context. Some studies make no attempt to interview

because the concern may be more about what individuals actually do than what they think

about what they did. Many observations and ethnographies, however, strategically adopt

interviews in narrowing, focusing and explaining the data. Observation tends to draw

criticism on such issues as validity, reliability, observer and setting bias, observer effects,

and the absence of member checks. There are also potential ethical problems associated

with invasions of privacy and disguised research. This method may be appropriate when

a researcher is unfamiliar with a social world, or is a stranger to it, yet aims to understand

it through observation. Given that the writer is already familiar with the social world of

the MTC student, AOG terminology, basic mores, and general peculiarities, this method

was considered neither relevant nor appropriate for the study. 
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B. Textual Analysis

Written texts endure physically and leave their traces on the past and/or the present. The

materials need to be interpreted because in them are found important meanings that may

have shaped social worlds and cultures. A text instructs on how to see the world, and

provides the means by which we can engage with that world. However, textual analysis

is not only a question of deciding what a certain portion of text may have meant to some

previous social world, but it is also a way of analyzing the origins, nature and structure

of the themes and issues within a portion of text and of a social world still in existence.

It is a method, therefore, that can be used in absence of the original social group, or as an

addition to understanding an existing social world in conjunction with some other

qualitative method. It is not relevant to this study in the former sense, given that the social

world of the MTC student still exists. However, it could be relevant in the latter sense,

given that detailed transcripts could be a form of text that can aid in understanding an

existing social group. This method was used by the writer in an earlier study (Dalseno,

2000b), and drawn upon in Chapter One. For the research task currently at hand, however,

there is a more suitable method to employ, as follows. 

C. Interviews and Transcripts

Interviews have the potential to offer a deeper picture of social reality than most other

qualitative methods, as will become more apparent in section 3. Interviews are particularly

appropriate when a researcher is familiar with a social setting, ruling out any necessity for

observation, or when a social group is still functioning, thereby alleviating the necessity

to investigate historical text. The interview can take a structured, unstructured or open-

ended form. 

Transcripts are used in qualitative studies to understand how participants organize their

talk. Used in conjunction with interviews, transcripts can be produced from audio
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recordings based on certain standardized conventions. They can provide an excellent

record of active interaction between interviewer and interviewee, as well as provide a

solid body of data from which a deeper questioning and analysis may ensue.

Following a discussion of quantitative and qualitative methodologies, and some of the

more frequently used methods of analysis employed in qualitative research, it is now

possible to describe in detail the research method and analysis used in this study.  

3. Research Method and Analysis

This section describes an interactionist approach to interviewing and the production of

transcripts according to certain conventions. It achieves this by addressing:

• validity and reliability issues in interactionist approaches to interviewing;

• the construction of meaning in talk;

• the “activated” interviewer and interviewee in construction;

• analytical approaches employed, included Membership Categorization

Analysis and Conversational Analysis; and

• implications for the study resulting from the research method employed.

The first of these tasks is now addressed. 

A. Validity and Reliability Issues in Interactionist Approaches to Interviewing

According to the interactionist approach, the real value of interviews lies in their potential

to reveal insights and data about social and cultural worlds not otherwise obtainable. It

is, as Denzin (1970: 133) says, “an encounter [that] represents the coming together of two

or more persons for the purpose of focused interaction.” Hammersley and Atkinson (1983:

126) similarly comment that interviews must be viewed as “social events” in which the
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interviewer and interviewee are participant observers, and where the data are interpreted

against the context in which they were produced. Positivists would generally aim at a clear

distinction between research interviews and other forms of social action, but for

interactionists, the social context of the interview is an essential variable toward any

meaningful understanding of interview data. 

An interactionist approach, however, must still consider validity and reliability issues. To

interactionists, interviewees actively construct features of their cognitive world and,

therefore, all attempts should be made to obtain intersubjective depth between  both sides

such that a deep mutual understanding can be attained. Reason and Rowan (1981: 206)

even refer to the interviewer and interviewee as “peers” and “companions.” Validity, as

such, is seen as based on deep understanding. Burgess (1980: 109) reiterates the same,

emphasizing, “a sustained relationship between the informant and the researcher.” It is,

therefore, primarily the “deep understandings” and “sustained relationships” that make

the interview valid for most interactionists.

Interactionism, however, also has potential limitations and pitfalls. One such limitation,

according to Silverman (1993), has to do with the assumptions behind preferring open-

ended or semi-structured interviews. Interactionists clearly prefer this type of interview

because, as Denzin (1970: 125) says: it allows respondents to use their unique ways of

defining the world; it assumes that no fixed sequence of questions is suitable to all

respondents; and it allows respondents to raise important issues not contained in a

schedule. However, Silverman (1993: 95) retorts that it is naive to assume that open-

ended interviewing is not in itself a form of social control which shapes what people say.

For instance, even minimal interviewer involvement can create an interpretive problem

for the interviewee concerning what is relevant. 

A second limitation, according to Silverman (1993), is the amount of “humanism”

apparent in the interactionist approach. In questioning, “why are interviews so self-
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evidently based on an exchange of unique human experiences?” he answers: “could it not

be that this self-evident ‘truth’ derives not from a sociological insight but from a

widespread cultural assumption?” (Silverman, 1993: 96). Insights, in short, may be no

more than predictable forms of what is appropriate, e.g., in reproducing some cultural

script or stereotypical line that a well-meaning qualitative social scientist may uncritically

take on board. In such circumstances, an interviewer who is familiar with the social world

being studied is more likely to detect this problem. 

Silverman’s (1993: 133-138) third limitation draws on the work of Denzin (1970) in

identifying a number of problems which can distort interviewees’ responses. They

include: respondents can possess different interactional roles from the interviewer; the

problem of self-presentation of the interviewee; the issue of fleeting relationship in which

the respondent has little commitment and can fabricate tales of self and society; the

difficulty of penetrating private worlds of experience; the relative status of interviewer

and interviewee; and the context of the interview. 

Also important for validity and reliability is the quality of data collection and analysis.

Baker (1982), for instance, proposes Membership Categorization Analysis (MCA) as a

device for accumulating, sorting and analyzing data with attention to validity and

reliability issues. Glassner and Loughlin (1987) propose, in addition, a meticulous

transcription of tapes in attending to validity and reliability issues. They recommend an

employment of Conversation Analysis (CA), or transcription details, when researchers

categorize their data according to topics, themes, events, and actors. Both MCA and CA

analytical techniques are further described in this section.

Such validity and reliability issues have implications for this study. Without due attention

to these issues an analysis of data, and the conclusions reached, would lack integrity, rigor

or conclusiveness. Hence, a number of validity and reliability issues raised by the

appropriate literature are addressed in this study. For example, based on Silverman’s
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(1993) comments above: 

• the interviewer is likely to detect any self-presentation or fleeting

relationship problems through some personal knowledge of the students

being interviewed; 

• the student is unlikely to have little commitment due to his/her willingness

to take part in the interview, and the typically high motivation of students

in ministry training; 

• the different status between interviewer and interviewee will be reduced by

the interviewer’s cordial demeanor and atmosphere of co-equality; and

• the context of the interview is to foster neutrality, friendliness and open-

endedness. It is not envisaged that the different interactional roles between

interviewer and interviewee will be a problem given that both sides will be

free to talk, ask questions, and give answers, in accordance with an

interactionist approach.

What is also important, however, is that any quest for validity and reliability does not

reduce the effectiveness, nor ignore the most suitable method, of collecting and analyzing

the data. There would be little point, for instance, in adopting some positivist/quantitative

method solely to satisfy some radical quantitative version of validity and reliability. As

Silverman (1993: 108) emphasizes, the choice of methodology and method essentially

“depends on our purposes at hand.”

With attention to validity and reliability factors, within the constraints of the interactionist

interview method, attention may now be directed to the construction of meaning in talk.

B. The Construction of Meaning in Talk

With some early appreciation of the necessity to address validity and reliability issues in

this study, more may now be understood about the construction of meaning and talk
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within the interactionist interview.

As described in section 1, positivists have, as a goal, the creation of the “pure” interview.

The interview is carried out in a sterilized context such that it comes very close to

providing a mirror reflection of some reality in a social world. They criticize the

interactionist interview for being meaningless beyond the interview contexts in which they

occur. Miller and Glassner describe this attitude as follows:

No knowledge about a reality that is ‘out there’ in the social world can be obtained

from the interview, because the interview is obviously and exclusively an

interaction between the interviewer and interview subject in which both

participants create and construct narrative versions of the social world (1997: 99).

In refuting such an attitude, Miller and Glassner (1997: 99) suggest that, as potentially

serious and daunting as this criticism is, “information about social worlds is achievable

through in-depth interviewing,” given the construction of meaning and talk within

participant interaction. 

Silverman (1993: 91) argues that interview subjects construct not just narratives but social

worlds. He claims it is up to the researcher to generate data which give authentic insight

into people’s experiences. Miller and Glassner (1997: 100) agree that research cannot

provide the mirror reflection of the social world for which positivists strive, but they can

still provide access to the meanings people attribute to their experiences and social worlds.

They go further to argue that qualitative interviewing can adequately explore the points

of view of research subjects and grant these points of view the “culturally honoured status

of reality.” 

Nevertheless, some subjectivity exists in all qualitative social research, and therefore

should be “a visible part of the project, and thus available to the reader for examination”

(Miller and Glassner, 1997: 103). This is essential if  the researcher is to appear: 

...not as an invisible, anonymous voice of authority, but as a real, historical

individual with concrete, specific desires and interests (Harding, 1987: 9). 
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The implications of the construction of meaning in talk for this study requires that an

environment for interaction be made available within the context of the interview, and the

method of analysis is plainly stated. At most, a semi-structured approach to interviews is

required. More is detailed on this matter in section 4.  

With this background understanding of the construction of meaning in talk, it is possible

to venture further with a description of the “activated’ component of interactionist

interviews. 

C. The “activated” Interviewer and Interviewee in Construction 

In furthering an understanding of the interactive characteristics of narrative construction,

more emphasis may now be placed on the “activity,” as opposed to the  “passivity,” of the

interview process.

Holstein and Gubrium (1997) describe interviews as a way of generating empirical data

about a social world by asking people to talk about their lives. To them, all interviews,

including the highly-structured, standardized, quantitatively-oriented interviews, are

constructed in some measure as a product of the talk between interview participants. The

significance of their study, however, is in demonstrating how “active” these encounters

can be. As they contend, “both parties to the interview are necessarily and ineluctably

active” (Holstein and Gubrium, 1997: 113-114).

Alternatively, under positivism, subjects are basically seen as “passive” vessels of

answers, or “repositories of facts,” simply waiting to be told. All that needs to be done is

to formulate standardized questions and provide a conducive atmosphere, and the conduit

of uncontaminated, valid and reliable answers will flow. However, in this “vessel-of-

answers” approach, “the  image of the subject is epistemologically passive, not engaged

in the production of knowledge” (Holstein and Gubrium, 1997: 117). But if the
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respondent is construed as “active,” then the subject behind the respondent not only holds

facts and details of experience, but constructively adds to, takes away from, and

transforms the facts and details. This is a potentially more meaningful scenario for data

collection and analysis, especially for investigating a social world. Under interactionist

interviews where the interviewee is “active,” the focus is on how meaning is constructed,

the circumstances of construction, and the meaningful linkages that are made for the

occasion. 

Two communicative contingencies influence the construction of the active subject behind

the interviewee: one includes the substantive “whats” of the interview, and the other

includes the “hows” of the process. Holstein and Gubrium (1997: 114) argue that

understanding “how” the meaning-making process unfolds in the interview is as critical

as apprehending “what” is substantively asked and conveyed. Various feminist studies,

for instance, such as Smith (1987) and Reinharz (1992), have noted the significance of

meaning-construction in the way “women” and “mothers” can be portrayed and

categorized.

Hence, respondents may not only include substantive thoughts and feelings on a topic or

issue, but also continuously monitor who they are in relation to the person questioning

them. Overall, it could be said that whereas the “passive” interview sees the subject as a

vessel waiting to be tapped, the “active” interview sees the subject as one in which his/her

interpretive capabilities must be activated, stimulated and cultivated. Therefore, the reason

why interviewing may be a highly useful tool for systematic social inquiry is due to the

interview’s ability to incite the production of meanings that address issues relating to

some social world. Similar interview characteristics are adopted in this study. 

Although allowing the interview to be “active” is anathema to positivists, the

interactionist interviewer encourages the respondent to shift positions in the interview to

explore alternative perspectives and stocks of knowledge. The respondent is offered
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various ways of conceptualizing issues and making connections. The interviewer,

however, may still set the broad parameters for responses, both provoking and

constraining answers to areas of the researcher’s interest. As Holstein and Gubrium (1997:

125) explain, “it is the active interviewer’s job to direct and harness the respondent’s

constructive storytelling to the research task at hand.” 

There are implications of the active interview for this study. The interview process will

necessarily involve both a provoking and constraining of answers to areas of the

researcher’s interest. Hence, the researcher will offer the respondent ways of

conceptualizing issues and making connections on the one hand, and focusing the

interview on answering the Research Questions presented in Chapter Three on the other.

In accordance with some of the literature referred to in this section: 

• the respondent will be encouraged to shift positions in order to explore

alternative perspectives and stocks of knowledge; 

• the researcher will probe into the “whats” of the content as well as the

“hows” of the process; and 

• the interviewer will activate and stimulate the respondent to construct talk

and categories, inciting the production of meanings, and clarifying

meaning, talk and linkages in the interview. 

Many of the implications of the active interview for the study also centers on the question

of how to organize, construct, categorize, collect and analyze data. On this matter, it is to

the analytical techniques of MCA and CA that this chapter now turns. 

D. Analytical Approaches

Since the classic studies of Garfinkel (1956; 1967) and Sacks (1963; 1992),

ethnomethodology (EM) has developed into a discipline of inquiry. It has also become

characterized by a diversity of forms and directions of inquiry. According to Hester and
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Eglin (1997: 2), there now exists a family of overlapping strands of inquiry, and one of

these strands is Membership Categorization Analysis (MCA). 

EM is regarded as a policy towards inquiry, “an analytic mentality, that insists on (1)

doing studies, by (2) working on materials to see what can be discovered in and from

them,” rather than selecting problems and data on the basis of some theoretically-specified

agenda (Sharrock and Watson, 1989: 134). It examines social order as the ongoing

achievement of members of society conceived as practical actors who are themselves

practical actors of, and inquirers into, the world. 

Both MCA and CA have their origins in Sack’s (1992) work, though both forms of

inquiry have largely developed independently. CA has strongly focused on the sequential

aspects of conversational interaction, and contains a preoccupation with the positioning

of utterances as units of speech relative to one another. According to Hester and Eglin

(1997), however, the focus has been at the expense of the categorical aspects of

conversation. They suggest, in response, that “both the sequential and categorizational

aspects of social interaction inform each other” (Hester and Eglin, 1997: 2). Carried out

in this way, the production of particular types of sequential items is informed by an

orientation to the membership categories of the speakers.

Watson (1997: 49) has similarly commented that CA has increasingly focused on aspects

of sequential organization of utterances to the virtual exclusion of membership

categorization.  He calls this “ironic” in that the founder of CA, Harvey Sacks, spent much

time analysing membership categorization activities in conversation. Watson (1997: 50)

considers it a mistake to see these two approaches used as tradeoffs in research in the

sense that if there is an analytical “take” on any one of these,  the other tends to recede.

The very transcription procedures for such occasions of speech exchange indicate a

background reliance on the provision of membership categories. He concludes:
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Instead of the gestalt-type alternation of some kind of zero-sum ratio operating

between these two poles, we might see the ‘structural’ (sequential) and categorical

aspects of utterances as reflexively tied, as mutually constitutive (Watson, 1997:

54).

In light of this understanding, the study will adopt the view of Hester and Eglin (1997) in

utilizing both forms of analysis.

Both MCA and CA, as analytical techniques, are now described in more detail.

(1) Membership Categorization Analysis

A focus on analysis is critical to the interpretation of interview data. According to  Baker

(1997: 130), “less attention has been given until relatively recently to the analysis of such

data.” She applauds how an analysis of the interactional data changes significantly how

interviewing may be understood and pursued. 

Under the more conventional or positivist approach, analysis seeks themes in the content

of what is said by the interviewee. As a process, the analyst seeks to interpret the data

from thought to language to themes. The analyst then rethematizes the content, chunks the

data, categorizes it, and rearranges it into different formations. Various computerized

programs are available to assist this process. Basically, it is the respondent’s words and

ideas that are heard to represent the data, and that is what is analyzed.

However, an alternative approach to analysis employs a different set of assumptions.

Baker (1997) proposes the treatment of interview data through the use of Membership

Categorization Devices (MCDs). According to Baker (1997: 131), three assumptions

underpin this technique: 

• firstly, interviewing is understood as an interactional event in which

members draw on their cultural knowledge, including their knowledge
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about how members of categories routinely speak;

• secondly, questions are an essential part of the data, not merely neutral

invitations to speak; and

• thirdly, interview responses are treated as accounts more than reports, i.e.,

they are understood as the work of accounting by a member of a category

for activities attached to that category. 

It is the third assumption, of accounting for activities attached to a category, that is the

core of the analysis of data. Here, the analyst looks for the use of MCDs by the

interviewer and the interviewee, and attempts to reveal how both are involved in the

generations of versions of a social world built around categories and activities. 

Under such a technique, the analyst demonstrates how cultural knowledge is audible and

knowable in how people account to one another. The approach, therefore, is not in the

positivist form of “data collection,” but rather in the form of “data-making” or “data-

generation.” It represents a “round-about” way of identifying cultural knowledge which,

in Baker’s (1997) opinion, is the only one possible. The approach also draws on

Silverman’s (1993) and Sack’s (1992) understanding of analyzing interview data. Briefly,

the task of the analyst is to: 

...explicate the routine grounds of the work that interviewer and respondent do

together to assign sense and meaning to the interiors and exteriors they talk about

(Baker, 1997: 132).

According to Sacks (1992), talk is about social action, and is not simply some expression

of interior states or contents. People achieve their identities, realities, social order and

social relationships through talk. Others, like Jayyusi (1984) and Schegloff (1988),

suggest that even the simplest talk is always a social activity turning on category

identifications. Baker (1997: 132) agrees, arguing that humans routinely use MCDs to

organize characterizations of what is seen or heard, and in this sense, “membership

categorization is a pervasive resource for sense-making.”
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Attached to any MCD are Category Bound Activities (CBAs). Certain related activities

are attached to a category, providing a complex social landscape that connects interests,

territories and activities of interviewers and interviewees. Through the uncovering of

CBAs, certain membership in categories may be direct or implied. These descriptors, or

activities, variously state or imply a membership in possible categories. Hence, an

interactionist interview might commence with some topic, and then proceed with allowing

descriptors and activities to emerge in the talk. These descriptors or CBAs will then imply

membership in categories, and subsequently, assemble a social world in which the

categories have a cental place.

There are two rules, according to Sacks (1974: 219), for applying membership categories.

The first is the “economy rule.” This provides for the adequacy of using a single

membership category to describe a member of some population. The second is the

“consistency rule.” This holds that if a category from some device’s collection has been

used to categorize a first member of the population, then that category or other categories

of the same collection may be used to categorize further members of the population. There

are also some other rules applied by Sacks (1974) in assisting MCA, including the

“hearer’s maxim.” This holds that if two or more categories are used to categorize two or

more members of some population, and those categories can be heard as categories from

the same collection, then hear them that way. 

Hence, there is much more happening in the interactionist interview than merely asking

for and getting information. The interview now becomes a site for displaying the cultural

knowledges that can be employed to account for oneself. The analysis, therefore, seeks

to identify the category-knowledges at work in the talk of the participants. According to

Baker (1997:136), even a single utterance “can call and convey a great deal of cultural

knowledge through its design and placement in the talk.”

Further, Baker (1997: 142) stresses that in examining the cultural particulars the



142

interviewee produces for the listener, and by noticing how the interviewer’s hearing of the

talk itself evidences membership categorization at work, the analyst is able to see how

deeply interactional the interview is. Ultimately, the analyst searches how participants in

the interview locate the central categories (people, places, things, etc) that underpin the

talk. The assembling of a complex of categories will produce a moral or social order, and

each move in the interview will serve to add to or elaborate on the categories and

activities being developed. MCDs, therefore, according to Baker (1997: 143), are “a

profoundly important form of cultural competence.” 

Finally, Hester and Eglin (1997: 11) describe MCA as ethnomethodology, or “culture in

action.” They note, from an ethnomethodological point of view, that MCA occurs in a

situated, contextually embedded sense. This conception of MCA stands in marked contrast

to the “decontextualized” model of MCA (Eglin, 1980), the “decontextualized” model

being evident in the work of cognitive anthropology. Contrary to the decontextualized

conception of membership categorization as pre-existing structures or devices,

ethnomethodology stresses that membership categorization is an activity carried out in

local circumstances. MCDs, therefore, are collections to be regarded as “in situ”

achievements of members’ practical actions and reasoning. Categories are collected in the

course of their being used. This means, in turn, that the collection to which a category

belongs is constituted through its use in a particular context. With respect to MCA,

therefore, ethnomethodology’s interest is in the “occasioned corpus,” rather than the

“decontextualized corpus” (Hester and Eglin, 1997: 27). It is because of this conception

of culture as “situated,” or “occasioned,” that it may be termed “culture in action.”

The MCA approach, therefore, has implications in the way this study is conducted. The

interview, as described by the literature above, is similarly interested in the pragmatics of

the interactional setting. How and what the interviewer and respondent do with words is

the focus of interest. The analyst seeks to identify the category-knowledges at work,

looking for the activities (CBAs) that explicitly or implicitly relate to membership devices
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(MCDs). Each move in the interview is examined in its addition to, or elaboration of,

these categories and activities. Through such an approach, the study is firmly rooted in the

ethnomethodological grounding of MCA, i.e., “culture in context,” or “culture in action,”

as proposed in this chapter. 

As explained earlier in this section, CA ought to be used in conjunction with, not in

competition with, MCD. Transcripts and CA is therefore considered. 

(2) Transcripts and Conversational Analysis

Interviews initially focus on conversation. Words subsequently become the raw material

for analysis. Though appearing apparently trivial at first, words, in the art of conversation,

potentially display significant meanings and attributes. Even the very meaning of a word

can be defined according to its use (Wittgenstein, 1968: 116). According to Silverman

(1993: 115), “talk becomes the primary medium  through which social interaction takes

place.”

Silverman (1993) discusses the need to record and transcribe this talk, via tape-recordings,

even though the spoken language is central to social life. He describes a shift of interest

from using the interview merely as a means of obtaining data about a social world to a

focus on the organization of interview talk itself. Sacks (1974: 230), for instance, refers

to the “chaining rule” of a question, followed by an answer, from which a further question

may be developed. These sequences, he says, are a defining characteristic of interview

talk. Transcription provides a way to record and analyze such turns of talk. 

Detailed transcripts also offer the advantage of thwarting the tendency of some

transcribers to interfere and tamper with the actual record, or, as Silverman (1993: 117)

says, “to tidy up the ‘messy’ features of natural conversation.” Further, according to
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Heritage (1984), the transcript allows both analyst and reader to return to the extract either

to develop the analysis or to check it out. What may appear, at first hearing, to be

interactionally “obvious” can subsequently, via a transcript, be seen to be based on precise

mechanisms skillfully used by participants. Heritage concludes:

The use of recorded data is an essential corrective to the limitations of intuition

and recollection....The use of recordings extends the range and precision of the

observations which can be made. It permits other researchers to have direct access

to the data about which claims are being made, thus making analysis subject to

detailed public scrutiny and helping to minimize the influence of personal

preconceptions or analytical biases (1984: 238). 

Detailed transcripts, therefore, should not be relegated to the purpose of recording only,

prior to when the real analysis takes place. Producing detailed transcripts, as well as using

them, become essential research activities in analysis (Silverman, 1993: 117).

Various forms of notation and transcription symbols are available from which a transcript

may be prepared, among them including the Sack’s (1974) and Atkinson and Heritage’s

(1984) approaches. This study employs the simplified set of transcription symbols

presented by Silverman (1993: 118), given its ease of use, generality and appropriateness

to the research task at hand.

Essential to an understanding of the role detailed transcripts can potentially play in

analysis is a basic understanding of CA. As Silverman (1993: 120) says, “CA has

established itself as the leading approach in this area...to work with transcripts.”

Three fundamental assumptions underlie Heritage’s (1984) explanation of CA: 

• the structural organization of talk (in which talk exhibits stable, organized

patterns, as demonstrated by participants); 

• sequential organization (in which a speaker’s action is context-shaped such

that its contribution to an on-going sequence of actions cannot adequately

be understood except by reference to its context); and 
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• the empirical grounding of analysis (in which it is necessary to avoid

premature theory construction, and analysis is strongly data-driven). 

As Atkinson and Heritage (1984: 3) conclude, “it is sequences and turns-within-

sequences, rather than isolated utterances or sentences, which are the primary units of

analysis.” 

The activity and role of all parties in the interview is essential to CA. Silverman (1997:

163) explains that it is fundamentally through interaction that context is built, invoked and

managed, and that it is through interaction that institutional imperatives originating from

outside the interaction are evidenced and made real and enforceable for the participants.

This works by the analyst showing how the participants build the context of their talk in

and through talk. Along these lines, Sacks et al. (1974: 723) note three necessities toward

facilitating the interactive process: needing to listen (every participant must listen to and

analyze each utterance); understanding (turn-taking controls some of the ways in which

utterances are understood); and displaying understanding (which is a means whereby

actors display to one another that they are engaged in social action). 

There are a number of implications of CA for this study, particularly in relation to validity

and reliability. 

The use of CA and transcripts has the potential to enhance the validity and reliability of

the study. Transcripts comprise a useful technique in which to record interview accounts

in detail, yielding a potentially rich data record for analysis. This data record can: provide

a report in which the analyst can return to and re-evaluate; be used to further fathom the

categories evident in talk; and reveal standardized relational pairs, reinforcements of

ideas, category modifiers, substantiations, and other specialized features available in

transcript notation.  
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CA can also aid in a triangulation of the data, or act as an additional check on data

acquisition and analysis. As discussed in section 2, however, triangulation is still no

panacea for reliability and validity. Silverman (1993: 158) says the major problem with

triangulation as a test of validity is, by counterposing different contexts, “it ignores the

context-bound and skillful character of social interaction.” To summarize, though detailed

transcripts may go some way toward triangulation of data in this study, it is primarily

employed as a device to work with, and enhance, an MCA analysis.

Respondent validation is also appropriate for validity and reliability since it has the

potential to verify the transcript record. Hence, the transcript of each interview is  returned

to each student respondent for checking and verification.

Following a discussion of MCA and CA, a summary of their implications for this study

is noted before describing the research design in section 4. 

(3) Summary of Implications of MCA and CA for the Study

Attention is paid to validity and reliability issues in this study. This includes detection of

self-presentation or fleeting relationship problems through a knowledge of the students

being interviewed, and an avoidance of any status demarcations between interviewer and

interviewee through the creation of a cordial interview environment that fosters neutrality,

equality, and relative open-endedness. 

Consistent with an interactionist approach to interviews, both participants in each

interview are free to converse, ask questions, give answers, clarify, correct and engage in

open talk. Although managed by the interviewer to the extent of maintaining relevance

to the Research Questions, the interview is given the latitude to explore concepts and

meanings arising in the talk. Given the culturally-embedded nature of the Research

Questions pertaining to values processes, the interactionist interview, as a qualitative
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approach, and as discussed throughout this chapter, is regarded as the most appropriate

means by which to obtain and make sense of the data. 

Consistent with the necessity to complement a construction of meaning and talk in the

interviews, semi-structured interviews are selected. The interview questions ensure some

relevant focus on answering the Research Questions, that the propositions raised in

Chapter Three are used as elements in interview questioning, and that any useful probes

are inserted to help facilitate such a construction of meaning and talk. Otherwise, most of

the interview is open-ended.

These are also “active” interviews in the sense of offering respondents ways of

conceptualizing issues and making connections, encouraging respondents to shift

positions in order to explore alternative perspectives and stocks of knowledge, and

activating and stimulating the respondents to construct categories and attributes. Rather

than viewing student respondents as repositories of knowledge, according to a “passive”

model, the “active” interview approach allows for this kind of open interaction.

To this end MCA and CA are employed, as ethnomethodologically-based  techniques, in

which to collect, organize, categorize, analyze and interpret the data. MCA utilizes

Membership Categorization Devices, Category Bound Activities, and other mechanisms

from which to organize and make sense of the data. As opposed to a decontextualized

model, MCA focuses on culture in context or culture in action. The use of CA and

detailed transcripts follows on from the interviews, adding potentially to the overall

study’s validity and reliability. It yields a data record in which to return for understanding

and analysis, and allows for respondent validation. It is not initially selected simply as a

device for triangulation, but it is employed to compliment the MCA procedure.  

In all, the employment of qualitative, interactionist interviews, based on MCA and

detailed transcripts, provides a suitable method in which the theoretical propositions
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raised in Chapter Three are used as elements in interview questioning, and seek answers

to the Research Questions. 

Given this strong theoretical underpinning to the methodology and method selected for

this study, it is now possible to move on with a detailed description of how this study was

undertaken in an actual MTC setting.

4. The Research Design

The research was conducted at an Assemblies Of God (AOG) Ministry Training College

(MTC). Similar to all AOG vocational colleges in Australia, this MTC was situated on a

site close to a local AOG church. The church site amounted to one of the largest, in terms

of  membership, in Australia. The college was also significant, in terms of student

numbers, being one of 9 prominent AOG-based colleges nationwide. Of the 22 students

at the MTC, ten were in the second, or final year of Diploma studies. 

Six students from the second year class were invited to participate in an interview, on a

one-by-one basis with the interviewer, lasting for approximately 90 minutes. The second

year class was selected as the population from which the students were drawn, rather than

the first year class, since the students would have experienced an equal amount of time

to settle within the college and solidify some of their views on values and culture. Given

the scope of this study, and given that this number constituted more than half of the

second year class, six respondents constituted a sufficient number to interview. Of the six,

three were males and three were females. Five were Caucasian and Australian born, and

one was a Papua and New Guinean on a student visa. All fell within the 25 to 54 age

group, with three in their 30s, two in their 20s, and one was 54.  Students as young as 17,

or in their 60s and 70s, who sometimes make up the student population, were not

represented in the second year class in 2002.
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The respondents, however, were selected on the basis of varied background, the intention

being to strengthen an understanding of values processes in AOG contexts. For instance,

if the data were to show certain commonalities in the way values processes work, despite

the different backgrounds of the students, certain conclusions could be reached about the

impact of church-based values on all of the selected MTC participants. On the other hand,

if the data were to show certain differences in the way values processes work, in light of

the different backgrounds of the students, certain conclusions could be reached about how

individual characteristics affect the way that values processes work for each participant.

It is also conceivable that both scenarios might be applicable, e.g., commonalities in the

way values processes generally impact upon participants, yet underpinned by certain

individual characteristics.     

These individual characteristics are likely to impact upon the insights gained on cultural

transfer. Following an analysis of the data directly addressing the Research Questions,

attention will be focused on each individual respondent. This causes a turning point in the

study from a psychologistic approach to a transformative approach, bringing a different

perspective on the dynamics of transfer. 

The researcher was the Academic Dean of the MTC in which this study was undertaken.

The head of the MTC, however, was the Principal. The Principal, as the local church

appointee, was also the deputy minister of this church and, therefore, was closely involved

with general church operations, appointments, leadership and politics. The Academic

Dean, on the other hand, though having AOG affiliation, was an educational appointment

responsible for the college curriculum, overseeing lecturing staff, time tabling, delivering

principal lectures, and seeing to general administrative matters. He had no say in any

future placements or appointments of students following graduation, nor had he ever been

consulted for his opinion on a potential local church appointment. This meant that the

Academic Dean’s post was not regarded as a powerful position with regard to student’s

futures. This enabled him to engage in conversational discourse in a relatively neutral
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way. 

Furthermore, the MTC had some degree of independence from the local church. It was

subject to State legislative accreditation requirements and obligations, giving the MTC

certain autonomy in the way it conducted itself. In accordance with educational

requirements, for instance, students are encouraged to participate in debate and critical

thinking. Church persons have been aware of the level of independence conferred upon

MTCs to the extent that some approach MTC staff with their church grievances in the

expectation of receiving a neutral hearing. This indicates that staff, except for the church-

appointee, the Principal, may be somewhat divorced from church culturally-embedded

practices. 

Finally, the interactionist methodology utilized in this study, as described in this chapter,

assisted in the maintenance of a “conversationalist” style of interview. In the main, the

general questions posed by the interviewer were sufficient to produce interview accounts,

though occasionally, specific probes were employed to clarify talk and facilitate these

accounts. The respondents were encouraged to talk or converse on various issues and

themes related to this study such that the interviewer could “hear” their various accounts.

All of these features helped ensure that the position of the interviewer was essentially

equal to that of the participant in the interview. The interview, in short, was a relatively

neutral occasion in which students were unencumbered and therefore were freely able to

express themselves. There was no coercion by the interviewer toward any particular end.

The site for the conduct of the interviews was a comfortable interview office on the

school premises, some distance away from the college, and unencumbered by any symbols

that might heighten any impression of lecturer/student relationships or college assessment.

The idea was to provide an atmosphere that was as neutral as possible, in the sense that

interviewer and respondent could interact freely without college concerns interfering with
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the interview process. Given that these interviews were interactionist and “active” in

approach, as described in this chapter, such considerations were considered vital.  

As mentioned earlier in this chapter, semi-structured interviews were selected. Although

the structure was minimal, the approach to facilitating each interview was as follows:

1. Broad opening questions.

The questions could include:  

• “What brought you here to this Pentecostal church and to this college?” 

•  “Apart from content and skills, what have you learned since being at this

church or college?”

• “From where do your values and beliefs come, and why are they important

to you?”

• “Can you tell me a few things about yourself?”

• “What aspirations do you hold for yourself in the future?”

• “What do you like about church, and what don’t you like about it?”

• “Can you explain why you are a Pentecostal believer?”

• “What impacts on you most about church and college life?”

Such broad questions aim at facilitating the kind of interaction described in this chapter.

However, depending on the flow of the interview, the unique characteristics of the

interviewee, and the extent to which the Research Questions are being addressed, the use

of specific probes could also be necessary.

2. Specific probes, or propositions concluded in Chapter Three, that are used as

elements in interview questioning.

The questions could include:

• “What do you consider are the major charismatic values and personal

character values you hold?”



152

This addresses the Research Question: What values are transmitted in AOG

church contexts?

• “What organized Christian-influence sources or non-Christian-influence

sources do you think shaped some of the values and beliefs you hold?” 

This addresses the Research Question: From what principal sources do the

values come? 

• “What institutional motivational purposes, continuance reasons, or change

agents do you think are responsible for the transmission of church-based

values and beliefs?”

This addresses the Research Question: Why are the values transmitted in

AOG church contexts?

• “What church methods or venues do you think are responsible for the

transmission of values?”

This addresses the Research Question: How, and by what means, are these

values transmitted? 

• “What personal fervor, personal goals, and desires to connect with the

church, do you think played a role in acquiring church-based values over

time?”

This addresses the Research Question: How and why would students

choose to acquire these values? 

Depending on how well the interview was developing in terms of the production of

meanings in talk, the recognition of categories and attributes, and other features of an

interactive view, it could be necessary for the interviewer to probe further in order to

clarify or substantiate certain matters, or in order to obtain new insights into the cultural

world of the participant, as described in this chapter. Certain general probes could,

therefore, assist in this endeavour. 
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3. General Probes that aim to incite, nurture and reinforce meaning and talk.

These questions could include:

• “Why do you think that?”

• “Where did you get that idea from?”

• “Who informed you that way?”

• “How did it happen for you?”

• “What was it that really appealed to you?”

• “Why were you so enthusiastic about that?”

• “Does that mean a lot to you, and why?”

• “How do you explain yourself thinking that way?”

• “Did that make a strong impact on you, and why did that happen?”

• “Can you explain that further?” and

• “Have I got it right that...?”

Otherwise there was to be as little as possible structure imposed on the talk.

Attention was also given to research ethics, as highlighted by Lawson (1997) and Smith

(1997). All respondents were assured of confidentiality and were well informed in writing,

before their consent, that they could withdraw from the study at any stage for any reason.

Ethical approval for this study, using the interview method, was granted by Griffith

University as consistent with university policies. A copy of the consent letter given to all

six respondents appears in Appendix 4. These letters were subsequently signed by each

respondent, thereby providing their informed consent.

The consent letter explained the duration of the interview, and noted that the interview

was purely for university research purposes having nothing to do with college assessment.

The student respondents were also advised that the interview would be taped, and the

dialogue later transcribed. They were assured of confidentiality, such as in the

employment of fictitious names, and they were informed that the dialogue would not
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become part of any data base other than for the research task at hand. They were also

informed that all tapes would be destroyed after the research was over. In addition, the

consent letter informed them that a data presentation and analysis would be printed in the

thesis for circulation to the university and interested bodies, however, fictitious names and

categorizations of themes, activities, etc, would assure privacy. Finally, they were advised

that the typed transcripts would be returned to them for verification of the interview

record. The students, therefore, were given the opportunity to question the records if it

was felt that the records were not authentic or did not accurately express their comments.

Facilitating the interview process was also the knowledge that the researcher played no

role in the placement of students, this being largely a local church or denominational

matter primarily based on a senior minister’s recommendation. Hence, there would be

little or no pressure for respondents to say the kind of things they might think could assist

their grades or placement in the future. Further, no student respondent was informed in

any way about what was the  “right,” “wrong,” or “appropriate” thing to say in an

interview. The interview was primarily aimed at facilitating meaning and talk, free of any

pressure to conform or perform.

Before concluding this chapter, a summary is provided that links the methodology,

method, Research Questions, and propositional concepts.  

5. Conclusion

The aim of the interviews was to promote “data-up,” or an emergence of the data from the

interview interaction itself. However, there was also attention paid to “theory-down,” in

the sense that the Research Questions, propositions and conceptual ideas presented in

Chapter Three guided the research process, e.g., in the broad opening questions, specific

probes and general probes listed in section 4. Only then does this investigation offer the

kind of extended argument necessary to reach conclusions with integrity. Further, the
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interactive interview method, as a qualitative methodology, was discussed in the current

chapter. Given this linkage between the methodology, method and Research Questions,

certain propositional concepts were addressed. Table 7 summarizes these linkages. 

Having discussed a qualitative approach to this investigation, the interactional interview

method, the employment of transcripts using standardized conventions, as well as some

of the literature relevant to these methods and approaches, and having conducted the

interviews in an interactionist manner as described by this body of literature, it is to a data

presentation and analysis of results that this dissertation now turns.

Methodology Method Research Questions Propositional Concepts

Qualitative Interview and
transcripts

What are the values?

From what sources
do the values come?

Why are the values
transmitted? 

How, and by what
means, are these
values transmitted?

How and why would
participants choose
to acquire these
values? 

* Charismatic values
* Personal character values

* Christian-influence             
    sources

* Motivational purposes
* Organizational                   
continuance
* A change agent

* Church methods
* Church venues

* Personal fervor
* Personal goals
* To connect with the            
    church

TABLE 7. Linkages between Research Methodology, Method, Research Questions and         

                   Propositional Concepts 
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CHAPTER FIVE

PRESENTATION AND ANALYSIS OF RESULTS

Following a discussion of the research design and data gathering method in Chapter Four,

the data are presented and analysed in this chapter. Conclusions are reached concerning

the applicability of theoretical explanations of values transfer to MTC students in an AOG

context. In undertaking these tasks, this chapter is organized primarily around the five

Research Questions which initially framed a conceptual understanding of values

processes in AOG contexts. 

The chapter commences by outlining some of the biographical details of each of the six

student respondents. The purpose of this is to indicate at the outset the kinds of

participants with whom the study is dealing. As discussed in the previous chapter,

selecting student respondents from diverse backgrounds broadens the data or the values

processes they experience. The selection was achieved by examining the enrollment forms

of all ten students in the second year class, in which personal testimonies, interests, and

background  information were provided. None of the students selected for interview were

involved in the four minor research projects described in Chapter One. 

Following the presentation of biographical details on each student, a description is

provided of how the data were collected, recorded, organized and analysed. This

description provides some indication of the integrity, validity and reliability of the data

collection and analysis procedure, without which sound conclusions cannot be reached.

After the description, most of the chapter is devoted to the presentation and analysis of

results. The first objective of data presentation and analysis is to examine the overall

composition and spread of results for each of the Research Questions. The various
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categories portrayed by the data, under each Research Question, are identified and

analysed according to the degree of recognition each category received, and by whom.

Some very clear pictures of values processes “emerge” from the data. The term,

“categories,” is used in this chapter to describe the various values, sources of values,

reasons for transmission, transmission devices and reasons for acquisition, given a

widespread usage of the term in the literature cited in Chapter Four. There were, for

instance, 24 values, or categories, relevant to Research Question 1 in Chapter Three (as

apparent in Table 2), and seven sources of values, or categories, relevant to Research

Question 2 in Chapter Three (as apparent in Table 3).

After the data pertaining to the Research Questions are presented and analysed, individual

respondent differences in the data are discussed. The entire process is underpinned by a

consideration of the theoretical explanation of values processes outlined in Chapter Three.

A conclusion will briefly summarize the findings in this chapter, and present a modified

explanation of values processes and how they work for MTC students in AOG contexts.

This chapter now turns to the first of these four tasks with a basic biographical description

of each of the six respondents. 

1. Biographical Details of Student Subjects

All of the names appearing in this chapter are fictitious in order to preserve respondent

confidentiality. The names chosen do not remotely resemble the original. Other

information in this chapter is authentic, including the biographical details of respondents,

the excerpts of interview talk, and the data presentation. The provision of specific details

relating to sex and certain biographical characteristics could not be avoided given that

many of these details were critical to data analysis. However, some of the details have

been generalized in order to create further anonymity. 
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All six respondents were from the second year class, as explained in Chapter Four, and

hence, each had been a student at the MTC, in which this study was undertaken, for one

year and three months. The duration of attendance for each respondent at the on-site AOG

church, or at Pentecostal churches in general, varied among them. All had a varied

background, in terms of family upbringing, schooling and other life experiences, and all

had varying personal circumstances, including their ages, marital status, number of

children, vocation, current ministry expression and hopes for the future. 

Mary

Mary is female, in her mid thirties, and married with children. She has been attending the

local AOG church for a little over a year; roughly the same period she has been living in

Australia. She is a Pacific Islander, and is currently on a two-year student visa to study

in Australia. For 15 years previously, in her home country, she was an AOG Pentecostal,

and throughout that time, was very active teaching Bible in the village AOG church from

which she comes. Her current church involvement is with children’s ministries. She is a

housewife in the traditional sense, caring for husband and family, never having been

formally employed. She attended local Catholic schools (there were no AOG churches

near her at the time), and had some nominal Catholic upbringing. She describes her home

village  as “AOG.” Her aim in the future is to function in prayer and teach the Bible. 

Len

Len is male, in his late thirties, and single. He has been at the local AOG church for over

5 years. He was for almost twenty years previously a Pentecostal, predominantly AOG,

and had some nominal Anglican attendances as a youth. He has Anglo-Saxon background

and had no Christian upbringing. He attended State schools throughout his school years.

His current church involvement is music and worship, and he regularly plays a musical

instrument for church worship on Sundays. He is employed at a local religious High

School. For some years he was employed in both a professional and labouring capacity.

His major non-church interest is in the arts. His aim in the future is to be employed at a
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MTC as a Bible teacher. 

Sally

Sally is female, in her early thirties, and married with children. She is remarried following

a divorce many years ago to a male that constituted a pre-arranged wedding. She was born

in Australia, the daughter of Italian migrants, who worked sugar cane fields. She has been

one year and three months at the local AOG church. She was attending a Pentecostal

Uniting Church for 6 months prior to this, in the same city where this study was done, and

had no previous Pentecostal attendances. She was raised in a stern and highly

authoritarian religious Catholic family, and always attended Catholic schools in country

towns. Her current church involvement is children’s ministries. She is employed part-time

in the military. Her aim in the future is to function in evangelism, both in the church and,

possibly, as a chaplain in the Army. 

Tony

Tony is male, in his mid twenties, single, and living at home with parents and siblings.

He has been at the local AOG church for over 3 years, having moved there from another

state with his family. Born in Australia of Anglo-Saxon heritage, he has had a very strong

Pentecostal upbringing all his life, and has mostly attended Protestant Christian schools.

His father is an AOG  minister in Australia, and functioned as a senior minister of an

AOG church for a number of years before moving to the church and city where this study

was undertaken. Tony is a third generation Pentecostal, with his grandparents on both

sides of the family also having had strong involvement. He is a student leader of the MTC

in which this study was undertaken, and is extensively involved in church activities,

particularly in youth work and praise and worship on Sundays. His only employment is

part-time church work. His aim in the future is to be an AOG minister. 

Beatrice

Beatrice is female, in her mid fifties, and married with grown up children. She has been
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at the local AOG church, where this study was undertaken, for over two decades. She is

Australian born, and is of Anglo-Saxon heritage. She had no Christian upbringing, except

for the odd Sunday School attendance, and always went to State schools. Prior to her

becoming a Pentecostal, she had minimal, very occasional attendance at Methodist and

Uniting churches. Her current church involvement is with local and foreign missions, and

she is involved with missions for the MTC in which this study was undertaken. Her

lifetime profession has been nursing, of which she still practises, and has held responsible

positions within the profession. Her aim in the future is simply to help others, both inside

and outside the church. 

Paul

Paul is male, in his early thirties, and is married with children. His wife’s father is a

prominent AOG minister, and his wife’s mother is employed in the local AOG church in

which this study is undertaken. Paul has been at the local AOG church for well over a

decade. Born in Australia, of Anglo-Saxon heritage, he was largely unchurched until he

started attending the local AOG church. His mother was a nominal Catholic, and sent him

to Catholic schools throughout his school years. His father was never present in the home.

He was a troublesome and rebellious child, and had been expelled from schools. During

his teen years and early twenties, he used to break-and-enter, and was in trouble with the

law. He is currently operating a small home group, and is extensively involved in church

outreach and evangelism. He does part-time labouring work outside of college time. His

aim in the future is to pioneer and establish AOG churches. 

It is apparent that all six student subjects have different backgrounds and different

personal characteristics and circumstances. All are pursuing an identical award, a

Government accredited Diploma in Bible and Christian Ministries, at the MTC in which

they are students. All have some kind of practical church involvement or expression in

the local AOG church. 
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The composition of this group of respondents, therefore, provides the basis for a

potentially rich and diverse approach to understanding how values processes work for

MTC students in an AOG context. 

Having provided a picture of the personal makeup of the respondents for interview, the

next section describes how the data were collected, recorded, organized and analysed. 

2. How the Data were Collected, Recorded, Organized and Analysed

Each interview lasted for approximately 90 minutes, except Beatrice’s, which lasted for

75 minutes. Sufficient time was available, therefore, in which to foster talk and “active”

interaction. In all six cases, broad opening questions were presented and probes -- specific

and general -- were inserted where appropriate, as described in Chapter Four, in order to

facilitate clarification, exploration, substantiation, emergence of the relevant categories,

a general focus on the Research Questions, and other factors relevant to MCA and CA.

The interviews took place over a three-week period. All six students were invited to

participate, and all obliged, after explanations of the procedural and ethical ramifications

of the study as explained at the end of Chapter Four. 

Detailed interview transcripts employing Silverman’s (1993: 118) transcription symbols

were subsequently typed from the audio tapes following the interviews. The typed

transcripts were then returned to all respondents, inviting each to authenticate the contents

or clarify points they thought the interviewer might have misunderstood. All six

transcripts were subsequently collected from the respondents, none of whom made any

significant modifications. Only Mary wrote some additional information, of about a page,

clarifying some criticisms she made during the interview of “heavy teaching” at the local

AOG church. She said she did not want the interviewer to think she was in any way

“critical” of the local AOG leadership. 
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A meticulous study of the transcripts followed, with numerous re-reads and subsequent

re-listenings to the audio tapes. The aim was to gain a sound working knowledge of, and

familiarity with, the data. An excerpt of a partial interview transcript appears in Appendix

5. 

Throughout this chapter, quotes from the interview transcripts are written with full

notation so as to: highlight the importance of the text; clarify what the speaker was saying;

ensure that the appropriate emphasis is not lost; stress the point or issue being made by the

writer; and preserve the validity and integrity of the text. 

In attempting to undertake a systematic approach to analysis, two strategic kinds of passes

were made over the interview data. In one pass (which involved a number of readings),

the interview session was studied as a particular interactional event. The approach here

was to treat the interview as an instance of specialized, distinctive talk, as per the

requirements of Conversational Analysis (CA) described in the previous chapter. In a

second pass, the content of the interviews was studied as the reflection of social order that

the speakers construct. Here, it was asked how the accounts of the speakers were put

together as possible descriptors of their social experiences. The interviews were thereby

treated as a formulation of accounts, and as such, were consistent with Membership

Categorization Analysis (MCA) as described in the previous chapter. Some of the details

pertaining to these two passes are now described at greater length.

The first pass, consistent with CA techniques, focussed on the interactional features of

the interviews, including the kinds of turn-taking procedures and repairs, shifts,

upgrading devices, inflections, alignments, confirmations, restatements, contrasts,

insertions and other interactional features that reflect and rebuild institutional identities.

For instance, following a general probe by the interviewer on the effectiveness of

preaching as a transmitting device, Mary commented, at first, on her support for the

quality of pastoral preaching at the local AOG church. However, she soon corrected and



As mentioned in Chapter Four, Silverman’s (1993: 118) transcription notations are1

employed in the preparation of the transcripts. For instance, the numbers in brackets indicate,
in seconds, the length of the pause between a speaker’s words. There are other conventions of
transcription interaction included in the text, such as: hhhh indicates the duration of an
outbreath; .hhhh indicates the duration of an inbreath; a word that is underlined denotes
emphasis; (.) stands for a very short pause; a series of colons ::: stands for the extent to which
the letter prior to the colons is held or extended; square brackets [ indicate overlapping talk; 
= refers to no pause between speakers; and double brackets ((   )) indicate a comment or
clarification by the writer. 
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repaired this notion, upon further reflection of her personal opinion, quietly suggesting

that preaching was too complicated and not simple enough : 1

The preaching (4) hhhh To be honest with you (2), I, I, (1) I, really feel (2),

ummm (1), what I really hhhh feel about (.5) how I see this ummm (2), the

preaching is um (2), its (.5) it’s (1) for the mature Christians (3). Its like (.5) that’s

how I see it!

Another student respondent, Sally, made frequent use of upgrading devices by

responding to some of the interviewer’s questions with  upgrades to a more spiritual

dimension. For example, in response to the interviewer’s general probe, “You must find

it (.) challenging at times to ummm (.) ahh (1) submit to the senior pastor?” she replied:

Well (2) I have to find what (.) the word of God says (1) ahhh (1) you kno::w

(1.5) that certain things are in our lives until .hhhh (.) God decides to take them

away. 

Such instances, true to CA, were written on the transcript. Hence, throughout all the

transcripts, notations like “upgrade,” “positions herself,” “repair,” disalignment,”

“correction,” and other descriptions were written. This documentation, therefore, using

CA, facilitated a systematic and structured approach to analysis, and contributed to

validity and reliability. It was particularly useful in understanding some of the distinctive

individual characteristics that ensued, as described in section 3 of this chapter. 

The second pass, consistent with MCA, looked carefully at the categories speakers used

in their descriptions of various events, issues and topics. In particular, the various

categories identified under each of the Research Questions in Chapter Three (summarized



164

in Tables 2 - 6) were the focus of interest. However, new categories were evident in the

data. Though being mindful of the theoretical propositions in Chapter Three, and

employing them as a guide in data collection and analysis, they were not allowed to

“force” the data into a preconceived theoretical explanation of values processes.  

Collections of categories ultimately constituted a “membership” of categories, called a

Membership Categorization Device (MCD), as described in Chapter Four. In this study,

the MCD became, “the church participant as a holder of values.”  Generally speaking,

interviewees are interviewed because of their membership in a certain general category.

It soon became apparent from a number of reviews of the data that students were

“members” of a particularly adhesive, compliant, pressured, and somewhat contrived,

cultural community -- hence, the MCD title. 

Numerous Category Bound Activities (CBAs), as also described in Chapter Four, were

relevant to the various categories. These assisted as “category-identifiers,” that is, certain

details of a talk could clinch a category-identity (be it one of the values, sources of values,

reasons for transmission, transmission devices or reasons for acquisition). These

categorizations and attributions became the building blocks for the explanations of the

topic at hand. Attributions signal a category and bring to light the warrant for the

categorization. All of the categories emerging in the interviews were identified and

classified in this way. 

Attributions and subsequent categorizations were marked on the typed transcripts

according to a coding system so as not to overly detail the investigator’s notations on each

page of transcript. For instance, under the first Research Question, “What values are

transmitted in AOG contexts?” coded numbers were applied to the list of values (or

categories) documented in Table 2 of Chapter Three. The first value in this Table,

“Church Growth,” was assigned the number 101, and the second value, “Christ is

preached boldly,” was assigned the number 102, and so on for the remainder of the values
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in the Table. Under the second Research Question, “From what principal sources do the

values come?” 200-type numbers were assigned to the sources of values (or categories)

in Table 3 of Chapter Three, such as number 201 for the first source, “Family/home

upbringing.” The same numbering procedure was applied to Tables 4, 5 and 6, covering

Research Questions 3, 4 and 5, assigning 300-, 400-, and 500-type numbers respectively

to the various categories within each Table. Whenever a direct category description, or

attribution pointing to an identifiable category, were noticed in a transcript, a code

number was written in the margin as an instance of that category. 

For example, Mary said: 

I find repetition to be (.5) the best method to get the information (.) into people (.)

Sometimes hhhhh you say some very nice thing and (.2) you say it once (1) and

.hhhh (1.5) people just forget it (3) so (.) the repetition method is excellent and

.hhhhh I have learnt a lot through reinforcement (1) yeah like (1) college

frequently repeating things. 

In this instance, the code number 405 for “reinforcement,” a transmission device, was

assigned and noted in the margin of Mary’s transcript. The code was only assigned once

to Mary’s complete sentence, as the intention ultimately was to add the frequencies of

category mentions by each student, and across all students, to assist analysis and

interpretation. This subsequently led to the formation of data Tables and Figures, which

listed all categories under each Research Question, and their frequencies of mention,

including any new categories that might have emerged. Such statements, like Mary’s

example above, were quite clear as to which category to apply.

At other times, however, category identification was not so explicit or direct, yet certain

attributes (CBAs) were present which strongly pointed to a particular category. For

example,  Beatrice commented: 

I think that’s why (.3) .hhh I have been at Calvary [AOG] for as long as I have

been because (2) hhhhhh there have been many ups and downs  (.) for me over the

years but .hhhh (2) I never felt (.2) aw (1) I don’t want to be .hhh (1.5) don’t want

to miss out on what God wants me to do. 
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Her emphasis on her “ups and downs” and not wanting to “miss out” on what God wants

her to do constituted attributions of the category, “a sense of calling,” relating to Research

Question 5, “How and why would students choose to acquire church-based  values?”

Although the words, “a sense of calling,” were not direct words used in this text, various

attributions clearly pointed to it. This reason for acquisition (or category) was formed due

to some significant referral to it by one or more student subjects, hence, it appears as a

additional category to those listed in Table 6 of Chapter Three. Since categories were

allowed to emerge “data - up” in this study in recognition of new information relevant to

the student subjects, “a sense of calling” was subsequently assigned an appropriate

category number as well -- in this case, number 519. Any further evidences of this

category emerging throughout the student transcripts, either directly identified or

attributed to it, were similarly assigned the number 519 near the relevant sentence in the

margin.

This procedure was repeated throughout an investigation of the transcripts, writing coded

numbers in the margin throughout, checking and double-checking their applicability, and

allowing new categorizations to emerge where they were relevant. 

Furthermore, in the second pass utilizing MCA, the procedures which speakers used to

“substantiate” the relevance of certain categories, attributions and explanations were

noted. Substantiations are the ways in which speakers support, qualify and give more

precise weight to their statements. They may include shared understandings, anecdotal

evidence, dramatic techniques, official discourses, and personal or professional

experience. As will be discussed further in section 3 of this chapter, most of the

substantiations used by students were strongly “experience” based, followed by a

moderate amount of official discourse (the Bible), and a few instances of anecdotal

evidence. For example, Len says: 

There was music (1) there was something that was just (.5) hhh bubbling (2) it was

contemporary (.) to me .hhhh without that (1.5) I would say it is not church (3) to

me there’s a life ummmm (1) some people like to go to the traditional ((more
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historical churches)) (.) they don’t like all the hull:::abaloo and (.5) all that frivolity

.hhh that some people may say and (2) that’s fine. To me (2) it just does:::n’t work.

This statement constituted a “substantiation” based on experience, and was duly noted

on the transcript. Such statements aided an understanding of students’ responses. Others,

like Sally, used an anecdotal substantiation in her comment: 

And if you can think of church-going along the line of maintaining a car (.) you

know (1) don’t just hhh you know you never buy a brand-new car and nev:::er

service it and nev::er put fuel in it (.2) do you? 

In her case, the substantiation was also noted on the transcript.

Any relevant “cause-effect” sequences were noted on the transcripts. Through these

sequences, certain explanations were enabled by the combination of categories and

attributions. For example, Sally tended to partly attribute her enthusiasm for Pentecostal

churches to a harsh upbringing by her Catholic mother: 

Interviewee: ...ummm yeah (2) .hhhh they ((parents)) were pretty strict (.) Mum would

(1) is [very strict 

Interviewer:                     [right=

Interviewee:                     =she (.) ummm (3) I think that’s where a lot of my hhhh ummm

views come from (.) because I (3) it’s really hard because even now hhh (.)

she is very strict she (2) is still very strict.

Such a procedure also helps certain inferences to be made about Sally, as will become

more apparent in a consideration of individual differences in section 3 of this chapter. 

There were no “standardized relational pairs” of any significance, other than typical

relationships between a student and a church leader (Paul, for instance, regularly related

to the senior pastor on a mentoring basis), or between a student and other church

participants (one student respondent in particular, Beatrice, strongly emphasized peer and

church “family” relationships). Beatrice, for example, commented: 

With my husband .hhhh (2) because he is (.5) not re:::ally interested hhhh

unfortunately (2) I really enjoy a close friend at church or (.5) a close relationship

that (2) you can ju:::st share the goodness of God or (.5) just share the
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disappointment and .hhhh ummm (.5) just have th:::at encouragement. 

There is also a “cause-effect” relationship in this statement.

In all, it is the composition of categorizations, attributions, substantiations, cause-effect

connections, and inferences that comprise the interview account. As members of an AOG

Pentecostal culture, speakers operate with presumed commonsense knowledge of social

structures, allowing interpretations and results to take shape. It is based on this

understanding that members possess commonsense knowledge of social structures that

categories may be formed and organized. Consequently, the aim of the MCA procedure

conducted in this study was to allow this methodical activity to both follow and re-validate

a set of clear cultural conventions. 

Finally, based on both the CA and MCA approaches adopted in this study, some claim to

the validity of the interpretations and conclusions reached may be based on the following

qualities:

• how these forms of guidance are visible in the interactional features of the

talk – in the management of the turn-taking, the exchange structures, the

production and repair of trouble, upgrades, and other features of talk, and the

biographical characteristics of each speaker that are called into play for the

interview “here and now”;

• how each speaker, including the interviewer, provides guidance for the

preferred kinds of accounting – the MCDs, categorizations, attributions,

substantiations, cause-effect relationships and reasoning practices – that

constitute the interview’s interests and relevances; and

• how the interviewer provides designations of who the interviewee is for the

interview, the “church participant as a holder of values,” and explicit norms

for accounting. 
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Before concluding this section, mention needs to be made of some of the differences that

emerged among the respondents in terms of the way each engaged with values processes.

The results indicated that something further was happening in the student data that was not

initially apparent in the original theoretical propositions formulated in Chapter Three. This,

then, led to a closer examination of the data, on a student-by-student basis, to understand

what individual characteristics were at work in shaping each respondent’s approach to

values processes. This is discussed further in section 3. 

Having described how the data were collected, recorded, organized and analysed, the

chapter now continues with a presentation and analysis of results. 

3. Presentation and Analysis of Results

The categories were tallied and sorted according to the number of times each was

mentioned -- either directly, in which case the category was specifically referred to, or

indirectly, in which case certain attributions indicated attachment to a category, as described

in the previous section. The purpose was to provide an overall understanding of the extent

to which each of the categories, mentioned under each of the Research Questions in

Chapter Three (and summarized in Tables 2 - 6), featured in the student data, including any

new categories that might emerge.  

The Tables and Figures presented in this section illustrate the extent and frequency of this

collective spread. The Tables and Figures are largely organized according to the category

presentations in Chapter Three, under their respective Research Questions.  

Furthermore, the category mentions are also investigated on a respondent-by-respondent

basis so as to further an understanding of the role, and extent, differing individual

characteristics played on each of the respondent’s engagement with values processes. For

instance, under Table 13, the first transmission device, “Creating highly similar situations,”
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received 29 mentions overall (either directly, or indirectly via certain attributions to that

category) from the six transcripts, however, one of these, Tony, was responsible for 19 of

them. Obviously, certain characteristics unique to Tony were responsible for most of this

result, requiring some examination of his individual characteristics. Individual differences

are addressed in this section after the categories relating to all five Research Questions are

analysed and discussed.  

Some other categories were more evenly spread, or more frequently referred to, like,

“Strong Visionary leadership,” in the same Table, which received 49 mentions overall and

received some significant reference by all six respondents (the lowest 5, and the highest

12). Many commonalities, therefore, also run through the data, indicating few individual

differences. Hence, the data were initially analysed and discussed according to each of the

Research Questions, and then attention was directed to individual characteristics later. 

The data relating to the first Research Question, and its associated values (or categories)

and  frequencies of mention, is where this  presentation and analysis begins. It is pointed

out at the outset, however, that the scope of this study does not permit a discussion of every

statistic or feature evident in the data. A selected analysis and explanation of the data is

undertaken in order to provide insights into values processes concerning MTC students in

AOG contexts, and in order to develop defensible conclusions. 

A. What Values are Transmitted in AOG Church Contexts?

Table 8 presents the data relevant to the Research Question, “What values are transmitted

in AOG church contexts?” The Table incorporates data relevant to the values/categories

identified in Chapter Three. Table 9 incorporates data relevant to additional values that

emerge. Figure 2 provides a graphical presentation of the totals in Table 8, excluding

individual respondent data, and Figure 3 achieves the same concerning the totals in Table

9. 
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Nine columns are represented in Table 8. The first column, “Major Values,” list all 24 of

the values identified in Chapter Three (and corresponding to Table 2). Six of the columns

refer to the data from each of the respondents: Mary; Len; Sally; Tony; Beatrice; and Paul.

Major Values

Church growth
Christ is preached boldly
Leadership charisma
A relationship with God
Commitment
Liveliness and excitement
Action and activity
Compliance
Church as a lifestyle and      
   community
The vision itself
Trust and submission
Generous giving
Excellence
Good attitude
Expectancy
Integrity
Consistency
Credibility
Reliability
No criticism
Strong Faith
Relevance
Loyalty
Unity
TOTALS PER STUDENT

Prop

C
C
C
P
C
C
C
C
C

C
C
C
P
P
P
P
P
P
P
C
P
C
C
C

Total

6
10
7
39
42
12
28
29
27

1
10
2
5
9
1
15
4
3
2
4
15
2
17
3

Mary

3
0
1
8
2
2
4
1
1

0
2
1
0
1
0
2
1
0
0
1
4
1
2
2
39

Len

0
0
0
3
5
1
1
15
4

0
0
0
0
3
0
4
2
1
1
1
1
0
0
0
42

Sally

1
7
0
5
9
5
12
0
3

0
2
0
0
0
0
2
0
0
0
0
5
0
11
0
62

Tony

2
1
0
6
13
3
6
13
5

1
6
1
5
5
1
5
1
1
1
2
3
1
1
1
84

Beatrice

0
1
4
13
5
0
1
0
12

0
0
0
0
0
0
0
0
0
0
0
0
0
0
0
36

Paul

0
1
2
4
8
1
4
0
2

0
0
0
0
0
0
2
0
1
0
0
2
0
3
0
30

                   Legend: C = Charismatic values
         P = Personal character values

TABLE 8. What Values are Transmitted in AOG Church Contexts? (Chapter Three Categories)

For instance, for the value/category “Church Growth,” Mary made 3 mentions either

through direct mention of that value or attributions (CBAs) of that value. Len, Beatrice and

Paul made no mention, and Sally and Tony made 1 and 2 mentions respectively. All the

individual data were then added together, yielding a total of 6 mentions collectively, as
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recorded under the “Total” column for the value, “Church Growth.” The remaining

column, “Prop,” repeats the propositional classification allocated to each value in Chapter

Three (also corresponding to Table 2). For instance, the letter “C” appears in the

Propositional column in Table 8 classifying “Church Growth” as a “Charismatic” value.

The data attached to each value thereby facilitates certain conclusions to be reached

concerning the relevance of the theoretical proposition stated in Chapter Three concerning

Research Question 1. 

The same explanation applies to Table 9, except that the relevant propositional

classification is assigned on the basis of the new value/category emerging from the data.

Major Values

Grace
Truth
Holy Spirit emphasis
Patience
Joyfulness
Honesty
Boldness
Desire for church             
involvement
TOTALS PER STUDENT

Prop

P
P
C
P
P
P
P
P

Total

7
13
28
3
6
6
8
14

Mary

0
5
7
3
5
0
0
0

20

Len

0
0
3
0
1
0
0
0

4

Sally

0
2
4
0
0
4
8
0

18

Tony

0
4
2
0
0
2
0
12

20

Beatrice

3
2
7
0
0
0
0
2

14

Paul

4
0
5
0
0
0
0
0

9

                 Legend: C = Charismatic values
       P = Personal character values

Table 9. What values are Transmitted in AOG Church Contexts? (Additional Values Arising  

               from the Data)

Figure 2 comprises a Bar Chart of the numbers appearing in the “Total” column,

corresponding to each value, in Table 8. The totals appear on the “Score” axis, and the
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values appear  on the “Category” axis. For instance, the first bar registers the total number

of mentions (6) for the value, “Church Growth.” Every value/category is represented in

the Figure in the same sequence as it appears in Table 8. The purpose of the Figure is to

graphically illustrate the data so as to provide a visual aid to understanding what values

are presented in AOG contexts. Figure 3 accomplishes the same, except that it includes

only those values that are additional to the ones identified in Chapter Three. 

It is apparent from the data that all of the values identified from the literature in Chapter

Three received some mention by one or more of the student respondents. Some of the

values, however, were more prominent than others. “Commitment” received the highest

frequency score (42), whether from direct mentions of this value or attributions to it. Tony

referred to this church-based value the most (13), probably because he represents the

stereotypic Pentecostal member – which will become more apparent from an analysis of

some of his individual characteristics later in the chapter. All other student subjects also

referred to this value, without much variation amongst them. This value received

emphasis from the AOG/Pentecostal literature under Research Question 1 in Chapter

Three, and is here confirmed as a relevant value in AOG contexts. It is also a

“charismatic” value, as classified by the propositional statement in that chapter, indicating

that all the respondents were very aware of this emphasis in church life and practice. It

is clear, therefore, that all the subjects recognized commitment to be very important to the

AOG church. 

“A relationship with God,” noted as an important value in the AOG/Pentecostal literature

in Chapter Three, was also frequently mentioned (39), and quite evenly spread, although

far more so by Beatrice (13). She has heightened needs to be in relationships with others

– as will become more apparent in a closer examination of her individual characteristics

later in this chapter. This is a “personal character” value, relating more to individual

character qualities, as classified by the propositional statement in Chapter Three.

Although appearing incongruous among the otherwise popular charismatic values,
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according to the data, it may be that the church is twisting the meaning of this value

toward a divine sanction for strong participant relationships with the church, as expressed

in some other values like “commitment” and “compliance.”

“Compliance,” another “charismatic” value, according to its propositional classification

in Chapter Three, also rated highly (29), yet it only rated frequently by two students, Len

(15) and Tony (13). Len may see compliance as significant because, according to his

transcript, he has great ambitions to succeed as a Bible teacher in AOG churches, and

wants to be seen in an agreeable and favourable light by the church. Tony, on the other

hand, has accepted compliance through a Pentecostal upbringing and ongoing church

involvement. A further analysis is made of these two respondents, concerning some of

their individual characteristics, later in this chapter.

“Action and activity” similarly rated highly (28) as a “charismatic” value, particularly for

Sally (12), who was highly enthusiastic about her new-found Pentecostal life. Her

individual peculiarities will also become apparent later in the chapter. Mary (4), Tony (6)

and Paul (4) mentioned “Action and activity” on fewer occasions in their respective

interviews, though it was still of some importance to them, while Len (1) and Beatrice (1)

mentioned it hardly at all. Len is very active in his college studies, according to his

excellent grades, but he does not feature in his interview as high on “Action and activity.”

This may be because he considers his good college performance to be a valid substitute

for “Action and activity.” Beatrice is more consumed with her own personal problems,

as will become more evident as the data analysis proceeds, and is little interested in

“Pentecostal hype,” according to her transcript. 

The fact that these first three charismatic values are very similar in nature also speaks of

the combined importance students attach to them. In all respects, therefore, there was  a

tendency by students to recognize that an AOG church wants its members to be active,

involved, committed and compliant.  
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“Church as a lifestyle and community,” as another “charismatic” value, was the fifth

value to rate highly (27), especially for Beatrice (12). Being part of church life and

community is very important to her – a common thread running through her transcript. All

other student respondents recognized this value far less frequently. Its general

recognition, however, agrees with the literature cited in Chapter Three. 

Following a major emphasis on the five values above, another six values rated

moderately, including: “Loyalty” (17); “Integrity (15);” “Strong faith (15);” “Liveliness

and excitement (12);” “Christ is preached boldly (10);” and “Trust and submission (10).”

All of these, except “Integrity,” were classified as “charismatic” values in the

propositional statement in Chapter Three, which again suggests that charismatic values

feature significantly in the minds of students. Evidently, there was a student perception

that such values are strongly sanctioned by the church, and ought to be acquired and

practised by AOG participants. 

“Integrity” was the only “personal character” value to receive some moderate attention.

It is possible that students may be aware of some of the high profile moral failures of

ministers and clergy over past years, as hinted in some of the transcripts. In all, personal

character values did not feature strongly in this body of data. 

Of the five charismatic values featuring moderately, all were reasonably equally

mentioned by students, except “Loyalty,” “Christ is preached boldly,” and “Trust and

submission,” which were more strongly supported by Sally (11), Sally again (7), and Tony

(6) respectively. Loyalty was very important to Sally, her second most common mention

after “Action and activity,” possibly due to her past disappointments with the Catholic

Church, her strong fervour for Pentecostalism, and her rank in the Australian Military

Forces. This is also evident by her interest to witness Christ (“Christ is preached boldly”).

Tony has learned to trust and submit given his life involvement in Pentecostal churches.

All of these charismatic values, nevertheless, express the same emerging theme of a close
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attachment to the requirements and expectations of the church. 

The remaining values were rated lower, especially, “The vision itself” (1) and the sense

of participant “Expectancy” (1). These were largely “personal character” values. It is

obvious from the student data that it is the personal character values, as classified in the

propositional statement in Chapter Three, that rate the least mention. This could be

because Pentecostalism, generally, might be over-emphasizing the “charismatic” kind of

values which aim to produce commitment, compliance and vibrant expression, while

assuming that participants will simply take care of their own personal characters. It is also

possible that some personal character values may be implicit in certain charismatic values,

or may even be “taken for granted” within them. For instance, “Expectancy” received

only one score, yet it may be somewhat implicit in the category, “Liveliness and

excitement,” in that the church might assume participants would automatically have an

“expectant” attitude in order for them to be “excited” about church. As noted throughout

Chapter Three, none of the values are mutually exclusive, and overlap may occur. Or, it

is  possible that, in the interviews, the student subjects simply did not think of mentioning

certain personal character values as they may be more inclined to emphasize the cultural

line when it comes to values acquisition. However, it is unlikely that values important to

them would have been deliberately left out when further probed by the interviewer.

Nevertheless, the data persisted in revealing a preference for charismatic values on the

part of this group of participants.

The data were also analysed on a student-by-student basis. Of all the students, Tony made

the most frequent mention of values he thought important in AOG contexts (84), again

predominantly “charismatic.” His is the most spread when it comes to values, except for

his heightened “Commitment” and “Compliance” emphases. This may again be due to his

Pentecostal upbringing, continual fellowship and ongoing active involvement within the

AOG. Sally ranked next in terms of identifying the values perceived as important in AOG

contexts (62), again mostly “charismatic,” probably because this ex-Catholic is now a
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“converted and convinced” Pentecostal, judging from her transcript. Her primary

emphasis on “Action and activity” (12) reveals her heightened enthusiasm to cooperate

with the life of the church. Len ranked third in mention (42), while also highlighting

“Compliance” (15). Given his personal failures of the past, such as in job displacements

and broken relationships with family and women, he appears determined to comply with

the AOG in order to make a good impression and improve his chances of placement as

a Bible teacher. The remaining three respondents, Mary (39), Beatrice (36) and Paul (30),

ranked rather equally, though Beatrice’s data were the least evenly spread of all six

students. Compared to the other students, she made no explicit references to “personal

character” values, except “A relationship with God,” which she rated highest of all.

Concerning her heightened needs for companionship and relationship, she tended to view

a relationship with God as the first phase. Otherwise, “Church as a lifestyle and

community” (12) expressed her heightened need for church community. Little else

mattered for Beatrice except for “Commitment” (5) and “Leadership charisma” (4). 

Mary’s data were reasonably spread (39), though with a slightly greater emphasis on the

“personal character” value, “A relationship with God” (8). It appears her village life in

Papua New Guinea emphasized this value. Paul made the fewest references to values

(30), which is due to some of his highly individual characteristics, as further described

toward the end of the chapter. His highest mention, however, was  “Commitment” (8),

confirming his willingness to comply with the demands of the church.  

An additional eight values, not appearing in the literature reviewed in Chapter Three,

emerged from the student data. These are presented in Table 9. Three of them, “Holy

Spirit emphasis” (28), “Desire for church involvement” (14) and “Truth” (13) received

major mention. The first of these is the only one rated as a “charismatic” value, given this

doctrinal emphasis in Pentecostal statements of belief.

“Holy Spirit emphasis” was named as an acquired value by all six respondents, whereas
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“Truth” was mentioned by four of them, and “Desire for church involvement” was only

mentioned by one (Tony) -- which was typical of his overall interview profile as one

dedicated to, and compliant with, church life. After “Commitment” (13) and

“Compliance” (13), both values having been identified in Chapter Three, “Holy Spirit

emphasis” received his third highest recognition as a value. “Holy Spirit emphasis” has

emerged as the fourth most frequently cited value overall by the respondents. It is still

noteworthy, however, that apart from “Holy Spirit emphasis,” all of these extra values

were “personal character” in orientation. This provides an indication that some

importance is being assigned by participants to personal character values, even if they feel

they are not so important in AOG contexts. 

The remaining five additional values received moderate emphasis, though “Patience” (3)

was the least mentioned. “Boldness” (8) was only mentioned by Sally, consistent with her

evangelistic interview profile, and “Joyfulness” was dominated by Mary (5), the PNG

national loving music and song. Typically, the “stereotypic” Tony made the most mention

of new values (20), as did “the spiritual learner,” Mary (20). Tony was more interested

in “Desire for church involvement” as a value (12), whereas Mary, perhaps as an

indigenous Papua New Guinean, emphasized “The Holy Spirit” (7) more than any other.

Sally was close behind with a mention of new values (18), followed by Beatrice (14).

Beatrice identified relatively little with the values typically specified in Chapter Three,

contributing new values of her own. This may have to do with her individual

characteristics of relationship and community needs which become more apparent later

in the chapter. Paul made mention of only two extra values, and Len focussed on one to

some extent. 

It may be concluded that all the values identified in the two bodies of literature in Chapter

Three, under Research Question 1, were evident in the student data. What is also apparent

is the different weightings ascribed to the values, suggesting that some were more

important in the student’s minds than others. This was particularly the case with
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charismatic values. Also of note are the differences in emphasis attributed to some of the

values by different respondents, due apparently to unique personal characteristics – an

issue to be discussed later in this section. Finally, a number of new values emerged from

the data. 

Judging from these results, the data imply that there is a high degree of success in the way

charismatic values are transmitted to participants in AOG contexts. In toto, the students

appeared very committed and compliant to the requirements of the church, and active in

their expression and involvement, even though the type of values, and the extent to which

they were emphasized, differed among them. An impression is already emerging,

therefore, that students internalize the highly embedded culture which pervades AOG

contexts. 

These results lead to the following finding in response to the first Research Question,

“What values are transmitted in AOG church contexts?”

“The values transmitted in AOG contexts primarily constitute charismatic

values, with personal character values receiving less emphasis overall, though

the specific types of values, and the extent to which they are emphasized,

differ amongst participants.” 

The student data relevant to Research Question 2 are considered next.

B. From what Principal Sources do the Values come?

Table 10 presents the data relevant to the Research Question, “From what principal

sources do the values come?” The Table incorporates data relevant to the

values/categories identified in Chapter Three. Table 11 incorporates data relevant to

additional sources of values that emerge. Figure 4 provides a graphical presentation of the
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totals in Table 10, excluding individual respondent data. 

Nine columns are represented in Table 10. The first column, “Sources of Values,” list all

seven sources identified in Chapter Three (and corresponding to Table 3). Six of the

columns refer to the data from each of the respondents: Mary; Len; Sally; Tony; Beatrice;

and Paul. For instance, for the source/category “Family/home upbringing,” Mary made

2 mentions either through direct mention of that source or attributions (CBAs) of that

source. Sally made 7 mentions, Tony 19, and Len, Beatrice and Paul made no reference

to “Family/home upbringing” as a source of values. All the individual data were then

added together, yielding a total of 28 mentions, as recorded under the “Total” column for

that source. The remaining column, “Prop,” repeats the propositional classification

allocated to each source in Chapter Three (also corresponding to Table 3). For instance,

the letters “CI” appear in the Propositional column in Table 10 to specify “Family/home

upbringing” as a “Christian-influence” source. The data attached to each source thereby

facilitate certain conclusions to be reached concerning the relevance of the theoretical

proposition stated in Chapter Three relating to Research Question 2. 

Sources of Values

Family/home upbringing
Bible sanction/spiritual      
     justification
The organization itself
Historical traditions
A foundational/influential  
     leader
Foreign sources
Prior learning, living, and  
      experience
TOTALS PER
STUDENT

Prop

CI
CI

CI
CI
CI

CI
O

Total

28
52

51
6
28

5
36

Mary

2
9

5
0
4

2
1

23

Len

0
5

10
1
1

0
31

48

Sally

7
9

18
5
3

1
1

44

Tony

19
12

6
0
11

0
1

49

Beatrice

0
8

7
0
6

1
1

23

Paul

0
9

5
0
3

1
1

19

                      Legend: CI = Christian-influence sources
                                    O = Other sources

TABLE 10. From what Principal Sources do the Values come? (Chapter Three Categories)
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The same explanation applies to Table 11, except that the relevant propositional

classification is assigned on the basis of the new source/category emerging from the data.

Sources of Values

Sunday School
Christian wife

Prop

CI
CI

Total

7
11

Mary

0
0

Len

1
0

Sally

2
0

Tony

2
0

Beatrice

1
0

Paul

1
11

                      Legend: CI = Christian-influence sources
                                    O = Other sources

TABLE 11. From what Principal Sources do the Values come? (Additional Sources Arising   

                    from the Data) 

Figure 4 comprises a Bar Chart of the numbers appearing in the “Total” column,

corresponding to each source of values, in Table 10. The totals appear on the “Score” axis,

and the sources appear on the “Category” axis. For instance, the first bar registers the total

number of mentions (28) for the source, “Family/home upbringing.” Every source/category

is represented in the Figure in the same sequence as it appears in Table 10. The purpose

of the Figure is to graphically illustrate the data so as to provide a visual aid to

understanding from what principal sources do the values come. Given that there were only

two additional sources emerging from the data, an extra Figure was not constructed. 

All of the sources of values identified from the literature in Chapter Three received some

mention by one or more of the student respondents. Some of the sources,  however, were

more highly rated by students. Individual characteristics also featured in the way each

participant acknowledged certain sources of values. 

Two of these sources featured in a major way in the data. “Bible sanction/spiritual

justification” (52) proved the major source of values, and is the most evenly spread of all

the sources for the respondents. The relevance of this source to AOG contexts was

highlighted in Chapter Three. It is typically very important in Pentecostal contexts because
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the Bible, and its Pentecostal interpretations, are regarded to be of divine authority,

containing many absolutes for faith, values, beliefs and practice. It is, therefore, not

surprising that this source was the most frequently mentioned with the most even support.

It also hints at a reason why church participants may be so willing to comply with the

directives of leadership and the ethos of the church. 

Tony (12) scored the highest, by far, on this source due to his lifelong association with

the AOG church and the appeal of the church to the authority of the Bible. It was not,

however, his major source of values, as will become more apparent later. Len (5) looked

to this source the least of all the respondents, but that is apparently because he looked

more to his prior living experiences and the church organization as sources of values, as

evident in those categories to follow. Apart from Tony and Len, Sally (9) was the only

other respondent who looked outside this source to another -- in her case, the church

organization. 

“The organization itself” (51) received almost as many mentions in the interviews. It is

a potentially influential source of values according to the literature in Chapter Three. It

is related to “Bible sanction/spiritual justification” in that there can be a fine line between

church interpretations of the Bible and the church itself deciding what values are

appropriate for promotion and transmission. Nevertheless, given that both the Chapter

Three literature and the respondents referred specifically to “The organization itself” as

a source of values, it warrants separate treatment. The combination of these two

frequently mentioned sources, however, seemed to have impacted on the students the

most. 

The spread of the data across the students was also reasonably even, though Sally (18)

alluded to this source far more than the other respondents. This is not surprising, given

her relative newness to Pentecostalism and her eagerness to look to the church

organization for faith, values and beliefs in making up for lost spiritual time. It is her
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highest ranking source by far. Len (10) mentioned this source much less than Sally, but

still mentioned it more than the other respondents. Unlike Sally, however, this was not his

major source of values, as “Prior learning, living and experience” was far more important

to him. Len was apparently looking to the church to some extent as a source of values

given his ambition to teach Bible in the future, his intention to cooperate with the church,

and knowing that he must demonstrate Pentecostal life and practice in a culturally

appropriate way if he is to be seriously considered for placement in the future. 

Three sources featured moderately, including, “Prior learning, living and experience”

(36), “Family/home upbringing” (28), and “A foundational/influential leader” (28). It

must be noted, however, that “Prior learning, living and experience,” the only non-

Christian-influence source according to the literature review in Chapter Three, rated the

poorest (along with “Foreign sources”) of all seven sources of values if it were not for one

respondent. Len (31) attributed his acquisition of values predominantly from this source.

From his point of view certain values, such as “Integrity” and “Consistency,” advocated

by the church, can be learned from the broader community. It is interesting that no other

respondent apparently considered such a possibility. Not surprisingly, this source was not

identified by the AOG/Pentecostal literature in Chapter Three, though the broader

organizational/educational literature noted its possible relevance. The results here confirm

that the broader community can plausibly be responsible for sources of church-based

values in the case of some participants. 

“Family/home upbringing” ranked equal fourth with, “A foundational/influential leader,”

however, the former was the most highly skewed, in terms of respondent frequencies of

mention, of all the sources except “Prior learning, living and experience.” This was

because Tony (19) mentioned this source far more than any other  respondent. Given that

Tony was the only respondent raised in a pastoral and Pentecostal home, this result may

not be surprising. Sally (7) recognized this source to a minor extent, due to her Catholic

upbringing, and Mary (2) mentioned it only slightly. Len, Beatrice and Paul did not
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recognize it at all. This is not unexpected given that these three had minimal Christian

training or upbringing as children.

All students mentioned “A foundational/influential leader” (28) in their interviews,

though Tony (11) mentioned it more frequently than the other respondents. Once again,

the data contains some highly individualistic characteristics in the way respondents

engage with values processes. As noted throughout this chapter, Tony tends to out-rate

others in a number of category areas on a consistent basis. This is not because he talked

more than the other respondents, as all interviews were of relatively equal length (Tony

and Beatrice were, in fact, the slowest speakers), but because of his ability to talk in a

highly culturally-embedded way on most facets of church life and practice. As pointed out

in Chapter Three, this source can potentially wield much influence in religious contexts

since leaders who founded some church, or church-based ministry, or hold influence

within a church, can be perceived to contain the necessary credentials for moral, spiritual

and practical authority. Tony would, therefore, be the most likely to recognize this kind

of influential authority. Beatrice (6) referred to this source moderately, given her need for

help and advice from peers and leaders and her need for personal relationships, while the

other respondents mentioned it in only a minor way. Overall, as per the literature findings

in Chapter Three, this source presented itself as potentially significant in AOG contexts.

Very little mention was made of the remaining two “Christian-influence” sources of

values, “Historical traditions” (6) and “Foreign sources” (5). The ex-Catholic, Sally (5),

made most mention of the former, given her experiences with Catholic traditions when

growing up. Four student respondents mentioned the latter, though to a very minor extent.

According to Chapter Three, foreign Christian networks can be very influential as a

source of values. This has been apparent from the media broadcasts and the visits of

Pentecostal leaders and ministers from North America. Mary appeared to be the most

mindful of these two sources of values. 
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The data were also analysed on a student-by-student basis. Tony (49), Len (48) and Sally

(44) made most mention of sources of values, whereas Mary (23), Beatrice (23) and Paul

(19) made only moderate mention. Tony commented the most on this Research Question,

as mentioned above, given his Pentecostal family heritage and upbringing. Len rated next

highest because of incessant references to his failures of the past, previous experiences

and the lessons he has learned in community life. Sally was more evenly spread over the

categories than Len, though she highly emphasized the AOG church as a source of values.

Mary’s, Beatrice’s and Paul’s data were the most evenly spread in terms of no single

source emerging as dominant. In short, some of the students were very clear on one or two

sources of their values, while others tended to acquire values from a variety of sources.

Generally, the selected MTC students tended to look to the Bible, and various

interpretations of it, for their church-based values. The fact that the source was considered

“divine” by all tended to give church-based values an air of “absoluteness.” The values

were not to be questioned or challenged. Almost equally emphasized was the AOG

Pentecostal organization. There seemed to be a strong trust in the notion that the church

organization knows what values ought to be transmitted and practised. Being raised in a

Christian home could be a very influential source to those who experienced it (as in

Tony’s case), however, some students grew up in quite secular environments or in

families that only practised religion nominally. They were, therefore, more dependent on

the Bible and the church organization as sources of values, as was the case, e.g., with

Beatrice. A strong or influential leader can also prove to be a powerful source, as

indicated by Tony. Acquiring values from non-Christian-influence sources appeared

inconceivable to the minds of most participants, though it was very realistic in Len’s case.

None of the respondents seemed to highlight overseas or American influences as

significant, and none of them, except Sally, regarded church traditions as an important

source.

Finally, two additional sources of values emerged from the data, also classified as



189

“Christian-influence” sources, not identified in Chapter Three: “Sunday School” (7) and

“Christian wife” (11). All students, except Mary, made some brief reference to “Sunday

School” as a source of values. This attests to the potential importance of Sunday School

as an initiator of values in children. Paul acquired many church-based values from his

“Christian wife” as a result of marrying into a ministry family. It rated the highest

mention, by far, as a source of values in his transcript. Furthermore, Paul was the only

respondent who gave the greatest attention to a source that was additional to those

identified in Chapter Three. It is also clear, however, that although his church-based

values may have been acknowledged as primarily coming from his wife, the values of

importance to him were highly consistent with the values promoted by the AOG church,

as was apparent from his interview data under Research Question 1. 

Once again, therefore, all participants in the study possessed a commonality in the way

they approached values processes, in this case, in the sources of the church-based values

they acquired. In addition, however, the data also indicated differences in the way each

respondent acknowledged a receipt of values from various sources. 

These results lead to the following finding in response to the second Research Question,

“From what principal sources do the values come?”

“Values in AOG contexts stem primarily from organized Christian-influence

sources, with minor exceptions, though the individual ways of engaging with

those sources differ amongst participants.” 

The student data relevant to Research Question 3 are considered next.

C. Why are the Values Transmitted?

Table 12 presents the data relevant to the Research Question, “Why are the values
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transmitted?” The Table incorporates data relevant to the reasons for transmission (or

categories) identified in Chapter Three. Figure 5 provides a graphical presentation of the

totals in Table 12, excluding individual respondent data. 

Reasons for Transmission

Preservation of values
Serves the interests of the         
     subculture
Society in desperate need, or     
    uncertainty
The organization as a force in   
    the community
To stimulate excitement,           
    commitment and vision
A keen sense of direction,         
     purpose and commission.
Confirms reasons for existence 
Investment in tomorrow’s         
     leaders
A backlash against other           
   values paradigms
A new Innovative model           
    required. 
A quality church environment
People are a significant             
    resource
To win converts
God will be pleased and            
    glorified
TOTALS PER STUDENT

Prop

C
C

A

A

M

M

C
C

C

C

M
C

C
M

Total

9
6

18

23

7

1

4
16

2

0

5
10

18
6

Mary

2
0

2

5

0

0

0
0

0

0

0
0

6
3

18

Len

0
0

3

0

0

1

0
8

0

0

1
3

1
0

17

Sally

0
2

5

6

2

0

0
0

1

0

0
0

3
0

19

Tony

3
1

3

5

4

0

1
7

1

0

2
5

3
2

37

Beatrice

3
2

0

0

1

0

1
1

0

0

1
0

1
1

11

Paul

1
1

5

7

0

0

2
0

0

0

1
2

4
0

23

                      Legend: M = Motivate members
                                    C = Organizational continuance
                                    A = Change agent

TABLE 12. Why are the Values Transmitted? (Chapter Three Categories)

Nine columns are represented in Table 12. The first column, “Reasons for Transmission,”

list all 14 reasons identified in Chapter Three (and corresponding to Table 4). Six of the

columns refer to the data from each of the respondents: Mary; Len; Sally; Tony; Beatrice;

and Paul. All the individual data for each reason for transmission were added together and
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the number appearing in the “Total” column. For instance, the combined total of the

individual respondent references to “Preservation of values,” added to 9. The remaining

column, “Prop,” repeats the propositional classification allocated to each reason for

transmission in Chapter Three (also corresponding to Table 4). For instance, the letter “C”

appears in the Propositional column adjacent to “Preservation of values” in Table 12 as

it specifies this category as an “Organizational continuance” reason for transmission. The

data attached to each reason thereby facilitate certain conclusions to be reached

concerning the relevance of the theoretical proposition stated in Chapter Three relating

to Research Question 3. 

Figure 5 comprises a Bar Chart of the numbers appearing in the “Total” column,

corresponding to each reason for transmission, in Table 12. The totals appear on the

“Score” axis, and the reasons appear on the “Category” axis. For instance, the first bar

registers the total number of mentions (9) for the reason for transmission, “Preservation

of values.” Every reason/category is represented in the Figure in the same sequence as it

appears in Table 12. The purpose of the Figure is to graphically illustrate the data so as

to provide a visual aid to understanding why the values transmitted.  

The frequencies of mention occurring under this Research Question were far fewer than

for any other Research Question. This is understandable given that MTC students are

more likely to speak from their immediate perspective as a student, in the interviews,

rather than from a church perspective. Nevertheless, the respondents did express certain

opinions on the matter when probed.  

According to the respondents, there are four major reasons why AOG churches transmit

values: “The organization as a force in the community” (23); “Society in desperate need

or uncertainty” (18); “To win converts” (18); and “Invest in tomorrow’s leaders” (16).

The first two of these were classified as “change agents” in Chapter Three’s propositional

statement, and the second two were classified as “continuance reasons.” None of the four
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constituted “motivational purposes” from that propositional statement. There was also no

even spread of the data across the six students for all of these categories. 

Mary (5), Sally (6), Tony (5) and Paul (7) were relatively even in their recognition of

“The organization as a force in the community.” Len and Beatrice did not mention it at

all – both for very individualistic reasons -- like Beatrice (concerned with what the church

can do for her relationship needs), who focussed very little on this Research Question

despite interviewer probes, and Len, who is caught up with his own teaching ambitions

and personal self-interests, questioning what the church should be doing for him. This

reason for transmission was also recognized as significant by the literature in Chapter

Three, and classified as a “change agent.”

The data were more evenly spread on “Society in desperate need, or uncertainty,” apart

from Beatrice who failed to mention it at all – probably for the same reasons as mentioned

above. There seemed to be a common opinion among the respondents that society, in

general, requires the faith and practices of the church because of perceived behavioural,

economical and political problems in society. This reason for transmission was also noted

as important in the literature in Chapter Three, and classified as a “change agent.”

All students commented on the category, “To win converts,”  though Len (1) and Beatrice

(1) to a lesser extent, probably for the same personal reasons relating to each as already

mentioned. It was Mary who saw most importance in it (6), given her high enthusiasm for

the church in general and her many experiences of Western missionaries in Papua New

Guinea. This reason for transmission was classified as “continuance” in Chapter Three,

and it received the most frequent mention out of all the “continuance” categories in the

data. It was not, however, identified in the broader organizational/educational literature.

This may be obvious given that “soul-winning” is normally an activity associated with

religious contexts. 
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“Investment in tomorrow’s leaders,” classified as “continuous,” and recognized by the

literature in Chapter Three, also received  major attention. It was most frequently rated

by Len (8) and Tony (7), yet hardly, or not at all, by the other respondents. Len strongly

sees himself as “tomorrow’s leader,” and, according to his interview, thinks that it is the

job of the church to train him and “invest” in him. Tony sees himself as a future leader

as well, though he is already acting in leadership capacities in the MTC and in the church

in which this study was undertaken. However, his views are shaped far more out of “duty”

than ambition. Here is another instance of two individuals rating a category rather equally,

yet for very different reasons. Despite many commonalities in the way participants engage

with values processes, differences between the participants, and the way they engage with

values processes, continues to emerge.  

A more moderate mention was made of two other reasons for transmission: “People are

a significant resource” (10), classified as “continuance” in Chapter Three, and only

identified by the AOG/Pentecostal literature; and “Preservation of values” (9), also

classified as “continuance” in Chapter Three, and only recognized by the organizational/

educational literature. Three student respondents, Len (3), Tony (5) and Paul (2),

recognized the former to a relatively equal extent, and three did not mention it at all. The

student data, therefore, confirmed that there is a perception among some participants that

AOG churches are interested in investing human and physical resources in the pursuit of

enhancing participant effectiveness, activity and compliance with church life and

practices. Four students made some reference to the latter, “Preservation of values,”

though  Len and Sally did not. Len is more interested in his own personal goals, and does

not seem to consider the church perspective, and Sally, as the newcomer to

Pentecostalism,  may have not yet had the time to think through why churches may want

to transmit values.

The remaining reasons for transmission received minor attention overall, and noticeably,

all the “motivational” classifications (and a few “continuance” classifications) from the
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propositional statement in Chapter Three are included here. The result tends to

demonstrate that this group of respondents perceived “change agents,” followed by

“continuance” factors, as reasons why the AOG church would choose to transmit values.

They gave very little attention to the “motivational” dimension that churches might also

want to incite their participants toward faith and practice.

Of the minor categories, “A new innovative model required” (0), “A keen sense of

direction, purpose and commission” (1) and “A backlash against other values paradigms”

(2) rated the poorest. The first of these categories was mentioned by one section of the

literature (the AOG/Pentecostal literature), and the other two were mentioned by both --

leaving one to expect that the latter two would receive some reasonable mention by the

respondents. Evidently, the respondents did not think them very relevant, focussing on

other “change agent” and “continuance” reasons for transmission instead.  

The data may also be analysed on an individual basis. Of the respondents, Tony

commented on this Research Question by far the most (37), probably due to the fact that,

as the experienced AOG church “stereotype,” he was more aware of a church’s

perspective. Four others were more moderate in their frequency of mentions, and Beatrice

commented the least (11), probably because she was the most concerned of all about

personal matters rather than church matters.  

Generally, the main reasons why the AOG church organization transmits values, as

perceived by these student subjects, are primarily to do with the church being a change

agent in community, and to a slightly lesser extent, to continue as an entity well into the

future. They thought little about the fact that the church may want to motivate its

members toward faith and practice. 

Finally, this is the only Research Question that did not have any additional categories

emerging from the data, probably because all the respondents were largely interacting and
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commenting more from a student perspective than a church perspective. Otherwise, all

the reasons for transmission, excepting one (“A new innovative model required”),

confirmed the relevance of the Chapter Three categories identified under Research

Question 3. Some differentiation among the respondents was also apparent, though to a

lesser extent than for the other Research Questions, again, probably due to a

predominantly student perspective. 

These results lead to the following finding in response to the third Research Question,

“Why are the values transmitted?”

“Values are transmitted by the church because AOG institutions aim to be

change agents in their communities, they aim at institutional continuance, and

to a lesser extent, at motivation of members, though individual perceptions

on why the AOG church would want to transmit values may vary.” 

The student data relevant to Research Question 4 are considered next.  

D. How, and by what Means, are these Values Transmitted?

Table 13 presents the data relevant to the Research Question, “How, and by what means,

are these values transmitted?” The Table incorporates data relevant to the transmission

devices/categories identified in Chapter Three. Table 14 incorporates data relevant to

additional transmission devices that emerge. Figure 6 provides a graphical presentation

of the totals in Table 13, excluding individual respondent data. 

Nine columns are represented in Table 13. The first column, “Transmission Devices,” list

all 21 transmission devices identified in Chapter Three (and corresponding to Table 5).

Six of the columns refer to the data from each of the respondents: Mary; Len; Sally; Tony;
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Transmission Device

Creating highly similar            
      situations
Training and equipping
Emphasis on community and   
      relationships
Persuasive language,                
     indoctrination, drill
Reinforcement
Conventions and rituals
Persuasive media                      
    communication
Strong visionary leadership
Mentoring, modeling, and        
      apprenticeships
Schools
Inside checks,                           
   accountability, feedback
Meeting together
Written materials
Networking and teams
Small groups
Catering to the needs of           
      people
Music and worship
Aggressive outreach
Church planting and missions
Volunteers and lay ministry
Prayer expression
TOTALS PER STUDENT

Prop

V

M
M

M

M
M
M

M
M

V
M

V
M
V
V
M

V
M
M
M
V

Total

29

46
39

15

41
5
5

49
10

10
2

14
11
1
20
9

12
3
2
1
10

Mary

3

5
4

3

9
0
4

7
5

1
2

2
5
1
5
1

1
2
2
1
4
67

Len

1

9
9

1

4
0
1

7
1

0
0

2
4
0
4
0

3
0
0
0
0
46

Sally

5

18
6

2

10
1
0

12
0

2
0

2
0
0
0
4

3
0
0
0
0
65

Tony

19

9
5

9

12
2
0

9
2

7
0

5
1
0
6
3

3
1
0
0
2
95

Beatrice

0

3
15

0

2
2
0

9
0

0
0

3
1
0
5
1

2
0
0
0
4
47

Paul

1

2
0

0

4
0
0

5
2

0
0

0
0
0
0
0

0
0
0
0
0
14

                      Legend: M = Methods of transmission
                                    V = Venues facilitating transmission

TABLE 13. How, and by what Means, are these Values Transmitted? (Chapter Three            

                     Categories)

Beatrice; and Paul. All the individual data for each transmission device were added

together and the respective number appearing in the “Total” column. For instance, the

combined total of the individual respondent references to the transmission device,

“Creating highly similar situations,” added to 29. The remaining column, “Prop,” repeats

the propositional classification allocated to each transmission device in Chapter Three

(also corresponding to Table 5). For instance, the letter “V” appears in the Propositional
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column in Table 13 to specify “Creating highly similar situations” as a “Venue” for values

transmission. The data attached to each transmission device thereby facilitate certain

conclusions to be reached concerning the relevance of the theoretical proposition stated

in Chapter Three relating to Research Question 4. The same explanation applies to Table

14, except that the relevant propositional classification is assigned on the basis of the new

transmission device/category emerging from the data. 

Transmission Device

Preaching

Prop

M

Total

17

Mary

3

Len

2

Sally

0

Tony

4

Beatrice

3

Paul

5

                     Legend: M = Methods of transmission
                                   V = Venues facilitating transmission

TABLE 14. How, and by what Means, are these Values Transmitted? (Additional Transmitting

                     Device Arising from the Data)

Figure 6 comprises a Bar Chart of the numbers appearing in the “Total” column,

corresponding to each transmission device, in Table 13. The totals appear on the “Score”

axis, and the transmission devices appear on the “Category” axis. For instance, the first

bar registers the total number of mentions (29) for the device, “Creating highly similar

situations.” Every transmission device/category is represented in the Figure in the same

sequence as it appears in Table 13. The purpose of the Figure is to graphically illustrate

the data so as to provide a visual aid to understanding the devices used in transmitting

values. Given that there was only one additional device emerging from the data, an

additional Figure was not constructed for this purpose. 

All the transmission devices identified in Chapter Three were either directly mentioned,

or alluded to (CBAs), by the respondents. Apart from these commonalities, it was also

apparent that the respondents differed in their emphases on transmission devices, again

revealing that individual characteristics affect the way MTC students engage with values

processes.





200

“Strong visionary leadership” received the highest mention (49). It was classified as a

“method” in the Chapter Three propositional statement under Research Question 4, and

was identified as a significant transmission device by both the organizational/educational

literature and the AOG/Pentecostal literature. It was frequented the most by Sally (12),

who appears to be looking to Pentecostal leaders for her faith and practice as a result of

previous disappointments with Catholic parents, priests and peers. Though receiving the

majority of mentions overall, and is the most evenly spread over all six respondents, this

device was not rated the highest by any single individual excepting Paul. This may have

something to do with his strong relationship to the senior minister, given that his wife’s

parents are prominent in AOG circles, and that Paul has been requested by the senior

minister to associate with him on a regular basis.  

This transmission device was closely followed, in terms of frequency of mention, by

“Training and equipping” (46), another “method.” Its major recognition, by far, again

came from Sally (18). This may have had to do with her recent exposure to

Pentecostalism, as evident from her biographical data, in that most of her church-based

values have been rapidly received via formal (as a student in the MTC) and informal

training. The attention given to “Training and equipping” is consistent with the literature

in Chapter Three which recognized this device as a very effective method by which to

transmit values. The data relating to the other students in this category (who were exposed

to Pentecostalism much longer) also suggest the effectiveness of this device for

transmitting values. Aside from Sally, Len (9) and Paul (9), the three other respondents

referred to this category to a lesser extent. 

“Reinforcement” (41) followed next as a major transmission device, also a “method”

according to the Chapter Three propositional statement. Mary (9), Sally (10) and Tony

(12) commented the most on this device. “Reinforcement” appears to be widely used in

Pentecostalism, as borne out by both bodies of literature in Chapter Three. Yet, individual

differences again feature in the data, as in the cases of Len (4), Paul (4) and Beatrice (2),
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who alluded to the transmission device to a far lesser extent. Two interesting statistics on

this device concern Sally and Beatrice. Sally is new to Pentecostalism, yet rated this

category as her third highest overall. It could be expected that reinforcement would

feature more strongly in longer-term Pentecostals like Mary and Tony, in that they have

been exposed to repetition over a long period of time. In Sally’s case, however, she seems

to be drawing on recent Pentecostal teachings and experiences in rapid succession.

Beatrice, a relatively experienced Pentecostal for 26 years, rated it least of all, suggesting

that there must be another device, or other devices, which proved far more important to

her – as evident in the following category.

A fourth transmission device, “Emphasis on community and relationships” (39), also

classified as a “method” of transmission, was relatively equally acknowledged by all

students, except Beatrice (15), who emphasized it far more than the other respondents.

Furthermore, this was her most frequently mentioned category under this Research

Question, which portrays her once again as possessing some unique personal

characteristics. This result was in line with her heightened and exaggerated desire for

church community relationships, as indicated in her transcript, given strong former

relationship problems with her father when growing up, and with her husband throughout

marriage. As the Chapter Three literature suggests, a sense of community can be a very

powerful communicator of values, as it was for all the respondents in this study, and

particularly for Beatrice. 

“Creating highly similar situations” (29) also rated highly as a major transmission device.

It typifies Low-Road transfer techniques as described in Chapter Two, and is noted by

both sets of literature in Chapter Three. This device is the first to be noted as a “venue”

from the data thus far, according to its Chapter Three propositional classification. The

seasoned and experienced church-goer, Tony (19), was most aware of this device. He

acknowledged this transmission device far more than any of the other respondents, having

realized through life-long experience that church-based values can be more easily
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transmitted across AOG contexts through the creation of highly similar conditions. The

other respondents were aware, to a lesser extent, of this transmission device, though

Beatrice, true to form, didn’t seem to notice it at all. 

Some other devices of transmission were more moderately mentioned by subjects. “Small

groups” (20), classified in Chapter Three as a “venue,” received attention from all

students excepting two: Sally, who may be attributed to her relative newness as a

Pentecostal and not yet having much opportunity to join a small group (given her full-time

college studies, part-time work, and family commitments); and Paul, who associated very

little with small groups in the past. In contrast, Beatrice rated this category her second

highest given that she has sought companionship in groups. 

 

This was followed by “Persuasive language, indoctrination, drill” (15), a “method,” which

was mentioned little by all students excepting Tony (9), due to his long exposure to

persuasive preachers, pastors and teachers over many years. “Meeting together” (14) for

formal occasions like Sunday services, a “venue,” was noted by all students as a

transmission device, though Tony (5) was slightly ahead again, probably for the same

reasons. “Music and worship” (12), a “venue,” was quite equally mentioned by all,

followed by “Written materials” (11), a “method,”  as a transmission device. The latter

received little or no attention by four students, but received some recognition from Mary

(5) and Len (4), possibly because Mary was more used to this medium of communication

in Papua New Guinea, and possibly because Len was the studious type with great

ambitions to be a Bible teacher. 

“Mentoring, modelling and apprenticeships” (10), a “method,” received moderate

emphasis as a transmission device, though mostly by Mary (5), which may be expected

from someone coming from overseas and hoping to learn from others. “Schools” (10), a

“venue,” was poorly mentioned by all, except Tony (7), who attended Protestant schools

most of his school life. Also rating moderately was “Prayer expression” (10), a “venue,”
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largely mentioned by Mary (4) and Beatrice (4). Mary has aspirations to minister in

prayer, according to her transcript, which may explain why she has been open to acquire

values via this transmission device in the past. Beatrice has received much prayer, over

many years, due to troubles in the past with both an alcoholic father and husband.

“Catering to the needs of people” (9), a “method,” was particularly noted by Sally (4) and

Tony (3), both of whom apparently felt that the church organization appealed to some of

their needs. 

All of these categories receiving moderate mention were identified by both sections of

literature in Chapter three, except for “Music and worship” and “Prayer expression,”

which were only identified by the AOG/Pentecostal literature. This might be expected of

these two transmission devices given that they are more industry-specific to the church.

The remaining categories received only minor emphasis in the interviews. It is

conceivable that the church is more aware of the transmission effectiveness of these

devices than are church participants. For instance, “Inside checks, accountability and

feedback” (2), a “method,” may be more in the minds of church staff in facilitating

transmission than in the minds of students. The same reasoning may apply to

“Networking and teams” (1), a “venue,” given that this transmission device relates more

to church-governance or church structure -- something more in the minds of church

officers and staff.

The data may also be analysed on an individual basis. Of the six respondents, Tony (95)

made more references to transmission devices than any of the others. This is, no doubt,

due again to his longer exposure to Pentecostalism and to his ability to articulate church

attitudes and practices in culturally-embedded ways in the interview. His mentions of the

various transmission devices were the best spread, except for Mary, though he quoted

“Creating highly similar situations” (19) and “Reinforcement” (12) far more than Mary

did with any of her major mentions -- for reasons discussed earlier. Mary (67) was the
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next respondent who most frequently referred to transmission devices, and had the most

even data spread of all the respondents, perhaps due to a broader exposure to values in

village life. “Reinforcement” (9) and “Strong visionary leadership” (7) were her highest

mentions, possibly because of the authoritarian nature of her cultural background, as

apparent from her transcript. Sally (65) ranked third in mentioning devices of

transmission, though with a less even spread over all the devices. “Training and

equipping” (18), “Strong visionary leadership” (12) and “Reinforcement” (10) ranked

highest in her case probably because, as noted earlier, of her recent exposure to

Pentecostalism. Beatrice (47) had a more even spread of data than Sally, though

“Emphasis on community and relationship” (15) far outranked any of the other categories

she mentioned. She was unique among the respondents in that one single transmission

device far outweighed all of the rest, which highlighted once again that she was quite

desperate for church family and community. This scenario attests once again to the

individual characteristics pervading the data. Len (46) mentioned some transmission

devices relatively equally, though he tended to ignore others. His highest rankings were

“Training and equipping” (9) and “Emphasis on community and relationships” (9), most

likely due to his ambitions to be a Bible teacher and his need for relationships given some

of his social failures in the past. Of all the six students, Paul alluded the least to

transmission devices, and had the most uneven spread of data. This “renegade with a

cause,” a common theme in his transcript, gave little credit to anyone or anything for his

acquisition of values, believing that his decisions were primarily his own contrived

choices.

Only one additional transmission “method” tended to consistently show up in the student

data which was not earlier apparent from the literature review in Chapter Three. This

concerned “Preaching” (17), which recognizes the messages and sermons of preachers,

evangelists and pastors in AOG church contexts.  Sally was the only one who didn’t refer

to this device, again probably due to her relatively little exposure to local and visiting

preachers. 
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Generally, students tended to acquire their values first and foremost from leaders and

pastors who were strong in their presentation of values and beliefs, and visionary in their

purpose. This is a feature common to Pentecostalism, as described in Chapter Three.

Values were also strongly transmitted through various training programs, including

church-based programs and MTCs. This is consistent with a strong Pentecostal tendency

to train its members in all the rules and realms of church life, as was also evident in

Chapter Three. These values are then consistently and continually reinforced, according

to the data. Creating highly similar situations also assists transmission. Church community

and relationships can similarly feature strongly in the transmission of values, providing

a sense of community which some participants invariably need. Small home groups have

a capacity to transmit values given that attendees can become very closely knit. Persuasive

language on the part of leaders assists transmission, leaving no doubt in participant’s

minds that practising values are important. Formal meeting times, corporate praise and

worship sessions, the written materials of churches and colleges, modelling, Christian

schools, small ministry exercises such as prayer, and catering to participant’s needs, are

also potentially significant devices for values transmission. Preaching can also be a

significant transmission device in the experiences of some participants.  

Transmission “methods” appear stronger than “venues,” overall, as devices of

transmission,  probably because the former is more easily utilized and transferable. 

These results lead to the following finding in response to the fifth Research Question,

“How, and by what means, are these values transmitted?

“Values are transmitted through a variety of AOG communicative methods

and venues, and tend to take advantage of Low-Road conditions aimed at real

transfer, though differences may occur in individual participant receptivity

to certain transmission devices. ” 
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The student data relevant to Research Question 5 are consider next.

E. How and Why would Students Choose to Acquire these Values?

Table 15 presents the data relevant to the Research Question, “How and why would

students choose to acquire these values? The Table incorporates data relevant to the

reasons for acquisition (or categories) identified in Chapter Three. Table 16 incorporates

data relevant to additional reasons for acquisition that emerge. Figure 7 provides a

graphical presentation of the totals in Table 15, and Figure 8 accomplishes the same

regarding the totals in Table 16. 

Nine columns are represented in Table 15. The first column, “Reasons for Acquisition,”

lists all 16 reasons identified in Chapter Three (and corresponding to Table 6). Six of the

columns refer to the data from each of the respondents: Mary; Len; Sally; Tony; Beatrice;

and Paul. The individual data for each reason for acquisition were added together and the

number appearing in the “Total” column. For instance, the combined total of the

individual respondent references to “Part of a willing team” added to 24. The remaining

column, “Prop,” repeats the propositional classification  allocated to each reason in

Chapter Three (also corresponding to Table 6). For instance, the letter “C” appears

adjacent to “Part of a winning team” in the Propositional column in Table 15 to specify

this category  as a “connect with the church” reason for acquisition. The data attached to

each reason thereby facilitate certain conclusions to be reached concerning the relevance

of the theoretical proposition stated in Chapter Three relating to research Question 5. 

The same explanation applies to Table 16, except that the relevant propositional

classification is assigned on the basis of the new reason for acquisition emerging from the

data. 
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Reasons for Acquisition

Part of a winning team
An eagerness to imitate
Feel persuaded
Personal empowerment
A sense of commitment and     
       purpose
Feel appreciated
Excitement and enthusiasm
Values ownership and              
       agreement
Personal interests and needs
An Intuitive feel, belief or        
       conscience
To fulfill organizational           
     requirements and                 
     expectations
Heightens personal identity
Personal passion and                
      convictions
Personal growth
Placement or employment
A Biblically-inspired sense of  
       urgency and mission
TOTALS PER STUDENT

Prop

C
P
P
G
C

P
P
C

P
P

C

P
P

G
G
C

Total

24
35
11
24
68

65
40
38

48
26

25

37
17

44
37
51

Mary

4
6
3
5
6

4
3
4

3
10

6

3
10

7
5
7

86

Len

5
4
2
13
10

15
6
1

23
3

0

25
3

20
14
0

144

Sally

6
12
1
1
21

28
18
8

5
4

0

2
0

6
8
17

137

Tony

6
13
5
5
14

1
10
20

2
8

18

5
2

7
10
13

139

Beatrice

2
0
0
0
8

17
0
4

13
1

1

2
1

2
0
12

63

Paul

1
0
0
0
9

0
3
1

2
0

0

0
1

2
0
2

21

                      Legend: P = Personal fervor
                                   G = Personal goals
                                   C = Connect with the church

TABLE 15. How and Why would Students Choose to Acquire these Values? (Chapter Three

                     Categories) 

Figure 7 comprises a Bar Chart of the numbers appearing in the “Total” column

corresponding to each reason for acquisition in Table 15.The totals appear on the “Score”

axis, and the reasons appear on the “Category” axis. For instance, the first bar registers

the total number of mentions (24) for the reason, “Part of a winning team.” Every

reason/category is represented in the Figure in the same sequence as it appears in Table

15. The same explanation applies to Figure 8, although it only incorporates additional

reasons for acquisition arising from the data. 
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Reasons for Acquisition

Safety or anchor
The example of leaders
A sense of calling
An intensive desire to learn
Part of a church family
To teach others
Personal thanksgiving
Self-confidence
Building grassroots support
To help one fulfill their          
     desires and goals
TOTALS PER STUDENT

Prop

P
C
P
P
C
G
P
P
G
G

Total

17
18
40
41
15
17
7
8
9
27

Mary

3
9
9
8
0
5
0
0
0
0

34

Len

5
2
1
0
0
7
0
0
0
13

28

Sally

2
0
4
15
2
5
4
0
0
0

32

Tony

0
1
17
0
0
0
0
0
0
0

18

Beatrice

7
6
4
6
13
0
3
8
0
0

47

Paul

0
0
5
12
0
0
0
0
9
14

40

                      Legend: P = Personal fervor
                                   G = Personal goals
                                   C = Connect with the church

TABLE 16. How and Why would Students Choose to Acquire these Values? (Additional      

                        Reasons for Acquisition Arising from the Data)

The predominance of student comment and interaction on the issue of values acquisition

may not be surprising given that this Research Question relates closest to a participant

point of view. The respondents may have described various values, alluded to sources

from which they came, related how the values were transmitted to them, and made some

comments on why the church might have transmitted values, but it is this Research

Question that pinpoints how, and why, students acquired certain church-based values

important to them.  

The data relating to this Research Question helps to complete an understanding of values

processes concerning MTC students in AOG contexts. The fact that this Research

Question also received the greatest number of new category formations (ten in total), not

earlier identified in either body of literature in Chapter Three, is further testimony of the

importance of this Research Question in understanding values processes. Fortunately, the

interactional interview approach, which employed MCA and CA techniques, and other

facets   of   the   “active”   interview  ( as  discussed  in  Chapter  Four ),  facilitated   an







211

understanding of these values processes.  

It is immediately apparent that the student data varies to an even greater extent under this

Research Question. All of the respondents had their own set of reasons for acquiring

church-based values, though overall commonalities still prevailed. The individual

characteristics inherent in the data are also highlighted, as mentioned above, by the

number of new category formations.

Of all the reasons why the students tended to acquire church-based values, “A sense of

commitment and purpose” (68) received the most frequent mention. It is identified as a

“connect with the church” characteristic in the propositional statement in Chapter Three,

and supported by both bodies of literature. It further supports a major theme evolving in

this study that commitment to, and compliance with, church directives and practices is

crucial to a culturally-embedded system. 

All six students mentioned the relevance of this category for acquisition. Sally (21) made

the most mention of it, because, according to her transcript, she believes in being strongly

committed to the AOG church. It also appears from her transcript that she (the most

excited and enthusiastic of all six students, as discussed later) is making up for lost time

after being many years out of the church scene, and is very serious about her new-found

faith. Tony (14) also considered this an important reason for values acquisition. This

appears consistent with his personal characteristic of the “stereotypic” Pentecostal, since,

as both the literature in Chapter Three and the data in Research Question 1 indicate,

“commitment” is highly significant in Pentecostalism. The remaining students also

mentioned this reason for acquisition, though to a much lesser extent. Interestingly,

however, no single student recorded this reason as the most important for personal

acquisition. Although “A sense of commitment and purpose” was mentioned more

frequently overall, other reasons for acquisition were considered more important by each

student.  



212

“Feel appreciated” (65), a “personal fervour” characteristic identified from the

propositional statement in Chapter Three, ranked close behind, in terms of frequency of

mention, though with a much higher student variation in their acknowledgement of this

reason for acquisition. The organizational/educational literature in Chapter Three

identified this reason for acquisition, though curiously, it was not apparent in the

Pentecostal/AOG literature. Evidently, it does not feature as important in the minds of

Pentecostal leaders. It was mentioned to only a minor extent by three students, however,

it proved to be important to three others. Sally (28) referred to this category far more than

to any other category. It is apparent from her transcript that she wants to feel appreciated

and wanted by other church participants and leaders as her way of dealing with prior

rejection by Catholic family, friends and church. Beatrice (17) ranks second in mentioning

this reason for acquisition, who, like Sally, referred more to this reason as a factor in

acquisition than to any other reason. Due to her personal characteristics, as described

earlier, Beatrice needs to feel wanted and appreciated. Len (15) ranks third in mentioning

this reason for acquisition, though for him it is far less important than some of his other

reasons for acquiring church-based values. Even though the need to feel appreciated is

important to him, Len is the most self-seeking of all the subjects. Two other students,

Mary (4) and Tony (1), barely mentioned “Feel appreciated” as a reason for acquisition,

and Paul did not mention it at all. The need to feel appreciated was not important to them,

given that they had other reasons for acquiring church-based values. 

Another frequently mentioned reason was “Personal interests and needs” (48), identified

as a “personal fervour” characteristic in Chapter Three, and by both bodies of literature.

Predictably, Len (23) mentions this reason the most for acquiring church-based values.

The difference between his frequency of mentions and the mentions of other respondents

for any category is the greatest under this reason for acquisition, other than for the

categories “Feel appreciated,” “To fulfill organizational requirements and expectations,”

“Personal growth,” and “Heightens personal identity.” Len is highly motivated by self-

interests, which is strongly characteristic throughout his interview. More will be
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understood on this matter when considering some of the individual features of his data

later in this section. Beatrice (13) mentioned this reason moderately, though it was her

second highest reason for acquisition, given her personal needs relating to a troubled

background. Aside from Len and Beatrice, with relatively large scores, this reason for

acquisition is poorly mentioned in the student data, rating from 2 to 5 mentions for the

remaining four students. They had other reasons for acquiring church-based values.

Also highly mentioned as a reason for acquisition was “A Biblically-inspired sense of

urgency and mission” (51), a “connect with the church” propositional characteristic

according to Chapter Three. This reason for acquisition was not apparent in the broader

organizational/educational literature, though it was highly apparent in the Pentecostal/

AOG literature. This may not be surprising, given that this category is more closely

associated with religious contexts. Sally (17) (though it was her fourth strongest reason

for acquisition) mentioned this reason for acquisition more than any other student

respondent, probably due to her new-found enthusiasm for Pentecostalism and the

church’s emphasis on witness, missions and evangelism. Tony (13) made the next highest

frequency of mentions, who again follows the AOG “stereotypic” line by emphasizing

what is important to the church. Beatrice (12) immediately follows, no doubt due to her

interest in missions and her MTC position as the college missions director. It was

moderately regarded by Mary (7), who has her sights set on ministering in Papua New

Guinea where she is soon to return, and hardly regarded by Paul (2), though not poorly

regarded relative to the other reasons he gives for acquisition. It is not even considered

by Len, not surprisingly, who is the most self-oriented of all the respondents.  

The last reason for acquisition receiving major mention was “Personal growth” (44), the

first of the “personal goals” characteristics mentioned in the propositional statement in

Chapter Three. None of the respondents mentioned it frequently except for Len and Mary.

This is typical of Len (20), given his high self-interests. It was not his highest mention,

however, with two other reasons proving more important to him for acquisition.           
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It was also important to Mary (7), relatively speaking, because she expects personal

maturity to develop while studying in Australia. Sally (6) and Tony (7) mentioned this

reason moderately, particularly relative to their other emphases, and Beatrice (2) and Paul

(2) hardly mentioned it at all. Beatrice is far more concerned about her position in church

family and community than with personal growth, and Paul, typically in “renegade”

fashion, considers this reason to have had minimal effect on him for acquisition. Two

other reasons, additional to those identified in Chapter Three, were more important to

him, as discussed later. The Pentecostal/AOG literature did not mention this reason,

though the broader organizational/educational literature did.

There are some reasons for acquisition that received a moderate emphasis, according to

the student data. “Excitement and enthusiasm” (40), a “personal fervor” characteristic,

did not feature directly in the AOG/Pentecostal literature, though it was possibly implicit

in other categories, as described in Chapter Three. It was noted, however, in the broader

organizational/educational literature. The highest mention of this reason for acquisition

was from Sally (18), and it constituted the second highest of her category rankings. She

is highly enthusiastic about her Pentecostal faith. Tony’s (10) mention was also

reasonably high, true to his Pentecostal fervor and beliefs. Len (6) referred to it to some

extent, appearing excited about being a Bible teacher in the future. It was hardly

mentioned by Mary (3) and Paul (3), and Beatrice did not acknowledge it at all. 

“Values ownership and agreement” (38), a “connect with the church” characteristic, also

received moderate attention overall, though only to a meaningful extent by Tony (20).

Subjected closely to Pentecostalism all his life, he clearly understood the importance of

having a high degree of congruency between personally-acquired values and promoted

church-based values. He was aware that close cooperation with the church helps ensure

recognition and position – of which he already has more ministry expression in the MTC

and local AOG church than any other respondent. Sally (8) commiserated a little, and the

remaining four very little, or hardly at all. Once again, a highly individualistic tone was
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apparent in the data when it came to an acknowledgement of “Values ownership and

agreement” as a reason for acquiring church-based values. Both bodies of literature in

Chapter Three noted the relevance of this category for acquisition, and the literature

raised questions over the degree of  “passivity” some participants possess when it comes

to acquiring organizational values. The nature of Tony’s interactions, substantiations and

cause-and-effects confirmed that he was the most “passive” of all the respondents. 

“Placement or employment” (37), the second of the “personal goals” characteristics to be

included, followed closely behind for overall mention. Both sets of literature in Chapter

Three recognized that participants may have certain expectations of placement in an

organization, though it was also revealed in that chapter that the church tends not to feel

obligated to place any of its members. Len (14) (though possessing some doubts in it

eventuating) has significant inclinations towards placement in the church, and thereby

identifies it as one of his key reasons for acquiring church-based values. Tony (10) has

expectations too, though he seems to feel confident about it. Sally (8) and Mary (5) also

subscribed to such expectations. Yet, it was apparently without any significance to

Beatrice and Paul. Most of Beatrice’s needs and expectations centre around community,

and Paul expects to “plant” a church of his own, though he is very aware that he needs

church sanction and support in order to undertake this. 

Moderately mentioned as well was “Heightens personal identity” (37), a “personal fervor”

characteristic. The AOG/Pentecostal literature did not recognize this category as relevant

for participant acquisition, though it did feature in the broader organizational/educational

literature. Apart from Len (25), this reason was acknowledged very little in the student

data. In contrast, this was Len’s greatest reason for his acquisition of church-based values,

pointing again to the very different reasons participants may have for acquiring values.

This emphasis, typically, had mostly to do with his heightened personal ambitions. This

result also agrees with his high expectations for placement as mentioned above.
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The final category receiving moderate overall mention was “An eagerness to imitate”

(35), a “personal fervor” characteristic. This was not a significant factor identified in the

Chapter Three AOG/Pentecostal literature, though it was recognized by the

organizational/educational literature. It was somewhat meaningful to Sally (12) and Tony

(13), though, once again, for quite different reasons -- Sally because of her new-found

Pentecostal outlet, and Tony because of his deliberate intention to cooperate with the

church.  Beatrice and Paul did not acknowledge it at all, for the reasons discussed above.

The remaining six reasons for acquisition received minor attention, the least being given

to “Feel persuaded” (11) and “Personal passion and convictions” (17). Both bodies of

literature recognized the potential of these two categories for values acquisition. “Feel

persuaded” was rated little by all respondents, yet Mary (10) did register “Personal

passion and convictions” as a very important reason for values acquisition -- indeed her

highest on par with “An intuitive feel, belief or conscience.” As a self-funded foreign

student, she is serious about what her studies will do for her ministry in the future. Again,

the data tends to become quite differentiated in light of certain personal characteristics.

Overall, all of the reasons for values acquisition, as identified in the literature in Chapter

Three, were represented in the student data. Some categories were rated more highly than

others, though no single category was rated highest by all respondents, and only one

category, “Feel appreciated,” was rated the highest by two students. Every participant,

therefore, although having acquired church-based values, had very different reasons for

doing so.

Although the Chapter Three literature classified the reasons for acquisition into the three

propositional descriptions of  “personal fervor,” “personal goals” and “connect with the

church,” the data indicate that “personal goals” lagged behind the other two when it came

to frequencies of mention. Of the six respondents, four mentioned some “personal fervor”

category as their major reason for acquisition. Four respondents also mentioned some
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“personal fervor” category as their second main reason for acquisition. As a result, the

desire to satisfy “personal fervor” may be paramount in participant’s minds concerning

acquisition, followed closely by “connect with the church” interests and then by any other

“personal goals” they might have.

Although certain individual features have already been noted, an analysis of the data on

a student-by-student basis further reveals the extent to which individual characteristics

may affect values acquisition. Sally (137), Len (144) and Tony (139) made the most

references to reasons for acquisition in the interviews. Mary (86) made fewer references,

as did Beatrice (63), and Paul (21) hardly mentioned any Chapter Three reasons at all.

The peculiarities associated with Beatrice and Paul will be discussed later in this section,

when considering new categories emerging from the data. Mary attributed her greatest

reasons for acquisition to “Personal passion and convictions” (10) as well as to “An

intuitive feel, belief or conscience” (10). The former was rated very poorly by all other

students, and the latter was only acknowledged to some extent by Tony.  Len’s reasons

for acquisition are the most self-oriented of all (mostly “personal fervor” followed by

“personal goals”), referring to categories that benefit him more from a personal point of

view, e.g., “Heightens personal identity” (25) and “Personal interests and needs” (23).

Sally largely acquired values through heightened needs to “Feel appreciated” (28)

(“personal fervor”), and “A sense of commitment and purpose “ (21) (“connect with the

church”), both features being discussed earlier. Tony’s data is the most evenly spread of

all the six subjects, being the typical AOG “stereotype,” and stresses “connect with the

church” characteristics more than any other, e.g., in his favoured categories: “Values

ownership and agreement” (20); “To fulfill organizational requirements and expectations”

(18); and “A sense of commitment and purpose” (14). Beatrice is non-plussed about most

of the categories, except her heightened need to “Feel appreciated” (17) and “Personal

interests and needs” (13),  both being “personal fervor” characteristics, in her desire for

church family and community. She managed to rate “A Biblically-inspired sense of

urgency and mission” (12), a “connect with the church” characteristic, quite highly due
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to her MTC position as missions director. Paul, the “renegade,” didn’t think there were

any good reasons for acquisition, apart from “A sense of commitment and purpose” (9).

However, two additional reasons for acquisition, not identified in Chapter Three, were

most important to him, as identified below. 

Ten additional reasons for acquisition emerged from the data concerning this Research

Question. Some of them proved relevant to most respondents, while some were

acknowledged by few, depending on their unique individual characteristics. “An intensive

desire to learn” (41) (“personal fervor”) was frequently mentioned, and referred to almost

as many times as the five most commonly mentioned reasons for acquisition discussed

earlier. It was frequently mentioned by Sally (15) and Paul (12), moderately by Mary (8)

and Beatrice (6), and not at all by Len and Tony. Such a spread may have been expected

from MTC students, who may enroll in college simply because of an interest in learning.

This reason for acquisition was of  no interest to Len though, ironically, he has ambitions

to teach. Tony also did not mention it, given that he already knows much about church

faith and practice from his Christian upbringing. However, “An intensive desire to learn”

is a reason for acquisition frequently mentioned by Paul (12), who rarely mentioned

reasons for acquisition identified in Chapter Three. Evidently, little else mattered to him

at the time of the interview. His major mention was, “To help one fulfill their desires and

goals” (14), a “personal goals” characteristic, which suggests he has specifically planned

what he wants to do in the future and sees values acquisition as one sure way of getting

the church and leadership support he needs for his church-planting aspirations. Briefly,

Paul sees his values acquisition almost totally in terms of what he aims to learn now at

MTC, and what he aims to do in the future. His reasons for acquisition, therefore, reflect

some of his unique personal characteristics.  

The next additional category emerging was “A sense of calling,” another “personal

fervor” characteristic, and acknowledged by all students reasonably equally, except Tony

(17), who mentioned it frequently. Of the extra categories, Tony is the only respondent
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who refers to only one of them (except for one mention of “The example of leaders”).

Of moderate mention was “To help one fulfill their desires and goals” (27), a “personal

goals” characteristic. Paul’s reasons for acquisition has already been discussed, however,

Len (13) is the only other student acknowledging this additional category. This is again

typical of Len’s personal ambitions. “The example of leaders” (18), a “connect with the

church” characteristic, follows next, in which two students in particular, Mary (9) and

Beatrice (6), look to the examples of pastors and leaders as reasons for acquiring values.

Mary, as a learning and eager student from PNG, is very interested in the roles and

behaviour of teachers, and Beatrice may be looking to this for guidance concerning her

home problems. “Safety or anchor” (17), a “personal fervor” characteristic, is mentioned

by four students, who see the church and its values as offering security in a changing

world. Beatrice (7), typically, would be the most interested in this category as a reason for

acquisition. “To teach others” (17), a “personal goals” characteristic, also moderately

features, though only by Mary (5), Len (7) and Sally (5). Mary expressed her desire, in

the interview, to teach when she returns to PNG. Len has very strong ambitions to teach.

Sally, the enthusiast, wants to teach others what she has learned.  

The remaining additional categories vary even more in the acknowledgement they receive

from the respondents. Beatrice (13), typically, was the only one featuring strongly on

“Part of a church family” (15), a “connect with the church” characteristic. Aside from

“Feel appreciated” mentioned earlier, this ranks secondly, along with “Personal interests

and needs,” as her major reasons for acquiring values. Finally: Sally (4) and Beatrice (3)

had a sense of “Personal thanksgiving” to God for their lives, which prompted them to

acquire values; Beatrice (8) needed an increased “Self-confidence,” and thought values

acquisition would help her attain this; and Paul (9) occasionally mentioned “Building

grassroots support” in his bid to get people on his side to support him in his church-

planting aspirations.   
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In the main, “personal fervor,” “connect with the church,” and “personal goals” categories

continue rating in that order of mention under a consideration of the additional reasons

for acquisition emerging from the data. 

The results, generally, are confirming, insightful and somewhat revealing. They are

confirming in that all the Chapter Three reasons for values acquisition feature in the

student data, even if in varying degrees of emphasis. They are insightful because the

reasons for acquisition may differ quite markedly among participants. Finally, they are

revealing in that each individual has some unique personal characteristics that tend to

impact on his/her engagement with values processes. 

These results lead to the following finding in response to the fifth Research Question,

“How and why would students choose to acquire these values? 

“Values are acquired by MTC students, in completing real transfer, through

their personal fervor, desire to connect with the institutional church, and

ambition for personal goals, though personal characteristics may have a

strong bearing on how and why values are ultimately acquired.” 

Before concluding this section, further attention is given to some of the personal

characteristics associated with each of the six respondents in this study, given the

apparent relevance of these characteristics to an understanding of values processes in

AOG contexts.  

F. Individual Features of the Data

The purpose here is to further an understanding of why different personal characteristics

tended to affect the way each of the respondents engaged with values processes, as

indicated by the respondent data under each of the five Research Questions above. 
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Although the data indicate that transfer has been successful, in terms of values

acquisition, in producing committed and compliant students, “made in the image of the

church,” participants possessed some unique characteristics that helped shape their

engagement with values processes in AOG contexts. 

It needs to be noted at this point that the study now reaches a turning point, in terms of

approach, due to the additional data that emerges. Up until this point, the study has

proceeded in a relatively linear psychologistic way given the content of the Research

Questions and the slant of the organizational/educational and Pentecostal/AOG bodies of

literature on these questions. Now, however, as the spotlight is cast more on the

individual characteristics of the six respondents, the study becomes less psychologistic

and more transformative. This change enabled a fuller understanding of cultural transfer

to be achieved as further insights are gained on the mechanics of transfer. 

Mary – The spiritual learner

One feature that is immediately apparent in Mary’s interview is that she is the most

“spiritual” of all the respondents. She is “spiritual” in the sense that she tends to see most

questions and issues dealing with values and church life in immediate Bible and church

terms. Of all the students, she most frequently used the CA device of “upgrades.” For

instance, when probed by the interviewer about whether the Bible College has some

reinforcing effect on values, she replied: 

Yes (.) Yes ummmm (1) you see (3) I come to Bible college so that I can serve the

Lord .hhhhh and we got to kno:::w (.) to know (1) that the Lord has called us. 

In effect, Mary upgraded a simple question on a college issue to a spiritual dimension.

This was a common feature throughout her interview.

In backing some of her major points, Mary employed the MCA device of experience

“substantiations.” For example, following the interviewer’s general probe on what things



222

she liked about the AOG church, she responded: 

Like (.) in PNG (1) is like the first AOG church in Papua New Guinea and .hhh

(.5) yeah (1) out of that AOG there were break-aways and (.3) they made uhhh

.hhh oth:::r fellowships (.) yeah.

Such substantiations became a common feature of Mary’s interview. She also came across

in the interview as totally committed to the AOG church. She commented: 

I do:::n’t think (.2) I wil eve:::r (.) leave AOG Church .hhhhh (.5) yea:::h (1) I will

stay until I leave planet Earth ((laughing)) yea::h I don’t think (1) I will leave

AOG.

She then followed, typically, with an experience “substantiation” of what “bad thing”

happened to a member of the family who did leave the AOG in PNG. In addition, Mary

described how, “My village is a:::ll AOG,” using these church beginnings as something

akin to a divine directive not to be disloyal to the AOG church.

She positioned herself very firmly as the foreign student “eager to learn” throughout the

interview. Her approach, however, was much simpler than other respondents, which may

have something to do with her earlier village life.  She emphasized that she is in Australia

to get “foundations,” a word repeated more than a dozen times in one section of the

interview. She complained (her only noticeable complaint) that faith and practice in

Australia is not simple enough, emphasizing that AOG people only need to act “just

(.)with si:::mple faith.” 

She is overjoyed to have been accepted by the AOG church in Australia (where this study

was undertaken), such that she repeated the refrain, “Nobody knows me,” and “You

people .hhhh just accept (.) me.” This acceptance tends to confirm her commitment to the

church. As she says: “you want to belong .hhh you (1) you (.5) want to be lo::ved.” 

Mary is passionate about her faith, her commitment and about what she wants to do in the
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future. She is extremely emphatic about most of her beliefs, values and the statements she

makes. She constantly repeated such imperatives as, “have to,” “got to,” and “we should,”

numbering over one hundred mentions in her transcript. For instance, she said: 

I ha::ve to be (.) faithful as a believer (1) I ha::ve to walk (.2) in love (2) I ha::ve

to be joyful (1) I have to do the things I (.) am required to do (2) paying my tithes

(1) paying my offerings (1) ummmmm (3) .hhhh you have to be hon::est. 

This passion applies to: her faith, “I see the Bible (1) I just .hhh (2) I just see it as truth;”

her church affiliation, “this (.5) this Pentecostal movement has just (2) done something

to me;” and to her practice, “you know .hhh we have got to go to (.) the mayor and (.5)

point it out to hi::m.” When probed about commitment, for instance, she commented

about her strength in this area, but then remembered that she does not always get to the

Sunday evening church services. Realizing that the interviewer might construe her

commitment incorrectly, she used a CA repair device: “I sometimes fee:::l tired” and

explained at length that she is very busy attending to study and a young family in

Australia. 

Some other individual features that are prominent in Mary’s transcript include: many of

her values come via books and written materials, rather than electronic media (perhaps

due to her background); she has heard many American visiting preachers in PNG; she

likes to belong to a “big church;” she looks to strong leaders for faith and guidance; she

wants to minister in prayer and teaching in the future; and she frequently emphasizes

“right and wrong.” Other individual features are not emphasized, but still point to her

individuality, like how she “used to get a lo::::t (2) of (1) spa::nkings” when growing up.

Although far from exhaustive in demonstrating some of her unique, personal

characteristics,  this additional glimpse into Mary’s interview aids an understanding of

how, and why, she engages with values processes the way she does.  
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Len – Ambition through failure

A closer look into Len’s interview similarly reveals a church participant with some

distinct personal characteristics.

Although Len used “experience” MCA substantiations, like all the students tended to do,

he made use of “anecdotal” substantiations most of the time. For instance, when

interacting on the infallibility of the Bible, he said: 

It doesn’t change (1) that’s it for me (2) It’s the end of the story (1) It’s finished

(.) it’s complete (2) to me if it keeps moving (2) I can’t sta::nd it (2) it’s like a boat

(1) it’s always moving with the sea (1) but if you stand on a rock (1) it doesn’t

move. 

Len speaks in quick succession, with small gaps in between, and comes across in the

interview as the “learned teacher.” 

Another feature of Len’s transcript is the CA device of “contrast.” For instance, when

explaining some issues of his past, he commented: 

I came back from a camp (1) of a week (.) and I felt the presence of God (2) this

was it (1) it was wonderful (2) I had experiences (1) and once again I was in the

Air Force and in trouble (1) I was just gullible.

Here, he contrasted his difficult time in the Air Force with the wonderful time he had at

a camp. 

Yet another feature of the style of Len’s interactive interview was the CA device of

“shifting.” The interviewer was occasionally speaking on some point or issue raised in the

interview when Len would shift the conversation to something more pertinent to him.

This device proved useful overall, as it revealed aspects of Len’s individuality which may

not have otherwise become known. As stressed in Chapter Four, these capabilities are a

feature of  the interactional and active-oriented interview. For instance, when specifically
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probed on a Chapter Three propositional statement to do with the values to which he

ascribes, Len “shifted” the conversation to an event and the subsequent hurt he felt:  

If someone has not (1) kept their word (.5) that they were going to do something

(2) and that hurts (2) so (1) that’s just deliberately trying to hurt ahhh (1) so umm

it hurts (.5) and it causes the pain. 

There were many occasions when Len shifted the conversation to hurtful experiences

from the past. 

His strongest comment on his hurts and failures from the past was: 

I was considering the thought of taking my own life (3) I was so dark and

everything was crashing around me (2) my family (1) my friends (1) people (3)

there was no hope. 

The theme of his past “failures” flavours his transcript from beginning to end. Within only

a minute or two into the interview he commented: 

I knew I was doing something wrong (1) it was just a struggle I had to get through

at the time (3) I was still struggling with a huge issue in my life. 

The interview concludes with a number of mentions that he must do “something

worthwhile” in his life. Ambition to be a Bible teacher, therefore, is his way of atoning

for the hurts and failures of the past, as well as providing hope in the future.  

Ambitious statements run consistently throughout his data. Within only a half-minute into

the interview, Len related the details of how he came to attend the local AOG church (and

subsequently, its MTC) in which this study was undertaken. After arriving in the city, he

actively sought the biggest church with the greatest potential opportunities: 

I was looking for an AOG church (1) a Pentecostal church certainly (1) this AOG

is the strongest and (2) that’s why I came. 

He repeated a number of times “I want to teach,” and emphasized on one occasion, “I

intend to be heavily involved in teaching.” He spoke occasionally with heroic rhetoric:

I’m going to grab hold of it with both hands and ahh (1) run with it (1) and I’m not
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going to let it go. 

Len also tended to rationalize or justify his many past failures, primarily with

relationships and failed careers, by referring to them as a necessary experience for

personal growth: 

I want to teach out of something that is in my life (2) it’s a scary thing (2) I want

to speak out of realism (3) God (1) don’t ever let me teach that which I have not

experienced.

Len is so intent on success this time, in desiring to be a Bible teacher, that he describes

without reservation how he has to adopt church values so as not to, “blow my chances.”

He explained, using anecdotal substantiations: 

If you are not going to go along with the flow (1) now (1) all you are doing is

pushing against the wind (1) like a yacht pushing ahead against the wind (2) you

are simply going to stall (.2) I don’t want to buck that system (4) if you buck (3)

I:::: don:::’t want to be here all eternity pushing against the door (.5) pushing

against a brick wall. 

On this note, he concluded this particular interaction with the comment: 

We got to listen (1) we have always got to listen (2) if you want to work against

a boss and buck against him (.5) then you won’t get anywhere.

Len is committed and compliant to church-based values, but for highly personal and

ambitious reasons. 

There are other features of Len’s interview that portray him as an individual with some

unique personal characteristics, such as: his expectation that it is the church’s job to train

him and place him into ministry (“They should want the best out of Len”); how he forces

himself to make a good appearance around church (“I just want to make the best of it”);

and that he is a person who needs to be in good relationships with other church

participants (“I know how it affects me”).

This brief look into some of Len’s personal characteristics, therefore, also aids an
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understanding of how, and why, he engages with values processes in ways that are unique

to him. 

Sally – Ex-Catholic, now an enthusiastic Pentecostal

Personal characteristics also appear to factor into the way Sally engages with values

processes.  

One CA feature strongly figuring in Sally’s interactional interview was “contrast.” From

the beginning to the end of the interview, Sally’s previous experiences as a Catholic are

contrasted with her new-found Pentecostal faith. For instance, when questioned by the

interviewer from where some of her values might have come, she entered into a lengthy

diatribe on the Catholic church making comparisons with her experiences at the local

AOG, such as: 

I feel such a privilege to be in a church where (.5) you can no::w study and (.5)

fi::nd out like (1) you know (1) the Catholics are so:::: naive. (2) we must be

teaching our children and hhhh (1) bringing them up with love (2) you explai:::n

things to them like (1) in hindsight I::: was just tol:::d you will do::: it thi:::s way

and (.5) and if you do:::n’t (1) you will get a hiding. 

Sally strongly accented her key words, and tended to drag them out with long

pronunciations, to emphasize her passionate feelings and opinions. 

Many of her MCA substantiations are “experience” based like: 

There’s oth::r people who:: are in Babinda as well who ha::ve left the Catholic

church and (1) have go:::ne to Assembly of God.

However, some of her substantiations are “knowledge” based, or Bible based, in her

attempts to authenticate Pentecostalism. In alluding to the Bible story of the Jews

wandering in the wilderness for forty years, she commented: 

You must come ou::t of bon::dage and in::to free::dom (1) you got to get ou::t of

the wil::derness. 
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She also uses MCA “cause-effect” features like: 

They ((Catholics)) were kick::ing me ou::t of church and (1) that’s where my life

spi::raled down becau::se they (1) kicked me out of the chur::ch because (1) I was

a divorcee. 

Sally continually positioned herself as the mistreated Catholic who has “bounced back”

as an enthusiastic, committed  Pentecostal. Within only a minute or so into the interview,

when the interviewer was attempting to obtain some of her background information, she

was quick to mention her Catholic upbringing: 

We went to chur::ch every single Saturday (1) Saturday night (.3) Sunday (1)

Sunday night and (.) went to a Catholic scho::ol. 

At the same time she talked at length on her “strict” upbringing: 

A pretty str::ict Catholic Mum (2) is ve::ry str::ict (2) it’s really har::d becau:::se

she is sti::ll (1) ve:::ry strict.

Regularly, throughout the interview, she recalled this strictness and “the physical

hi:::dings and stuff”’ she would get.

Her enthusiasm as a Pentecostal sometimes reached dramatic pitch: 

I rea:::ly want to go into full-time ministry not (1) ummm not for a monetary

career thing but (1) because Go:::d has giv:::me so::: much. 

This is also apparent in one of her strongest reasons for values acquisition, her intense

desire to learn. She said: 

I was a Pentecostal for si::x months and (1) I ha::d that desi::re to lear::n (2) from

there I found out that there was a Bi::ble college. 

She added later in the interview, “I just wa::nt to absor::b ev::erything like a sponge (2)

every bit of teaching.” At the end of the interview she repeated many times that she wants

“to know” the Bible.

Another major theme emerging in Sally’s case is her need to feel appreciated and wanted.
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This also colours her interview from beginning to end, with such statements as: 

You kno::w you (.5) get to know the general church family of the chur::ch and (.)

that’s wha::t I find so::: precious here.

She repeated the refrain, “family is ve::ry (.) ve::ry important,” a number of times. As a

consequence, the AOG church substitutes for the “family” she lost when leaving the

Catholic church. 

She is very “evangelistic,” seeing ministry as important beyond the walls of the church.

She frequently cited the term, “evangelism,” for example in the statement, “God’s ca::ling

me to be an evangelist.” She also emphasized that a Pentecostal needs to be bold: “God

knew I would nee::d to be bo::ld.” She is so intent on being an evangelist that she hopes

her past, such as being a divorcee, will not be counted against her. For instance, she

commented: “They kno::w my past and tha::t might be held against me (2) I am a bit

worried.” Consequently,  although she is very compliant with, and committed to, the AOG

church, she is also very concerned that she might not “fit” the embedded AOG culture

well enough. She subsequently finds ways of “proving” her commitment, Pentecostal

enthusiasm, and values acquisition. 

There are other individualistic features of Sally’s interview, such as her strong sense of

right and wrong, her “down to earth” demeanor, her strong sense of calling, her emphasis

on the Holy Spirit, and her continual air of “thankfulness” for being in an AOG church

where she can practice her faith. 

In the final analysis, it is apparent that Sally’s distinctive personal characteristics strongly

colour the way she engages with values processes. 

Tony – the “stereotypic” Pentecostal

Tony’s interview data are the most evenly spread of all the respondents across the various
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Research Questions. In respect of the numerous categories identified in Chapter Three,

he is the most “typical” in that he fits closer than does any other respondent. However,

in this “better fit” with the categories at large, he also emerges as distinct in the way he

engages with values processes.  

For instance, the style and interactive features of Tony’s interview were different to the

other respondents. Most others, for instance, made extensive use of MCA substantiations

like “experience,” or “anecdotes” to a lesser extent. Tony employed far fewer of these,

preferring instead to maximize “cause-effect” techniques. When questioned by the

interviewer about whether he thought his acquisition of church-based values would

benefit his church placement in the future, he replied: 

Yeah .hhhh I do think (.3) it important (.) ummmm ummm (1) no man is an island

(.) we can’t (2) sort of umm (.) we can’t do things by ourselves. 

He indicated, in brief terms, that church participants are not going to get placements and

positions if they isolate themselves or “do their own thing.” 

Tony spoke very slowly throughout the interview, with hardly any grammatical emphases,

carefully considering his words as he spoke. He also saw “cause-effect” sequences

between his Pentecostal upbringing and the ministry opportunities he is already getting:

I was in chur::ch ahhh (1) learning Christian ways and values and (.5) ahhhh my

parents wer::e always encouraging me to ahhh (.5) to (1) to know the Lord and (1)

to pray and ahhhh ahhh (2) I think ahhh Calvary ((AOG)) and ahh the Bible

college ahhh (.) probably are providing me with some (.5) opportunities.

He also uses the CA feature of  “alignment” more than any other respondent, which in his

case, serves the purpose of continually associating the notions of the “perfect” Pentecostal

(in terms of faith and practice) and “fitting in” (in terms of values acquisition) with the

AOG church. Some of his alignments constitute descriptions of doing certain ministry

tasks that are “popular” in Pentecostal contexts, like contemporary praise and worship:

With things like (1) worship leading ahhhh (.5) ummm (2) Michelle and Craig
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((worship directors in his local AOG church where this study was undertaken))

ahhh (1) I have talked with them abo::ut the possibility of (.5) me ahhhh being

trained as a worship leader.

Tony delights in his strong Pentecostal heritage. He boasted, for instance, that for three

generations, “they have al::ways ahhh always (1) been in Pentecostal churches.” His most

emphatic statement on this is: “probably the most significant ahhh (.5) influence (1) on

my life has ben ahhh (1) growing up in a Christian home.” He volunteered lengthy details

on his father’s side of the family, as well as on his mother’s. He proudly emphasized this

background and upbringing to ensure that the interviewer had clinched its importance, as

well as portraying a demeanor that he is “the best man for the job.”

Of all the respondents, Tony is the most confident about placement. Len might be the

most ambitious for placement, but Tony is the most poised to get it. As the student

president of the MTC, heavily involved in youth at the AOG church on site, having a

father who is a pastor at the same church, and portraying a demeanour that he is a typical

“church product,” placements and paid positions are already in progress for him. He made

it quite clear that he intends to be ministry involved: “I like to se::e myself ultimately ahhh

(1) ahhh in ministry.” And again he uses a “cause-effect” technique in demonstrating a

link between values acquisition and ultimate placement: 

Those common values (.5) you ahhh you can’t allo::w little things to ahhh to get

ahhh (1) in the way so (2) ummm yes this might (2) help me with placement ahhh

(1) you got to (1) you got to flow with it umm so (2) I get flowing with it. 

Tony, therefore, is keenly aware that compliance, looking “the part,” involvement in

church life, having a Pentecostal heritage, and conforming to values, would be beneficial

in terms of church approval and placements. 

Tony emphasized his “willingness” to do church tasks and to have “a genuine desire” to

put beliefs into practice. For instance, he commented: 

It does really work ahhhh (1) it has to come from (.5) a willingness (1) you need
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to be that ummm just being part (.2) of church.

His strongest statement along these lines, at the end of his transcript, was: 

I think there is that ahhh ummm (1) expectation ummm to ummm (2) comply

ummm there obviously is that ahhh (1) the church (2) should really expect from

people is ahhh (1) that they are complying ummm (2) tell them the values and

beliefs and ahhh (1) their people should comply with (2) those standards.

This inevitability leads to a related issue, of Tony’s passivity, in terms of his

unquestionable assent, which is unmatched to the same degree by any other respondent.

For instance, very early on in the interview when the interviewer was making some

general probes relating to Research Question 5, the transcript went as follows:

Interviewer:  “why (1) why have you acquired these values?” 

Interviewee: “ (9) um (3) it’s a very big (2) question.” 

This answer (with a pause of nine seconds) constituted the greatest hesitation in Tony’s

transcript. It appears that he is so “sold” on certain values and beliefs that he had given

very little thought to the notion of “why” they are so important to him. 

Other instances also provided further evidence of strong passivity. In one section of

interaction with the interviewer, Tony repeated over a dozen times that church

participants just simply have to “accept it,” i.e., values and beliefs. He states: 

ummm I think in chu:::rch we (1) we kinda ahhhh often have to ahhh pick things

up ahhh (1) we sort of accept it yeah (2) we ummm we accept it. 

He concluded this portion of interaction with, “we just believe it,” four times. He repeated

on a few occasions that “you really (1) wa:::nt to do it,” and boasted of his “strong

resolve.” He concluded by saying, “I don’t have a problem with that,” and said on the

final page of his transcript, “I agree ummm with the values ahhh (1) of this church and

(2) I am going to do my best to (1) abide by it.” Such personal characteristics assists an

understanding of the way Tony engages with values processes in AOG contexts. 
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There are other features of Tony’s transcript that add to its distinctiveness: his discourse

on a strong sense of calling (“I just started ahhh to really get on fire.”); his tendency to

look strongly to visionary leadership and good preachers as examples of how to live the

faith (“I just found his preaching ahhh (1) captivating”); his emphasis on the Bible, and

church interpretations of it, as a source of values (“The Bible is the best place (1) to go”);

his focus on integrity (“that one has become (2) important to me”); his desire to fulfill all

the expectations the church has of him (“there is umm a certain expectation that (2) the

church ha::s for me”); his references to the MTC as training him for ministry (“it has (1)

like (2) a reinforcing effect”); and his consistent references (far more than any other

respondent) to Low-Road transmission techniques (“there has to be ummm that sort of

uniformity of belief”).

This further look into Tony’s transcript casts further light on how, and why, he engages

with values processes the way he does.  

Beatrice – worth within community

Unlike the relatively “stereotypic” characteristics of Tony or the “enthusiastic”

characteristics of Sally, Beatrice has personal characteristics that are also unique, and

shape the way she engages with values processes.

Beatrice frequently employed “experience” substantiations, though usually with negative

overtones: 

My father was an alcoholic (2) My Mum and I are really good friends and .hhh it

would hurt me a lot to see Dad drinking. 

She consistently “aligned” herself to the past, and positioned herself as the church

participant with a lot of troubles and regrets. She commented, for instance: 

I think that’s why I have been at Calvary ((AOG)) for as long as I have been (1)

.hhh as I have been because there have been many ups and downs over the years.
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Within less than a minute into the interview, Beatrice was complaining about her past:

“There was always a lot of opposition at home.” She would devote portions of time in the

interview outlining her difficult home life when growing up. She also explained, at

length, her difficult marriage to a man who is an alcoholic, mentioning, in quick

succession, his “drinking problem.” She tends to blame herself for the situation in which

she finds herself: 

I was searching for a good friend I guess (3) that’s when I met my husband so (3)

you live with your choices (4) I was pregnant when I got married and that was

such a shame (5) so I lived with a lot of guilt. 

Her frustration continues in the marriage because her husband is still unchurched: 

It is rea:::ly hard in a home where you try to maintain a standard of righteousness

(3) you just get sick (2) of doing things on your own. 

She has a low sense of personal worth, and strongly looks to the community aspects of

the church for personal meaning. 

These kinds of alignments and positionings run through her entire transcript. For instance,

mid-way through the interview she said, “There are many times in my life where life (2)

is not worth living.” Twice during the interview she broke down and cried (though chose

to continue with the interview despite the interviewer offering to cancel it). She

occasionally referred to her “disappointment,” to her “intimidation” (“I have been

intimidated all (2) my life”), and concluded the interview with the statement, “If I had my

life all over again (3) I wouldn’t get so messed up.” 

One outcome of her troubles and regrets is her inflated need to be appreciated. She

referred to many of her  “close friends” in church, and the “friends” she has in her home

group, prayer group, fellowship group and mission group. “Friends” and “close friends”

are mentioned on numerous occasions. As she said, “I always have to (2) sort of cultivate

(3) I really think friendship is important.” She also remarked:

I think the most friends I ever had is here at Calvary ((AOG)) (3) this is a family-
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oriented church that makes people feel accepted.

Being sensitive to her own need to fell appreciated, Beatrice is generous in giving care

and affection to others. This partly explains her dedication to her life-long profession,

nursing, and her dedication to the church and college missions departments. She said, “I

have always (2) I guess I have always cared.” 

Her desire for meaning and personal worth undoubtedly colours the unique way she

engages with values processes, being content to cooperate, and flow, with church life and

practice for the sake of needing to get along with people. Her enrollment at the MTC is

also primarily centred around helping her through life emotionally and providing more

friends. As she says, “College has been like God’s (2) spiritual hospital to me” -- a

meaningful comment from a professional nurse. College is a way of reinforcing the values

she already believes she needs to practice in her life: “I think within college it (1) it is

good to bring all these values back.”

There are other individual characteristics of Beatrice’s interview such as: her strong sense

of commitment (“I do see that as important because (1) I believe to run with the pastor’s

vision”); she thinks key church values should be enforced (“There should be a high

standard expected of the young people”); and her emphasis on the Bible and scriptures

(“We are a Bible believing church and (1) that gives you the values there”). Unlike Len,

who tends to turn his past failures into ambition,  Beatrice seeks relief in the local AOG

church “family.” Her unique characteristics, therefore, strongly define her engagement

with values processes.  

Paul – Renegade with a cause

If Tony represented the “typical” stereotype, Paul would qualify as the most “non-

typical.” He has a background, and a perspective on church life, that is very different to
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the other respondents. For instance, though from an unchurched and turbulent

background, he has had the very unusual experience of marrying a prominent minister’s

daughter (against all advice at the time), and he has an approach to church life, ministry

and his own future that is uniquely his own style. He rarely employed any kind of

“substantiations” or “cause-effects,” unlike some of the other respondents. He has a

narrow focus and a determined resolve.

From the outset, Paul describes some of his rough background: 

I got into a bit of trouble at school (2) sent off to a boarding college and then a few

other schools (2) got in with a lot of other rat-bag kids (1) got into lots of trouble.

After his school days, in his late teens and early 20's, he played the role of the rebellious

renegade, violating the law on a number of occasions: “I used to break and enter and

things (2) I had a gambling problem (3) I was bad.” He spoke in a direct, “matter-of-fact”

fashion with no hint whatsoever of any shame, regret or hurt -- most unlike Beatrice or

Len. He appeared in the interview at times as “the sanctified church gangster,” seeing

things in non-stereotypic ways, yet possessing a passion to plant AOG churches.

Some of his personal characteristics rendered him very unpopular in his first few years

at the AOG church where this study was undertaken. He said: 

I was almost sort of alienated because I was put into a too-hard box (2) too hard

to figure out (3) I had started Bible college back then (1) and quit. 

Very soon after leaving the MTC (after only a few weeks there), he became involved with

a prominent AOG pastor’s daughter and soon married – something very unconventional

in AOG circles. The marriage was not working in its early stages: 

I came from a background where you can say (1) everything goes and she (2) came

from a background that nothing goes (1) har har (1) it sounds like never the twain

shall meet. 
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His wife’s ministry parents were not pleased: 

I wasn’t Ilene’s ((name of wife’s mother)) choice for a suitor for her youthful

daughter (2) no (1) they never expected me to change and if they did (3) then I

wouldn’t. 

Other ministers in the church (all of which have since left) did not encourage him either:

Certain people did all they can in their power to make sure that there was hell for

me (1) and so did pastors (3) yes (2) tore me to shreds and tried to destroy my

relationship with Teresa ((his wife)).

However, the rebellious “renegade” stood his ground and would not budge in response

to the opposition: “I had it most of my life (2) I could shrug it off.” 

In time, he learned most of his AOG values from his wife: “I used to go to get into some

discussion (2) I would get some of umm (1) values she taught.” He further commented:

People like me don’t go into boxes (2) I don’t have any great problems really with

values umm (2) my main desire is to follow what Jesus does and have a

relationship with him and (2) not get so caught up in politics. 

In the main, he sees values conformity as doing the “politically-correct thing” in church

in order to “get along” with church leadership, and it helps ease  pressure on the marriage

given his wife’s ministry connections. However, he does have a plan of his own.

Planting churches is very important to Pentecostal churches generally, as indicated in the

literature in Chapter Three. Paul is acutely aware of this, and commented early in the

interview: 

Yeh umm (2) that’s my passion (1) you gotta plant churches (2) I will achieve it

umm (2) that’s why I came back to college. 

Mid-way through the interview he adds: 

My goal is to plant churches and to raise up people within the church to take over

the church (3) it’s a gift that God has given me (2) umm I can kick butts and I can

love and (2) I can do either quite well.
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He is intensely passionate about this because he says: 

I am black and white (1) boots and all or (1) you are not in it at all (2) I can’t stand

some who just want to sit on the fence (2) its called commitment.

At the very end of the interview he states: 

I will get to where I am going (2) look at John Howard ((Australian Prime

Minister))  (2) he persisted and got to where he was going. 

He seems to be very aware that if he appears to be cooperative and compliant with church

values and practices, he will have no difficulty gaining the support of the AOG leadership

to plant churches, knowing how important this is on their agenda.

He is very careful to get along with the senior minister. He commented, for instance: 

I only submit to him ((the senior minister)) (2) he is our senior pastor and he covers

the church spiritually. 

Paul is aware of the strong authority and power vested in the senior minister, and knows

this is the one person it is essential to please: 

The church just flows on umm what Bill ((senior minister)) thinks and (2) and

that’s how it works basically everywhere so (2) I don’t have a great lot to do with

other departments. 

Neither does he look to any person, TV personality, or other ministry: 

I have never had a hero (2) every man is only human (1) he goes to the toilet the

same way (2) he eats the same way (2) he baths the same way. 

At the same time, Paul is building his “grassroots” support, or the approval of other

members of the congregation. His involvement in many church activities (more than any

other respondent, excepting Tony) such as men’s ministry, outreach, indigenous people,

home groups and deacons, helps win him this kind of “approval” from the mainstream

congregation. Church planting works best if a number of members of a congregation leave

to go and support a new pastor at a new church. As he intends to be the senior pastor of

a new church plant himself, he is plain-talking about the need for this kind of support: 
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If you want to have power and influence you start with the people who are at the

bottom so (2) you take the grassroots first then you build the foundation (3). 

He mocked some other church participants, including past MTC students, for playing “the

political game” by striving to go up the ranks: 

People try to pursue their ministry ambition by climbing the ranks (2) to me (1)

that’s not how its done. 

Paul has his own plan in respect of how to get what he wants, and he is shrewd to work

with embedded church cultural practices in the meantime. 

Because of these circumstances, Paul seems to be appealing to the person with the highest

authority (the senior minister) and to mainstream congregational support at the same time,

bypassing all the other ministries and departments in between, in his own unique style to

fulfill his “cause” his own way.

Finally, Paul’s primary intention at the MTC is to get the pastoral credential he knows he

needs in order to pastor a new church plant: 

My focus in being at college is to finish and have a diploma (2) because it’s the way

that AOG is set up politically and I need to have to study and (3) move onto my

next goal which is PMC ((Probationary Minister’s Certificate with AOG in

Australia)) because (2) my whole purpose of me coming back ((to college)) is to

become an ordained minister.

Aside from other minor interesting characteristics, it is clear from the above that Paul has

his own unique way of, and reasons for, engaging with values processes. 

Following a detailed presentation and analysis of results in this section, and before ending

this chapter, certain conclusions are reached in considering how values processes worked

for a  group of MTC students in a selected AOG context. 
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4. Conclusion

It is apparent that many commonalities exist between the data presented in this chapter and

the findings from the literature review in Chapter Three. All categories (excepting one)

identified in the literature in Chapter Three were identified in the student data. From this

perspective, the theoretical explanations presented at the conclusion of Chapter Three

appear plausible in the light of the results of this study. 

What is also apparent, however, from the student data, is that this group of MTC students

was engaged with values processes in highly individualistic ways. As discussed in Chapter

Four, the reason why this group of respondents was selected from different backgrounds

was to examine whether, and to what extent, individual characteristics might impact on the

way participants engage with values processes. Although the church is apparently highly

successful in transmitting its values to church participants, and although participants tend

to be compliant and cooperative, “made in the image of the church,” it is now also

apparent, from the data, that individual characteristics impact significantly on the way

church participants engage with values processes in AOG contexts.  In other words, the

church appears to be highly successful in producing the kind of participants it wants,

though the ways in which participants engage with values processes is potentially highly

individualistic, i.e., they may act and practice “the faith” as the church wants, but they may

do it for their own personal reasons and agendas. 

In the light of an understanding of the ways individual characteristics can impact on values

processes, the theoretical statement from Chapter Three needs to be amended in line with

the modifications suggested in the findings on each of the Research Questions.

In conclusion, therefore, the following summary of findings is now put forward to explain

values processes as they relate to MTC students in AOG contexts: 
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Charismatic values, and to a lesser extent, personal character values,

stemming primarily from organized Christian-influence sources, are

transmitted by the church because AOG institutions aim to be change agents

in their community, they aim at institutional continuance, and to a lesser

extent at motivation of members, through a variety of AOG communicative

methods and venues. In doing so, they tend to take advantage of Low-Road

conditions. Values are acquired by MTC students through their personal

fervor, desire to connect with the institutional church, and ambition for

personal goals. However, the way in which individual participants engage with

church-based values processes can vary significantly depending on their

unique personal characteristics and motivations.

The final chapter summarizes the major findings of the study, identifies areas in which

further research is necessary, describes some of the immediate implications arising from

the study, and concludes with a statement of the thesis resulting from this study. 
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CHAPTER SIX

CONCLUSION

In this, the final chapter, the following tasks remain. Firstly, a summary of some of the

major findings of the study is presented. It is suggested that these findings are likely to

have applicability beyond the MTC student context, or even beyond an AOG or

Pentecostal context. Secondly, this is followed by an identification of some of the areas

needing further investigation. In a study of this type a number of areas are introduced

which, if developed, could further add to an understanding of the roles AOG students,

church participants and leaders play within Pentecostal church organizations. Thirdly,

brief attention is also given to some of the implications arising from this study for MTC

participants, religious training colleges, and leaders of Pentecostal churches. Finally, the

chapter closes with the writer’s “thesis” in relation to values processes and how they work

in contexts beyond AOG churches. 

Chapter One provided a basic description of the religious scene in Australia, and

recounted how Pentecostalism appears to be faring in comparison with other church

groups. The relatively high degree of drift out of the Pentecostal church was particularly

noted, and some literature was cited in recognition of an embedded culture in

Pentecostalism, such as in the prevalence of authoritative leadership styles and

expectations of conformity from church participants. 

Chapter Two examined definitions of values, and noted models of transmission and

transfer proposed during the Twentieth Century. The term “transmission” was

differentiated from the term “transfer,” the latter only taking place when values

acquisition actually occurs. Transfer was discussed as possible in secular and religious

contexts where Low-Road conditions exist, i.e., values can transfer across situations
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where the underlying conditions are highly similar. 

Chapter Three contained a literature review of some of the research relevant to values

processes. It was divided into general organizational/educational literature and the more

industry-specific AOG/Pentecostal literature. Given the scope of this thesis, only excerpts

of the latter were documented in the Appendix. Both bodies of literature were the sources

used in the formation of numerous responses relevant to the five Research Questions put

forward in that chapter. 

Chapter Four described the methodology and research design adopted in this study. It

outlined a qualitative approach, employing interactive interviews, as the way to obtain

data relevant to the Research Questions. The essential features of MCA and CA were

discussed in facilitating data collection and analysis. 

Chapter Five constituted a presentation and analysis of results. The data were oriented

toward each of the Research Questions, facilitating a systematic presentation, description,

analysis and interpretation of the results. Some of the individual features of each of the

respondents were also discussed, particularly in the light of their impact on the way

participants engage with values processes. 

Attention is now given to a summary of some of the major findings of the study. 

1. Major Findings from the Study

Five Research Questions were employed in conducting an inquiry to examine how values

processes work for MTC students in an AOG context. They were:

1. What values are transmitted in AOG church contexts?

2. From what principal sources do the values come?

3. Why are the values transmitted in AOG church contexts?



244

4. How, and by what means, are these values transmitted? and

5. How and why would students choose to acquire these values?

Following a review of some of the broader organizational/educational literature and the

selected AOG/Pentecostal literature in Chapter Three, a number of theoretical

propositions were developed for each of the Research Questions presented in that chapter.

This theoretical framework was subsequently amended, following an analysis of the

student data. Although the theoretical explanation in Chapter Three remained intact, in

terms of an overall understanding of values processes for a select group of MTC students

in an AOG context, each MTC student engaged with values processes in his/her own

unique way. This was due to personal characteristics associated with each respondent. 

In summary, the major findings of the study are as follows:

1. The values transmitted in AOG contexts are primarily charismatic values,

with some lesser emphasis on character values;

2. The sources from which the values come are primarily Christian-

influenced;

3. The reasons why particular values are transmitted in AOG contexts are that

AOG churches, department and ministries aim to be change agents in their

communities, to promote their continuance, and to a lesser extent, to

motivate their members;

4. AOG values are transmitted through various AOG communicative devices,

employing various transmission methods and suitable venues to facilitate

transmission. Low-Road conditions which emphasize highly similar

conditions are utilized; 

5. The MTC students chose to acquire AOG values because of their personal

fervor, their desire to connect with the church, and because they have

personal goals at stake; and
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6. The way in which the student respondents engaged with AOG values

processes tended to vary significantly depending on the unique

characteristics associated with each participant. 

These findings may also apply beyond a formal MTC student context. According to some

of the literature in Chapter Three which referred to “church participants,” acknowledging

that MTC students are church participants merely undergoing more formal training, and

given the MCD device in Chapter Five of  “the church participant as a holder of values,”

these results may apply to all participants in AOG contexts. 

Furthermore, it is plausible for these findings to be considered relevant beyond an AOG

context to other Pentecostal organizations, or even beyond Pentecostal contexts. The

“religious context” was frequently considered in the Chapter Three literature review,

given that a number of similarities exist among Christian church organizations despite

differences in Bible interpretation and ethos. Most church groups can still be notoriously

“in-house,” with a strong underlying culture, in which values and beliefs are primary to

their very philosophy and existence (Lowe and Grady, 2000). In such circumstances,

some of the understandings of values processes as described in this study might be of

relevance to them.

2. Areas Requiring Further Investigation

This study touched on a number of areas which, if further research is undertaken, may

cast further light on the ways in which participants engage with values processes in

Pentecostal contexts. These areas relate to the five Research Questions, as follows.

From Research Question 1

It was noted in the study that charismatic values, rather than personal character values,
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appeared to be more in the minds of students. This might be a good outcome as far as

some Pentecostal churches are concerned (who frequently refer to themselves as

“Charismatics”), or proof that actual transfer is occurring, but it does raise questions, even

concern, over an apparent lack of emphasis on personal character. In a world shaken by

paedophillic practices amongst clergy, sexual misconduct of ministers, divorce and

remarriage of pastors and leaders across all denominations, and figures suggesting that

divorce and remarriage statistics amongst congregations are no different to that of secular

contexts (Malmin, 2000; Green, 2000; Fehlauer, 2000; Hayford, 2001), one might expect

that personal character values need to be strongly transmitted within churches –

particularly to MTC students training in various leadership capacities. Further study on

this could probe more deeply into why such character values do not seem to be as

important in the minds of students, why the AOG church organization apparently doesn’t

emphasize character to the same extent as charisma, whether other churches do emphasize

character values, how a change in emphasis may be produced, and why, and how a change

in emphasis may be beneficial to both church and participants alike. 

From Research Question 2

From the student data it is apparent that only Len gave attention to “non-Christian

influence” sources of values. It was noted, in Chapter Five, that he gave recognition to

certain life-shaping experiences in his engagement with the wider community. None of

the other respondents, apparently, could conceive of such a possibility. There seems to

be an inherent assumption amongst MTC students (given their general non-recognition

of this source in their interviews), or perhaps amongst AOG church participants in

general, that church-based values can only come from agencies immediately connected

with the church (e.g., the Christian family, or various church departments). What kinds

of cultural conditioning might be responsible for producing this outcome would be very

interesting to discover. However, it is conceivable that certain values, like “integrity” and

“consistency” (both referred to by Len) could be propounded and practised in the wider
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community, influencing participant acquisition, even if generally classified as “non-

Christian.” Hence, Len’s case  raises the possibility that more indirect, “non-Christian-

influence” sources may be a distinct reality in acquisition for some church participants,

and could conceivably be more important to values acquisition than is generally believed.

From Research Question 3

The students in this study recognized that values may be transmitted to them because the

church organization aims to be a “change agent” in community and that the church “aims

at continuance.” Relatively little attention was given to the idea, though apparent from the

Chapter Three literature review, that a church might simply want to “motivate” its

members. Students may have thought that the church is “too noble” for such subtle

behaviour, or that the church does not need to spur supposedly “faithful” subjects into

action. The students may have thought that an admission would render an accusation

about their own lack of commitment, or that it might be seen as deriding the church. Such

possible notions raise the possibility again of deep cultural peculiarities at work in

Pentecostalism. This is an issue, therefore, that, if further studied, could increase

understanding of why church participants may be prompted to think in certain “culturally-

appropriate” ways.  

From Research Question 4

It is clear from the data that students were not conscious of, or tended to “conveniently”

overlook, certain devices of transmission. One of these was “Persuasive language,

indoctrination, drill.” Although Tony was somewhat aware of it, given his life-long

association with the church and his Pentecostal heritage, none of the other respondents

paid any meaningful attention to it. This could be due to their refusal to believe that a

church could “indoctrinate.” Another closely related transmission device, “Inside checks,

accountability and feedback,” received almost no attention at all. Is this due to some
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inbuilt assumption by students that churches do not check up on their participants?

Embedded cultural factors are likely to lie at the heart of this kind of thinking. The

students also seemed to be “blissfully ignorant” of church structures, as evident in the

category, “Networking and teams,” in spite of the Pentecostal literature (cited in Chapter

Three) revealing such structures to be of burgeoning significance in Pentecostal contexts.

All these areas could do with further study in an attempt to fathom why such student

perceptions are what they appear, and if, and to what extent, embedded cultural

characteristics tend to produce such “noble” perceptions.  

From Research Question 5

It is apparent from the data in Chapter Five that most of the students expected some kind

of placement or employment in the future. Len, Tony, and Sally were particularly

emphatic about this in their interviews. However, it was noted in Chapter Three that

Pentecostal churches, generally, feel under no obligation to place their students. The

critical question therefore arises as to what happens, in terms of student attitudes and

church responses, if placement does not eventuate?  At least two students in this study

expressed concern over their chances of obtaining placement. Len was not confident of

placement, and Sally was worried her divorce in the past might be counted against her.

Both seemed aware of inherent cultural practices within Pentecostalism that might

mitigate against their desired futures. There is need, therefore, for a study that investigates

past MTC graduates to disclose what placements eventuated for them, what they would

feel about the church if they were denied an appointment, and what are the ramifications

for church life and practice by not appointing or placing its able, qualified members.

Furthermore, could a scenario of sparse placement also be partly responsible for the drift

out of the church, as described in Chapter One? 
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From Other Data

Other issues arising from some of the respondents’ individual characteristics warrant

further study. One, related to the issues immediately above, concerns some of the attitudes

of Pentecostal leaders towards members. In Tony’s case, for instance, there appears to be

a cultural perception that an individual with a strong Pentecostal heritage, highly involved

in church life, and being very compliant -- a clearly defined member “made in the image

of the church” -- rated a more favourable opinion by church pastors and leaders. Len, who

is more studious, based on his college grades to date, was not confident of getting

placement given that he was a relative newcomer and an “unproved entity,” in the church.

Tony was also very passive in his approach to church life and practices, and, therefore, this

raises the issue that churches might perceive passivity and compliance to be a good thing.

Again, is it satisfactory for individuals pursuing advanced vocational studies to be passive?

Then there is the question that someone like Paul, who appears compliant with some

people, as he is with the senior minister, is really a “renegade with a cause” who has

simply learned “how to play the game” by portraying, what he perceives, is “the

appropriate” cultural characteristics. How leaders and participants engage in these

subjective mind games and cultural playgrounds is worthy of further study.

This also raises the related question, as mentioned in Chapter Three, of the authoritarian

style of leadership evident in many Pentecostal churches. Various writers have

documented the exercise of powers, implicit threats to aspiring leaders/members if they

think they can “get out of line,” and the expected submission of members in some religious

contexts (Vanbaalen, 1981; Martin, 1985). Such a scenario has ramifications for all

participants, particularly for a MTC graduate, for example, if a senior minister does not

look favourably on him/her for reasons which are the leader’s alone. Furthermore, given

that participants tend to have a “Holy Spirit emphasis” (as seen in the data related to

Research Question 1), and “A sense of calling” (as apparent from Research Question 5),

do they then “spiritualize” or justify their lack of favour by a leader, or lack of placement
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in the church, by thinking that it is not “God’s time” for them, or simply that the senior

minister “knows best?” Students in this study seemed to be caught in an “irreconcilable

tension” between the positive spiritual/devotional input of their leaders on the one hand

and the authoritative expectations of their leaders on the other. To reject any of the latter

implies a rejection of the former, prompting participants to feel that they will earn the

church-chastising title of being “critical,” and worse – the disfavour of God. Briefly, there

is much to be understood yet about the inner workings and subtleties of an embedded “in-

house” culture within Pentecostal churches, and possibly within churches in general. 

Most of the respondents used “experience” substantiations extensively. This tended to

support a prevailing view, by some, that Pentecostals are “experience-orientated” (Averill,

1992) -- even at the expense of being Bible-orientated. A further investigation would

clarify why personal experiences rate so strongly in student justifications of their beliefs

and behaviours, whether or not this is conducive, or detrimental to a healthy student

profile, or whether students are merely mimicking the emphasis on “experiences” of their

leaders.

Another important issue is how the church treats those participants who are “non-typical”

or “non-stereotypical” in their approach to church? The data in this study indicate that

individual characteristics do, in fact, strongly prevail in the lives of participants. The

respondents in this study, at least, seemed to be successful in channelling their personal

characteristics in such a way as to not rouse any contradictions with the church -- perhaps

due to circumstances where they have placed themselves in the position of formal training.

The question is, however, to what extent do other participants feel allowed to portray

personal characteristics without earning the ire of the church? Take, for instance, the

“renegades” who are not ministerially linked, who don’t have a close association with the

senior minister, or who are not MTC students, as was Paul. Given an apparent church

preference for involved, committed, compliant and “passive” participants, it is uncertain

what the position will be for those who are demonstrably “non-typical” or “non-
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stereotypical” in outlook. Could such non-compromising individuals be of potential benefit

to the church by bringing in “new blood,” new ideas, or more contemporary ways of doing

church? Can there not be strength in diversity? Or, would such individuals be so much of

a challenge, even a threat, to an embedded culture that their ideas would never be

considered? 

Some of the issues described above could provide the platform for a profitable in-depth

ethnographic study of a large Pentecostal church. More needs to be known, and

understood, about “what is going on around here?” Values processes constitute only part

of the culture of the church, and a far more detailed picture of what it means to be

“culturally-embedded” is yet to emerge in Pentecostal contexts. A larger study could begin

to answer some of the many pressing issues and questions raised by the results of this

study.

3. Immediate Implications Arising from the Study

There are implications from this study for Pentecostal students, participants, religious

training colleges and leaders of Pentecostal churches. 

Firstly, it would appear, based on the information in this study, that students may need to

continue being somewhat passive and compliant (or at least appear to be so) in “semi-

closed” AOG church contexts. They may need to bury any frustrations or disappointments

arising from the non-attainment of church placements and appointments by continuing to

“prove” their ability and worth to the organization, and put their energies toward a related

activity, such as in extensive church involvement, in the hope of changing their direction

in the future. According to this scenario, participants seem to have little other choice than

to continue proving that they are “made in the image of the church.” 

However, there is a plausible alternative scenario. Accepting the fact that an embedded
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Pentecostal cultural system seems to work, students and participants may need to consider

becoming more “active” at a grassroots level in changing the status-quo and certain

embedded cultural concepts, particularly if changes are not forthcoming from elsewhere.

As Silverman (1997: 234) says, “real opportunities for sociological influence lie closer

to the coalface than they do to head office.” If not, MTC students, and AOG participants,

may well have to continue accepting some disagreeable cultural practices for a long time

to come.

Secondly, religious training colleges, themselves, need to be conscious of how values

processes work for their students if the colleges are to fully understand the ramifications

of their training. According to this study, “Training and equipping” (of which MTCs

comprise a part) was rated second highest by the students as a transmission device. As

“reinforcers” of AOG culture, MTCs are charged by the church with the responsibility

of producing students with both the ability and the “disposition” for church life

(Thomson, 2001). Many current MTC Principals lack educational and theological

qualifications and experience. Most are pastors who have a long affiliation with the

senior minister and the church, and they might preside over a staff who generally have

qualifications and educational experience far in excess of their own. Such appointments

are made to ensure that college Deans, staff and students do not “go off track” in

producing the kind of participants the church wants. However, MTCs, too, need to

consider being more “active,” or even pro-active, in challenging the status-quo and

changing certain embedded cultural concepts. As an example, they may need to question

whether “creativity” is an important ingredient in training. “Non-typical,” creative and

imaginative graduates, as opposed to conforming and obliging ones,  may be just what

the Church needs in the 21  Century. Although initially risking the ire of the church, andst

given that MTCs bear some responsibility for producing leaders of the future, training

colleges ought to consider whether an embedded culture should take precedence over

initiative, integrity and a futuristic outlook. The cultural script of reproducing “cloned”

leaders is hardly likely to produce change, or the kind of diverse leadership that may be
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necessary to guide the church in the future.

Thirdly, leaders of Pentecostal churches similarly need a sound understanding of values

processes given the strong role they play in the entire process. “Strong visionary

leadership” was noted as the most frequently mentioned transmission device in the

student data, indicating that students are influenced in a very significant way by their

leaders. The responsibility of church leaders to exercise care in what they say and what

they require, therefore, is of primary importance. Church leaders need to be cognisant

that a certain degree of “intimidation” seems to exist among their members in the sense

of those members knowing, and even manipulating, how to “fit in” with the church. Such

attitudes are even more significant when participants believe that leaders have a strong

say over their placement in the future, or that leaders have some kind of “divine

mandate” for all they do and require. Leaders need to question, therefore, whether this

scenario represents one of Biblical integrity, or leads to “best practice,” in the sense of

contented and fulfilled participants, or whether a more relational or participative

approach, based on diversity and “individual” characteristics, would be more

appropriate. 

In particular, Pentecostal churches need to seriously consider how much of what they do

is church culturally-based, and how much of it is Biblically-based? If anything, this study

at least calls for a renewed emphasis on the Bible concerning church life and practices.

Producing participants “made in the image of the church” hardly satisfies this

requirement. 

4. Conclusion

In summing up the findings of this study, the following conclusion has been reached:
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MTC students, as church participants, tend to eagerly acquire church-based

values for personal reasons and desires conducive to the expectations of the

AOG church. Although unique individual characteristics define the kind of

engagement each participant has with values processes, Pentecostal

participants tend to be compliant to the extent that they are “made in the

image of the church.

It remains to be seen, through future studies, whether this conclusion may be generalized

beyond Pentecostal contexts. 
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APPENDIX 1a

A Basic Profile of the Assemblies Of God in Australia

The Assemblies Of God in Australia (AOG) is governed by a national board including a

National President, National Vice President, national Secretary, and six other board

members. Various departments are responsible to this national board such as AOG World

Missions, Australian Christian Services, National AOG Children’s Ministry Movement,

National Church Planting, National Office, National Communications, Royal Rangers,

Teen Challenge, Australian Christian Women, and Youth Alive Australia. The AOG is

an independent Christian denomination, and is not legally affiliated with the AOG in

America. 

Nationwide administration is assisted by State Executives who largely oversee the

business and spiritual affairs of each State. For instance, the State Executive of the State

of Queensland includes a State president, State Vice President, Secretary, Treasurer, State

Clerk, Executive Officer, and three other members. All members, except the State Clerk,

are Senior Ministers of local AOG churches. The majority of churches are found in the

states of Queensland, New South Wales, and Victoria. At the conclusion of 2001, the

AOG consisted of 590 churches nationwide. 

The organization is normally described as “Pentecostal” in that it emphasizes the “Gifts

of the Spirit,” a “charismatic” style of leadership, church planting, contemporary music

and preaching, high levels of excitement and activity, healing, prophecy and miracles. It

employs few religious emblems, rites and creeds. Its theology is typically “Arminian” in

that it emphasizes strong participant activity in evangelism and human choice. 

The AOG statement of beliefs include the following:

• the Bible is the inspired and only infallible and authoritative written word

of God;

• there is one God, eternally existent in three persons, God the Father, God

the Son, and God the Holy Spirit;

• in the deity of our Lord Jesus Christ, in his miracles, in his vicarious and

atoning death, in his bodily resurrection, in his ascension to the right hand

of the Father, in his personal future return to Earth in power and glory to

rule a thousand years;

• in the blessed hope – the rapture of the church at Christ’s coming, in the

resurrection of both the saved and the lost, the one to everlasting life and

the other to everlasting damnation;

• the only means of being cleansed from sins through repentance and faith in

the precious blood of Christ;

• regeneration by the Holy Spirit is absolutely essential for personal

salvation;
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• in the sanctifying power of the Holy Spirit by whose indwelling the

Christian is enabled to live a holy life;

• the baptism of the Holy Spirit according to Acts 2.4 is given to believers

who ask;

• in the present day reality of the supernatural operation of the gifts of the

Spirit;

• the redemptive work of Christ on the cross provides healing of the human

body in answer to believing prayer; and

• in the observance of the ordinances of Christian baptism by immersion for

believers and the Lord’s supper. 

APPENDIX 1b

A Basic Profile of Ministry Training Colleges in the Assemblies Of God in

Australia. 

A Ministry Training College (MTC) is one that trains students for a wide array of

functions, positions and activities in AOG church-based ministries and departments. Most

pastors and leaders are graduates of a MTC. Some students, however, may never attain

some pastoral or credentialed ministry, but may significantly contribute in a number of

“lay” or volunteer capacities. 

All MTCs in Australia, with the exception of one in Sydney, are church-based colleges

coming under the control and authority of a local church. Students are primarily drawn

from the local church, and most of the MTC staff are members, leaders or pastors in the

local church. The governing board of the MTC is presided over by the Senior Minister of

the local church, and the remaining members of the college board are normally also

pastors of the local church. 

The student body is seldom large, usually numbering 20 to 30 students in any one year for

most MTCs. The College Principal is always a very senior church official, such as the

assistant pastor of the local church, and is seldom skilled in education or theology. The

Principal is a church appointee who ensures that college programs and emphases do not

deviate from local church purposes or ideals. 

There are over 40 AOG, MTCs in Australia, and even more if MTC extension colleges

are taken into account (extension colleges are usually the titles given to smaller AOG

churches that run MTC courses, usually in Distance mode). Most MTCs run accredited

vocational training courses offering one-year Certificate courses, two-year Diploma

courses, and three-year Advanced Diploma courses. 
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APPENDIX 2

A Sample of Student Comments on “What Constitutes an Effective AOG Leader?”

Part A: 

Value-laden Statements:

• “Leaders are to live these qualities rather than just talking about them. They

have to demonstrate values and beliefs to others.”

• “An unwritten rule here is to have a teachable attitude.”

• “What makes an effective Christian leader is his values and beliefs.”

• “It is important to know your beliefs and your values and to stick to them.

Don’t allow anyone to sway you. Hold on to your values as they are good

and right.”

• “Strong Christian leadership is the compass for living.”

• “The expectation is to be at church morning, noon and night.”

• “People really have to listen to the pastor, and do what you are told.”

• “We need to stand by our values and beliefs. They should not be changed.

Don’t compromise.”

• “The pastor should have “tough love.”

• “Take the example of Moses. In one hand he held a staff, and in the other.

A rod. A leader leads with his staff and disciplines with a rod.”

• “We should train leaders from within our own church. They must grab hold

of the vision, and become part of the engine. They have got to be 100%

committed and disciplined. People have to follow.”

• “People must always be in accord with their senior pastor. He is first and

foremost above the others. We have to submit to him.”

• “Overall, it is the values and beliefs and the performances that make

effective leaders.”

• “There are three pieces of advice for people aspiring to leadership

positions: start at the bottom and work up; submit to those in authority over
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you; trust in God in hard and challenging times.”

• “The AOG expects its people to abide by certain protocols, unwritten rules,

and a heap of dos and don’ts.”

• “A good leader is one who has plenty of people following.”

Part B: 

Expressions of Disquiet among some of the students in the class that hint at discord or

disagreement with certain values:

• “It is still the trend that there is one main central person who makes all the

decisions. The governing board just acts like a rubber stamp. They are to

submit, but this can become an avenue of misrule.”

• “People are being picked that have charisma rather than for their Christian

character qualities.”

• “The AOG seems to prefer the upfront charismatic style. But what happens

to the quiet achiever who often does not get acknowledged?”

• “In the past, student graduates seem to have a lack of opportunities.”

• “I would like to see changes. The style of the one-man band having the

final say, and others having to be in submission, really sux.”

• “I see weaknesses with our authoritarian approach to leadership because it

seems leaders choose like-minded people with the same sort of

weaknesses.”
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APPENDIX 3a

Excerpt of Data Base of AOG/Pentecostal Literature relevant to Research Question 1

Author Key statement(s) Values Indicated
(or Implied)

Barna, George
(1991)

“the good news is that there are hundreds of
churches across the nation that are growing.”
(P.15).
There must never be  “compromising the gospel
or the historic faith of the church.” Christ is to
preached boldly “without apology.” (16).
It takes “a strong visionary leader” to make
things happen. (22). And he must have a strong
spiritual character. 
Something strongly fostered is a “deep and
strong personal relationship with God” (24).
There has to be evidence of “spiritual depth.”
(25). What is stressed is “the importance of
spiritual growth.” (37)
Commitment is expected from church adherents.
There has to be a commitment to Christ, and to
grow in their faith (36). 
“Liveliness and excitement” is considered a key
value in Pentecostalism. (28). There is to be fun.
There is to be joy and exuberance, and passion.
(36). There must be vitality and zeal (37). There
is no room for complacency. 
A pursuit of “excellence,” both in individuals
and in all church functions and activities. “This
focus on quality relates to another key principle
of their philosophies about church growth.” (60). 
A “good attitude” is expected from church
members. (50)
There has to be a spirit of expectancy. (36). The
body is to be “dominated by a positive,
expectant spirit.” (36)
There has to be action, activity, or an “active
Christianity.” (37)

Church Growth

Christ is to
preached boldly

Leadership
charisma.

A Relationship with
God

Strong faith

Commitment

Liveliness and
excitement

Excellence

Good attitude

Expectancy

Action and activity
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Author Key statement(s) Values
Indicated (or
Implied)

Barna, George
(1991) (Cont.)

People who do not fit into the church’s way of
doing things are encouraged to leave. “Really, if the
person doesn’t feel this is the right place, I don’t
want him here.” (54). If they stayed, “they’d
probably be a pain in the neck to us.” (55). In fact,
these pastors “had little sadness about
recommending another church to someone.” (55). 
Integrity is another value that is regarded as a major
aspect of healthy churches. (60)
Churches cannot afford to send mixed signals if
there is to be any bonding with the people. All
communication needs to be consistent and in
harmony with the rest of the church.(60)
“The pace and tone of the ministry is often set or
influenced by the pastoral staff, they must be
beyond reproach.” (63). 
Church members need to be able to count on the
church when they need it. (71)
“Criticism for the sake of criticism found little
appreciation in these churches.” (81). 
“For many who belong to the successful churches I
surveyed, ‘church’ was more that just an occasional
experience: it was a lifestyle. The transformation
that took place among the people of a successful
church was as much a result of this attitude and
lifestyle rubbing off from one person to another, as
it was attributable to the teaching from the pulpit.”
(72). “In this church, Christianity is not a spectator
sport. It’s an active lifestyle.” (112) 
“Vision became the filter through which all church
activities were evaluated.” (88). 
People are to “understand the vision” and to be
“firmly challenged.” (39) 

Compliance 

Loyalty

Integrity

Consistency

Credibility

Reliability.

No criticism.

Church as a
lifestyle and
community

The vision itself
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Author Key statement(s) Values Indicated
(or Implied)

Cartledge, David
(2000)

“Perhaps the most amazing facet of this
recognition of apostolic and prophetic ministries
in the Assemblies of God has been the way these
leaders have handled the trust placed in them.”
(152) 
“An amazing unity and trust has emerged.” (157).
“Reginald Klimionok stayed at Garden City
Christian Church in Brisbane for about twenty
years and was responsible for Australia’s first
‘mega church.’ He built it up from about 100 to
3000.” (145) “Andrew Evans went to Paradise
Assembly in Adelaide in 1970 and is still the
Senior Pastor of this church after 30 years. There
were only 150 people in the church at that time,
but the congregation now numbers about 4000,
and was the largest church in Australia for many
years.” (145).
“I [David Cartledge] took the pastorate of the
Townsville Assembly (Calvary Temple) in 1970
and was privileged to see this old church renewed
and grow from sixty people to more than a
thousand. This became the largest church in
Australia outside of the capital cities.” (145)
“Frank Houston...at fifty-eight years of age he
began with eight people [in 1977]. Sydney
Christian Life Centre grew into a constituency of
about 2000.” (145). “In May 1997 Brian Houston
was chosen by the Assemblies of God to be its
national president. He now pastors the joint Hills
and Sydney Life Centres as one church with two
major worship centres, many satellites, and more
than 440 cells. Their total church has more than
10,000 people.” (146).

Trust and
submission

Unity
Church Growth

Generous giving

(Credibility)
(Faith)
(Generous
giving)
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APPENDIX 3b

Excerpt of Data Base of AOG/Pentecostal Literature relevant to Research Question 2

Author Key statement(s) Sources of Values

Kelly, John P.
(1998) 

“I began to realize that many of us were
copying a corporate American
paradigm...rather than building on the
biblical design.” (32).
“Certain leadership principles can be taught,”
but the majority of them “must be caught. We
believe that leadership development is
transferable from those who are leading.”
(35). 
“I have a tremendous burden to make certain
ministers receive an excellent education
within the context of the local church.” (35).
“It is only for those men who believe that the
fivefold ministry should function according
to the New Testament pattern of
government.” (33). 
“We have taken our biblical cues from when
Joshua was ‘set’ over the congregation by
Moses all the way into the New Testament
where Jesus has ‘set’ some to be apostles,
prophets, evangelists, pastors and teachers in
the church.” (35). 

The organization
itself

Bible
sanction/spiritual
justification

Author Key statement(s) Sources of Values

Iverson, Dick
(1998)

“My background has always been in classical
Pentecostalism. I was saved in an Assembly
of God church as a child.” (172). 
“My parents were asked to pastor a small
church in Portland, Oregon....Then God
began to work on my heart and mind
concerning certain Bible truths.” (172).
“I needed to have a better understanding of
the Biblical pattern of church government if I
was going to succeed. So I began to search
the scriptures diligently to find out how the
Lord had governed the New Testament
church.” (173). 
“God is establishing apostolic leaders to care
for the congregation of the Lord.” (174) 

Family/home 
upbringing

Bible
sanction/spiritual
justification

The organization
itself
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Author Key statement(s) Sources of Values

Cartledge, David
(2000)

“From its inception the Pentecostal
movement worldwide has been in the
forefront of Christianity in valuing the Bible
as the Word of God.” (39). 
“Bible reading and memorizing scripture
references is a common value among
Pentecostals and it is constantly promoted
from pulpits and encouraged in classes.”
(39). “While this practice may be seen as
bizarre it does underscore the value that
Pentecostals have placed on the Bible, and its
centrality to their lives.” (40). “‘The Holy
Spirit revealed to me,’ while I was reading
the Bible this verse leapt off the page with
new meaning,’ are common explanations for
the way that scripture is understood.”
(42).“The Bible teachings must be considered
primary.” (45)
“ I was brought up in a Pentecostal church
where all of these values were practiced.”
(39). 
“The apostle is the primary source for the
generation of faith among the church
members.” (70). It is no wonder that when
the major changes occurred in the national
Assemblies of God leadership, the movement
looked to those who were leading their
churches away from congregational
government to also lead the movement.”
(78). “Openness to change, a willingness to
accept the challenge of living by faith, and
generating vision for their people became
much more common after Cho’s ministry at
this conference.” (95) [in 1977]“He inspired
scores of pastors to a new type of believing.
He also provided a framework for effective
faith for the growth and development of
churches.” (95) “For some decades this
church [Richmond AOG] had the greatest
evangelistic ministry in Australia...Many of

the Assemblies of God churches in Australia
have come out of this foundation.” (106) 

Historical traditions

Bible
sanction/spiritual
justification

Family/home 
upbringing.

A foundational/
influential leader

The organization
itself

(Foreign sources)
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APPENDIX 3c

Excerpt of Data Base of AOG/Pentecostal Literature relevant to Research Question 3

Author Key statement(s) Reasons for
Transmission

Wagner, C. Peter
(1999)

“a new wineskin was required to contain
the new wine of the Holy Spirit.” (16).
And the contemporary church “is one of
those new wineskins God is providing.”
(16) 
“We must be innovative in the church (18).

A new innovative
model required.

Author Key statement(s) Reasons for
Transmission

Eckhardt, John
(1998)

“In 1991, the Spirit of the Lord began to
put the word ‘reformation’ in our hearts.
We then sponsored a conference called
‘Reformation 91.’” (49).
“Reformers are also change agents. They
bring necessary correction to the way the
church functions. This can apply to church
government as well as to the whole way of
‘doing church.’ When the church methods
become outmoded, the Lord raises apostles
to challenge the status quo and to update
and change the church in accordance with
the scriptures...Apostolic churches
everywhere tend to be unique.” (49)  
“We cannot take old models to this
generation and expect to reach them.
“They discover and restore truths and
ministries that have been hidden or been
dormant within the church. They build new
models and implement new philosophies
[values] of ministry. The exciting thing is
that these new models and philosophies
work. They have tremendous success.”
(49).

A new innovative
model required.
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Author Key statement(s) Reasons for
transmission

Liardon, Roberts
(1998)

“The local church is the only institution
that has the spiritual strength and authority
to change a community.” (120).
“In other words, spiritual occurrences and
insights will begin within the local
church.” “Everything will revolve around,
through, and by the local church.” (120). 
“Our goal is to be a vital, New Testament
church in character, principle, action and
belief.” (122). 
“Unless the people are taught how to go,
they won’t understand how to harvest their
communities, nations or world for Jesus
Christ.” (128). 
“I believe that each person in their
generation was born to make a difference
for the kingdom of God.” (129).

The organization as a
force in the
community.

People are a
significant resource.

Author Key statement(s) Reasons for
transmission.

Hamon, Bill (1998) Their “vision statement” is: “To bring
about full restoration of the corporate body
of Christ by proclaiming present truth for
the purpose of establishing dynamic,
growing local churches, building on the
restored foundational ministries of the
apostles and the prophets.” (151).
“Our commission form Christ is to help
bring full restoration and recognition of
prophets and apostles back into the
church.” (149).
“The New Apostolic Reformation is
bringing about the removal of many man-
made traditions within the church, such as
distinctions between laity and clergy,
spiritual and secular, and members and
ministers.” (152). 

A quality church
environment.

A backlash against
other values
paradigms
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Author Key statement(s) Reasons for
transmission

Cartledge, David
(2000)

“They [AOG In Australia] have
intentionally sought to train the next
generation of apostolic leaders in the
movement. There is regular mentoring of
these younger men and women in
voluntary networks. They not only
recognize the emerging apostolic qualities
of these next generation leaders, but
actually seek to enhance their skills and
increase their opportunities. There are now
many promising young leaders in the
Australian church.” (153)
“The primary focus of [the apostles and
prophets] both these ministries is the
church and its destiny.” (69). 
“Now it is the norm for those with
apostolic ministries to rejoice in the
development of new ministries. More often
than not they will do all in their power to
release them into their calling.” (154).
“In numerous Pentecostal churches there is
a serious attempt to discover and emulate
the style of church life and Christian
conduct of Bible times. In this sense they
have seen the scriptures as prescriptive
rather than merely descriptive.” (39).

Investment in
tomorrow’s leaders.

A keen sense of
direction, purpose
and commission.

A quality church
environment

Author Key statement(s) Reasons for
transmission

Boone, Wellington
(1998)

“Our goal in each of our churches and
ministries is to win people to Christ, train
them in a godly lifestyle, then send them
out to be missionaries to the world.” (101).

To win converts.
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Author Key statement(s) Reasons for
transmission

Brooks, Rice (1998) “It is our hope that God would be glorified
through what we do, and that He would
allow it to be transferred to our sons and
daughters.” (145). 
 “We pray that His honor and glory will
continue to be our focus.” (145).

God will be pleased
and glorified

Author Key statement(s) Reasons for
transmission

Barna, George
(1991)

“The church in America is in desperate
need of a new model for the local
church...The constant cry of the
unchurched [is] – ‘the church is irrelevant
to the way I live.” (25). 

Society in desperate
need, or uncertainty
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APPENDIX 3d

Excerpt of Data Base of AOG/Pentecostal Literature relevant to Research Question 4

Author Key statement(s) Transmission device

Moore, Ralph
(1998)

“We soon began planting churches as a
normal function of our congregational
life.” (187). 
We “continued the tradition of church
planting and had great success. The church
is a fountain of growth responsible for the
birth of more than 100 daughter and
granddaughter congregations.” (187) 
“Any program comes from the opinions
and felt needs of people.” (191).
The church is “built around cell groups, or

mini-churches.” (188). 

Church planting and
missions.

Catering to the needs
of people.
Small groups.
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Author Key statement(s) Transmission device

Wagner, C. Peter
(1999)

“One of the first things...to notice when
they first visit new apostolic churches is
the abundance of volunteers.” (211). 
“The apostolic theology of lay ministry is a
fairly recent discovery in church history –
namely a discovery of the past 25 or 30
years.” (211).
“Aggressive outreach is part of the new
apostolic DNA.” (183). 
Christian music has become, perhaps, “the
most visible difference, in the eyes of just
about any observer, between traditional
churches and new apostolic churches.”
(155). 
“Nothing short of a revolution in worship
styles is sweeping across North America.”
(156)
“...the worship service is one of the major
reasons for choosing a church.” (160).
“A worship service once characterized by
peacefulness has become an atmosphere
better described as pulsation. There are
four major differences, including music,
body language, applause, and flow. (170-
171). 
“It all starts when one first becomes a
member of a new apostolic church.” (209).

Volunteers and lay
ministry

Aggressive outreach.

Music and worship

Conventions and
rituals



287

Author Key statement(s) Transmission device

Brooks, Rice (1998) “Our teams work together...Through these
personal relationships, genuine
accountability takes place.” (140) . 
“The primary way leaders are enlisted is
through the ministry of the local church. In
this setting, the character of each
individual is formed and best observed.”
(141)
“When a person is saved, that person must
be taught and mentored.” (136)
The apostolic team “functions as a
presbytery of elders in overseeing the
churches and ministries throughout the
world.” (138). 
The leadership team has as its job “to
equip the saints for the work of the
ministry. It is understood that regular input
from these fivefold ministries is vital to the
life of the church.” (139). 
Candidates for ordination “are nominated
by the senior pastor.” (140). 
“Just seeing people study the Bible and
pray had a huge effect on me.” (133). 
“For Phil, it was conversion through a
prayer group” in which he came to church.
(132)
“The critical nature of prayer is vital to any
successful ministry. In our ministry, it
cannot be separated from anything we do.”
(142). 

Inside checks,
accountability and
feedback.

Mentoring, modelling
and apprenticeships.
Strong visionary
leadership.

Prayer expression

Author Key statement(s) Transmission device

Kreidler, Larry
(1998)

“We have written down our procedure in
a...Leadership Handbook.” (110)
“Each July a weekend summit meeting is
held, at which time the Apostolic Council
and other leadership share a written

vision...for the next calendar year.” (114). 
“Leaders can meet easily...and have the
blessing of meeting together each month
for prayer and mutual encouragement.”
(109). 

Written materials

Meeting together
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Author Key statement(s) Transmission device

Barna, George
(1991)

“the words and actions of the staff and
leadership of the successful church
reinforced the vision.” (P90).

Reinforcement

Author Key statement(s) Transmission device

Hybels, Bill (1998) “The church is the hope of the world, and
its renewal rests in the hands of its
leaders.” (73). 
“God, in His wisdom and for His purposes,
has chosen to direct the church through
those he has gifted and called to be its
leaders...That is why I am so committed to
becoming the best leader I can possibly be
and to enlisting, training, and empowering
more and more leaders at our church.” (74)
“I began to learn about reaching the
unchurched people through creative
approaches to outreach, including the use
of contemporary music, drama, multimedia
and relevant, biblical teaching.” (75).
They use the “visual, using true-to-life
drama and cutting-edge multimedia to
reach TV-oriented generations.” (80). 
“The first step in our strategy” was to
challenge people “to build relationships
with unchurched people.” (78).

Strong visionary
leadership

Persuasive media
communication.

Emphasis on
community and
relationships.
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Author Key statement(s) Transmission device 

 Daugherty, Billy
Joe (1998)

“The majority of our congregation has
realized our focus must be on meeting the
needs of people. Meeting the needs of
people is our heart cry.” (167). 
“We exist to meet the needs of people.”
(168).
 “At the heart of Victory is our small group
or cell group ministry. Mobilizing people
in ministry became a focus for us in
1979....Saints are believers who need to be
equipped for the work of the
ministry....Cell groups are the number-one
place for us to focus our members into
ministry.” (165). 
“Worship, prayer, the Word, fellowship
and evangelism are emphasized in the
cells.” (168). 
“The process of training, mentoring and
equipping happens right in the cell.” 
“That fall, 735 students enrolled in the
Christian school and our Sunday
attendance climbed to more than 3,000.”
(161). 
“The ministry began Victory Christian
School to train students from kindergarten
through high school. More than 1,075 boys
and girls attend the fully accredited school.
About 40 varied churches are represented
by the student body.” (165)

Catering to the needs
of people.

Small groups

Schools
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Author Key statement(s) Transmission device 

Cartledge, David
(2000)

“The Australian Assemblies accepted the
right of these ministers to create and foster
networks of churches attached to them.”
(150). 
 “Apostolic networks...has contributed to
the Assemblies of God’s rapid growth.
This factor has also enhanced the authority
of such apostolic leaders.” (150)
“The churches involved in the renewal
began to look to those ministers that had
also embraced these values.” (140).
“This ‘slipstream effect’ needs to be
considered because once it occurs it tends
to keep on occurring. (153). 
“There were a number of churches that not
only clearly enunciated their recognition of
apostolic and prophetic ministries, but also
established Bible schools that strongly
taught these values. One of these was the
Townsville Assembly.” (143) 
“In 1978 we established Rhema Bible
College as a full time ministry training
school that drew students from all over the
world. Over the next decade we placed
almost 150 new ministers in Assembly of
God churches, and graduates from Rhema
were responsible for planting many new
churches throughout the nation.” (143). 
“This [apostolic authority] had been the
basis of our philosophy of church life
taught at Rhema Bible College in
Townsville....The apostolic revolution in
Assemblies of God values and function
was now clearly established, and strongly
entrenched.” (149). 
“Every ministry has a great responsibility
to ensure that his congregation receives the

right signals from the pulpit.” (96). 
“A number of Australian ministers such as
Phil Pringle and Brian Houston have
broken into national telecasting, and most
of the major American ministries are now
also on Australian TV. Optus Pay TV is

also carrying a Christian channel.” (161). 

Networking and
teams.

Creating highly
similar situations.

Training and
equipping.

Persuasive language,
indoctrination and
drill.
Persuasive media
communication.
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APPENDIX 3e

Excerpt of Data Base of AOG/Pentecostal Literature relevant to Research Question 5

Author Key statement(s) Reasons for values
acquisition

Barna, George
(1991)

“What motivated these people” was a
sense of commitment and a willingness to
“participate in activities.” (70). 
“The congregation had to prove their
commitment by laboring long hours,
sacrificing personal resources and
engaging in serious prayer and study
related to the health of the church.” (186).
“Persuasive communication can occur only
when the party to be persuaded has an
interest in what the persuader has to say.”
(92). 
Individuals can personalize when they also
felt that church activities “were relevant to
their own needs and interests.” (98).

A sense of
commitment and
purpose

Personal interests and
needs.

Author Key statement(s) Reasons for values
acquisition

Brooks, Rice (1998) When it comes to ordination, “the
demonstration of proven character and the
evidence of fruitfulness is examined” in
students. (140). 
“A young man was convinced that
anything worth doing was worth doing 100
percent. During the next few months, he
threw his life into Bible study, prayer, and
an all-out assault on winning the campus.”
(131-132).
“It is our quest to have each member of the
local congregation own the vision.” (140)

To fulfill
organizational
requirements and
expectations.
Personal passion and
convictions.

Values ownership and
agreement.
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Author Key statement(s) Reasons for values
acquisition

Fletcher, Michael P.
(1998)

Students at the training college tend to
think that “God will open the doors of
opportunity” for them. (69)
“We feel we are called to full-time
ministry and service.” (65) 

Placement or
employment

Personal passion and
convictions.

Author Key statement(s) Reasons for values
acquisition

Kreidler, Larry
(1998)

“There is a new generation of..leaders just
waiting for a chance to spread its wings
and fly!” (108).
“We are sensing that the harvest is upon
us. The Lord, like a magnet, is drawing
people into His Kingdom....He is also
requiring us to provide new wineskins.”
(115). 

Placement and
employment

A Biblically-inspired
sense of urgency and
mission.

Author Key statement(s) Reasons for values
acquisition

Wagner, C. Peter
(1999)

“The people in the church as well as the
elders tend to believe that the vision that
the leader has is from God, and they don’t
have any problem following that vision.
They trust the strong leader....they have
bought into the vision of the pastor.” (87).
These people “strongly believe that more
souls than ever are being saved, that
churches will continue to multiply...that
the powers of darkness will crack open and
that the advance of God’s kingdom is
inexorable.” (70).
There is an assumption that “every church
member is a minister.” (212).
Members of these churches are “consumed

with a passion to see lives changed.” (126).

He says there is “a burning desire to win
the lost to Christ.” (69).

Feel persuaded

Part of a winning
team

Personal
empowerment.
Personal passion and
convictions.

A Biblically-inspired
sense of urgency and
mission.
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Author Key statement(s) Reasons for values
acquisition

Hybels, Bill (1998) Once people realize that they have
“become connected to a ministry that needs
them, watch out!” (82).

Feel appreciated

Author Key statement(s) Reasons for values
acquisition

Cartledge, David
(2000)

“The congregation is supernaturally
enabled to see the vision that God has for
the future of the church. The impartational
preaching , faith declarations, and acts of
leadership of the apostle make this
possible.” (70). 

Values ownership and
agreement
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APPENDIX 4

Consent Form

Project Title:

Made in the Image of the Church: The Transmission of Church-Based Values to

Participants in AOG Contexts.

The Research Procedure:

I understand that:

I am invited to participate in a research project. The researcher will ask

certain questions, to be answered from a student point of view, on a range

of church and college issues as to what values students hold, why they feel

this way, where they learnt them, and how they think they were acquired.

Much of the interview will be conversational and unplanned, allowing

students to speak freely.  The interview should take no longer than 90

minutes.

The research requires that the student responses to be recorded on tape.

The tape provides a data record for the researcher, from which he will

categorize, organize, and summarize information coming from the

interview answers.

The Invitation to Participate is Voluntary: 

I understand that I am not required to participate in this research project if

I do not wish to do so and that I can withdraw from the study at any time

without needing to explain my reasons for withdrawing. No loss of benefit

or treatment will occur as a result of my withdrawal nor penalty be

incurred.

Feedback provided:

I understand that:

Feedback on the project, and its conclusions, will be provided to students

following the project’s conclusion. It is anticipated that this will be in the

form of summary tables and charts, and overall themes and conclusions

reached. All interview transcripts are returned to students for

authentication. 
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Confidentiality of data records:

I understand that:

All participant records will be recorded under fictitious names and

subsequently summarized into categories to provide an overall picture of

results. All tapes will be destroyed following the research investigation,

however, a copy of written transcripts of interviews will be retained by the

researcher as well as Griffith University. The information is confidential, and

not available for other sources outside this research.

Approval:

I have read the Information Sheet and the Consent Form. I agree to participate

in the project and give my consent freely. I understand that the project/study

will be carried out as described in the Information Statement, a copy of which

I have retained. I realize that whether or not I decide to participate is my

decision and will not affect my studies nor treatment in this College. I also

realize that I can withdraw from the project at any time and that I do not have

to give any reasons for withdrawing. I have had all questions answered to my

satisfaction.

Signatures:

.......................................................................                   .................................

                        Participant                                                                         Date

                ......................................................................                    .................................

Investigator                                                                         Date
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APPENDIX 5

Sample of an Interview Transcript (Mary)

I = Interviewer

M = Mary

I: What (.5) is your age now?

M: I will b:::e 35 in [July.

I.                              [And (.5) you are married?

M. Yes I am. I have three boys (2) one is 10, one 7, and one is 5. 

I. Now (1.5) .hhh how long have you been at Calvary AOG now? =

M = I came here o::::n January 14, 2001, s::::o .hhhh its like a year and a couple of

months. 

I. Now (.) is this your first Pentecostal church, o:::r were you at a Pentecostal church

before?

M. Umm (.5) well (1.5) I used to be a Catholic and (1) when I became a born again

believer I .hhhh umm (.5)  fellowshipped with AOG and hhh for 15 years in New Guinea

(.5) before I came here this (1) will be like my .hhh 17  year (2) ummm s:::o its li:::ke allth

my life (.) I’ve been a Christian hee heee =

I. = So (1.5) did you grow up in a Christian family (1) or no? 

M. Umm (1) actually the village (1) my village is a:::ll AOG (.5) that’s not where I first

we::nt to church .hhh but the area I come fro:::m is dominantly ahh (1) AOG (1) and umm

.hhh Mum and Dad they (.5) di::d go to church but (1) I do not kno:::w how (.) how much

faith they have umm hhh (2) when they left our vi::llage and moved to the island where

I li::ved and gre::w up (1) its called New Briton island? (2) ummm (3) there was nooo

AOG there .hhh there was an Apostolic church (.) and a Christian fellowship centre but

(2) it (1) it was no::t AOG so (1) anyway (2) I did not go to church until ummmmm (1)

I was 18 and (1) that happened when I (1) was in ano:::ther province again where I (1)

accepted the Lord but (1) ummm (2) Mum and Dad never re:::ally tell me about Jesus

though (2) I we::nt to a Catholic school and ahh .hhh we were Catholics for 12 years and

(1) ahhhh  but (1) umm =
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I. = So they weren’t practicing [Catholics?

M.                                      [No (4) they were no:::t practicing Catholics (.) but (1)

somewhere I think that .hhhh (2) because they were teenage years (1) you kno::w (.5)

maybe like hhhh (1) they went to church but .hhh (2) they ne::ver really practiced umm

(.5) religion at all (4) no but (.5) probably just instinct they (1) they .hhhh I don’t know

they (1) just kne:::w they had to  do the ri:::ght (2)  things yea:::h so (1) ummm

I. So (2) you were always interested in AOG [churches?

M.                                                                    [Ummm (1) I ahhh (1) ummm I sort of (1)

I don’t know but (2) when I gave my heart to the Lord (1) there were o::ther churches like

.hhh Baptist (1) Methodist (2) that’s (.5) what it was called in PNG umm hhh but (2)

something just dra:::w me (3) there were o:::ther sorts of Pentecostal churches as well but

(2) I (.5) had to read their statement of faith (1) what they believe in? and (1) AOG had

what I was looking for (2) It was fu::ll gospel that’s (1) the thing that draw me to AOG

and ahh (1) in the village (1) because it was AOG of course I (1) started with AOG (3)

I didn’t wa::nt to go::: to o::ther  umm .hhhh fellowships (3) actually umm (2) I went to

a college where there was a Foursquare ((Pentecostal)) church there and (2) AOG was

no:::t really big there (2) it was not a big church hhh it just started and (2) uhh it happened

that I went to this Foursquare church and (1) here I kind of like it(1) it was good but

(2)somehow(1) hee hee (1) I just go back to AOG heee heee heeee. 

I. So (2) what (1) what  other things appealed to you about the AOG? =

M. = Umm .hhh about the Holy Spirit I just (1) I just believed that (2)Holy Spirit is da

umm (1) ummmm that part of the tri::nity that kept the church going (3) if we do:::n’t

follow what the Holy Spirit’s leading us we (1) can get into error so that’s the thing that

(.5) kept me going with AOG because (1) speaking with tongues was evident in the AOG

churches (1)you know and (2) ahhh (1) they keep things operating you know hhh in the

AOG churches and (2) that made me started with AOG churches (2) whereas the other

fellowship that sometimes di::dn’t operate in these things in (.5) in (.) this areas of (.) the

giftings and you know (2) that sort of a thing  and (1) ahhh (1) you know that’s (1) just

my belief so dat (1) you know just (1) kept me with AOG .hhh mmmmm. 




