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Konstantin Lindner

Experiencing Values in Religious Education

1 Introduction

Religious Education (RE) at schools in Germany increasingly has to deal with the
fact that many pupils lack personal religious experience. This situation also impacts
on values education as an important part of RE (Dressler, 2002; Lindner, 2017;
Riegel & Ziebertz, 2007; Ziebertz, 2013): Especially religious reasoning of values
and its consequences for the way of life are unknown to a lot of adolescents.

There are numerous approaches on values education in RE. Most of them focus
on the cognitive dimension (Kuld, 2007; Schweitzer, 2009; Ziebertz, 2013). In the
following, current challenges of and prospects for values education in RE will be
outlined. The main emphasis is on the opportunity to offer the pupils options for
experiencing values in RE. In that regard, the concept of “student action teams”,
developed in Australia, represents an innovative project which will be enhanced
and modified in this article.

2 Values Education: Challenges

2.1 Adolescents and their values

Several national and international studies show that adolescents are currently faced
with a plurality of values (Calmbach, 2016; Diilmer, 2013; Gensicke, 2015; Helve,
2015; Hurrelmann & Albert, 2014; Schwartz, 2006). Individualization, detradition-
alization and medialization are the main reasons for the increase in the range of
values (Lindner, 2017). Traditional systems in particular have lost their binding
nature within the globalization of interaction: with new contexts come alternative
values. The selection from a variety of competing values has become a matter of
individual choice (Giddens, 1996) — a variety that exponentially increases as a re-
sult of media crosslinking (Reichertz, 2008). Young people mostly deal with this
challenge quite well. They require values to find their way in the plurality. There-
fore, adolescents combine different values depending on specific situations, or they
re-interpret existing values. This leads them to mix their own “values cocktail”
(Hurrelmann & Albert, 2014). The 17" Shell Youth Survey shows that young Ger-
mans generate their values on the basis of relationships; particularly a good family
life, true friendship, or trustful partnership provide the foundation from which they
construct their own values cosmos. The main guidelines in this process are societal
conventions, a self-confident lifestyle, and commitment to community, environ-
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ment and socially underprivileged people (Gensicke, 2015). There are hardly any
correlations between religiousness of the adolescents and their values: Compared
to their non-religious counterparts, religious young people prefer more family- and
community-based values. In addition, they are more altruistic and less hedonistic
(Hardy & Carlo, 2005; Schwartz, 2012; Ziebertz & Riegel, 2008).

The appropriation of values is alifelong process and dependent on cognitive, af-
fective and motivational development. Lawrence Kohlberg's rescarch pointed out
that moral reasoning depends on the competence of change in perspective and the
cognitive concept of justice (Kohlberg & Power, 1981; critical: Smetana, 1995).
In addition to that, moral emotions are crucial for value judgements because they
influence the moral preferences of the individual. They are constitutively social and
unfold with advancing age, as knowledge of positive and negative moral behavior
is formed and as the individual becomes increasingly autonomous. Moral emotions
influence moral reasoning and stimulate the development of the Moral Self (Malti
& Keller, 2010; Malti & Ongley, 2014; Krettenauer, 2014). Moral motifs in turn
— e.g. keeping the Ten Commandments — guide a person in their value decision
making and form the basis of their moral motivation (Oser, 2013).

2.2  Values Education in School

Although young people mostly deal with those challenges quite well, they need
support to be enabled to ethically judge situations and act in a socially responsible
manner. For this, adolescents need to acquire knowledge of values — also because
the development of moral emotions and moral motivation depends on it. Because
of the plurality, they should learn to choose responsibly from and between several

values, and develop a reflected way to Judge values. Furthermore, they need to
learn values-based behavior,
International research indicates that

_ a well-constructed values education has
potential for profound effect”

(Lovat, 2010, 10) among others Cat-
. ; - s . L on students at
t1tu.des and their behavior. Terence Lovat and Ron Toomey ascertain “‘a growing
belief that entering into the w :
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contexts, shapes the development of values more than family does, which is the
most important instance of value formation during adolescence. Terence Lovat and
Neville Clement noted that well-constructed values education is at the core of qual-
ity teaching. It could improve students’ learning, foster their wellbeing and engage
the school community. Effective values education depends on “intellectual depth,
communicative competence, empathic character, reflection, self-management and
self-knowing” (Lovat & Clement, 2008, 280). Particularly opportunities, in which
values are made accessible through experience, have an effect on the pupils’ adopt-
ing value-based way of life (Clement, 2009).

Values education in school occurs both in everyday school life and during the
lessons. Each subject has the task of offering pupils opportunities to reflect, and
motivate them to put values into action. But there are specific school subjects that
allow for the explicit thematization of values. In light of these circumstances, reli-
gious education attracts interest, This particular subject is often equated with values
education, although in Germany RE intends to achieve more than that, insofar as
its main target is to reflect the religious worldview and enable pupils to position
themselves in relation to religion and belief.

3 Values Education in RE

Due to the explanations above, it is clear that values education in school should
be more than a theoretical discussion about different value contexts. Values-based
instruction has to integrate self-reflecting, volitional dimensions and also the aspect
of experiencing: the implementation of values and subsequent reflections thereon
can enable pupils to develop a responsible value system. These aspects define also
the goals of values education in RE. But what is specific about teaching values in
RE? The following statements will focus on this question.

3.1 Religious Values?

Many possible definitions exist as to what values are. According to Hans Joas,
values are more than selectable options; rather, they are something we feel strongly
committed to. Values are not preexistent and not independent of experience. The
individual abides by them voluntarily: “Values have to be ‘experienced’ because
value commitments cannot arise if we are not ‘captivated’ (‘ergriffen’) by values.”
(Joas, 2001, 55.) They are generated and handed down in traditional systems, e‘. g.
religions, but they also must be developed through new challenges. Values prowde
insight into what is good. Hans Joas’ definition of values emphasizes the impor-
tance of commitment. Based on this idea, the question of why it makes sense to
commit to specific values has been gaining ground. At this point, a reference to
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transcendence can be made. Even pedagogues who do research on vahfes educa-
tion without a religious agenda, make a note of this (Ladenthin, 2007; Middfendorf.
2008; Rekus, 2007). According to Charles Taylor, people are able to explain their
commitment rationally by reference to so-called ‘constitutive goods™. These con-
stitutive goods are sources of moral behavior as the “love of it is what empowers
us to be good” (Taylor, 1989, 93). As a result of modern immanen? humanism,
constitutive goods can be perceived independent of any ideas regarding QOd ar.ld
religion, respectively, as a form of respect which inspires people. But this “still
functions analogously [...]. That is, there is something relation to which defines
certain actions and motives as higher, viz., our capacities as ‘thinking needs’; and
our contemplation of this can inspire a motive which empowers us to live up 10
what is higher.” (Taylor, 1989, 95.) Nevertheless, religion can constitute constitu-
tive goods. Religious beliefs offer a special way of interpreting reality, which leads
believers to moral orientation and reasoning of values.

There are no specific religious values. Nearly all so-called ‘religious values can
be identified in other contexts; among other things, the love of one’s enemies can be
found in Judaism, in Christianity or humanistic ideas. What identifies values as 're-
ligious’ is the reasoning: The commitment to values can be explained by reference
to religious beliefs. References to the Bible, the Qu’ran, the Vedas or to religious
people and their way of life mark contexts of meaning that offer sense and provide
guidelines for thought and behavior (Schockenhoff, 2014). In C hristianity, e. g. the
‘image of God’, the ‘Kingdom of God’ and the subsequent hope for resurrection
form the basis for the freedom of mankind. These Christian beliefs can give cause
to behave well, help the needy or criticize misanthropic behavior.

The religious context of meaning is not familiar to everyone, but it has the capa-
bility to offer value-based challenges whether someone is religious or not: perhaps
it contains different or new perspectives on reflecting values or on value-based
behavior. Hence religious r easoning of values must be explained and reflected in

several ways comprehensible to people without any concept of religious reasoning
of values (Habermas, 2006; Lindner, 2017 Mandry, 2009).

3.2 Goals for RE

RE should address values and o

d pportunities of reasoning, Consequently, referring
to the religious reasoning of val

ues 1s crucial. Typical references are religious nar-
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them, judgement of values, communication of values, and values-based behavior
(Lindner, 2017). Teaching values is mostly merely arranged as a cognitive process;
this reductionism is questionable. Affective and volitional aspects are just as im-
portant as the cognitive aspects. Especially the volitional aspects, which transform
values into action, are challenging when the topic arises in teaching units. All of
these goals apply not only to RE, but to all school subjects.

In the field of content-related targets, the characteristic of values education
in RE proves. Pupils should be enabled to enrich their orientation knowledge
by analyzing and discussing religiously-motivated value-based acting (Ziebertz,
2013). This requires a thematization and estimation of religious value references,
as mentioned above. Likewise, RE should enable adolescents to verify and consult
their own values from a religious perspective because religion can on occasion
offer alternative means of orientation. The Christian religion for instance promises
the scope of justice beyond death and the associated idea of the forgiveness of
sin. These beliefs may offer guidance. Rather, the religious justification of values
should also be questioned (Dressler, 2002; Werbick, 2010). The reference to God
or another form of transcendence provides an opportunity to deal with the question
of why it makes sense and why someone should behave well. This option should be
discussed in RE in order to reflect on potentials and limits of justifying the values
in reference to transcendent contexts (Lindner, 2017).

Overall, four dimensions should be taken into account to ensure successful val-
ues education in RE: The biographical, self-reflecting dimension reveals that it is
important to motivate students to contemplate their own values and their way of
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life based thereon. The personal-communicative dimension refers to other people
because values must be negotiated and legitimized in communicative situations.
As individuals live in various communities, the social-initiating dimension draws
attention to the societal influences on values and to values-based behavior. These
three dimensions mentioned so far constitute the basic reference contexts of edu-
cation: the “I”, the “You” and the society. The fourth dimension adds a religious
perspective. The so-called transcendence-referencing dimension directs the atten-
tion of students to the possibility of reasoning values in reference to transcendence.

4 “Values Experience” in RE

4.1 Status Quo

Frequently, RE focuses on the cognitive strategies of values education. The experi-
mental dimension is largely disregarded. But as several studies have proven, values
education without experiencing lacks a fundamental aspect (Chapman, Cahill &
Holdsworth, 2009; Clement, 2009). New concepts are needed to present options of
how this dimension can be acquired in teaching-learning environments. In the con-
text addressed here, many pupils having no previous personal religious experience
presents an ever-growing, additional challenge to RE at German schools. Conse-
quently, the students lack relation to both strategies of religious values-reasoning
and to examples that show consequences of a religiously based implementation
of values (Riegel & Ziebertz, 2007; Schwartz, 2012). For this reason, generating
learning opportunities to allow pupils to reflect on, make judgements on and com-
municate values and to make their own value-based experiences is imperative. Es-
pecially RE concepts and RE methods are required to offer the pupils opportunities
to transfer knowledge of values and their religious reasoning into an implementa-
tion of values.

Ir_l Christian RE at German schools, values-based experiences are currently
provxfiec%,in the so-called “compassion project” which is also known as “diaconal
o, i i e o ol i e
in RE. Empirical researfh on t}ig o i tErnsh.lp 's prepared for ar?d eval'uz:,tt-ed
do not cause significant changes i C(:}l?paSSI-O n, FEASEE re.veals.that satolal adiiie
pared to a control group, the itudl:nt . I;upﬂs Vo s onfontaff o Kioywever, s
increased willingness to ,act altruisticsal‘lgV ‘;Partlmpat?d i Fhls project extibitsc
there are some practical problems: Thy( ngele,‘Brull, [.)mt(?r &_Kuld, 2-012)'. o
older students because only they ar.e alle COT(IilpaSSlO_n o) ec.t N a} med prlmarl} / .
by teachers or parents. Therefore thereowe hto 1o etiebipe w:t.hout e
students. Furthermore, in many C,ases inatIe arFI ly any offers available to younger

’ » Internships are scheduled for the end of the
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school year. This leads to the students’ experiences only being reflected to a limited
extent in RE.

4.2 SAT Approach as a Role Model

RE must offer options to put values into action to all pupils, especially due to the
dominance of cognitive approaches. The approach of “values experiencing” seeks
to enhance the volitional component of values education at school. This means
that during lessons, students should be enabled to act in values-based fields and
to reflect on the experiences. It is for that reason that I refer to the concept of
“student action teams” (SAT). This program started in Victoria (Australia) in 1999
and was promoted by the Australian government’s National Framework for Values
Education in Australian Schools. Secondary “schools were challenged to identify
and tackle a school or local issue of community safety” (Chapman, Cahill & Hold-
sworth, 2009, 28) and to work on them. Herein, the students should identify values
that are important to them. In order to implement action in relation to the identified
core values, the pupils were invited to work in teams in several phases. This phase
approach emerged as important because “only when we involve our students in the
planning and decision making do we end up with a true and meaningful outcome
that is owned by all” (Chapman, Cahill & Holdsworth, 2009, 31).

The SAT approach involves a concept of integrating “values experience” as part
of instruction and has been professionalized in several phases: During the Student
Forum 1, the pupils consider values and intertwined actions connected hereto in
order to investigate the operation of selected values within their domains. In the
subsequent Research Stage the students collect data on the importance of the val-
ues chosen to their respective community and on options of implementation. An
optional Research Workshop supports the students in analyzing and reporting the
collected data in Student Forum 2. This forum marks the connection between re-
search and appropriate action. The subsequent Action Stage entails two aspects: the
students are enabled to put the values chosen into action within their environment,
and planning workshops are held, which optionally can be added, support them in
developing action plans. In the final Student Forum 3, the SAT participants report
to external stakeholders on their values-based actions and possibilities of continu-
ation. SAT constitutes an approach to make values more explicit in students’ lives

(Chapman, Cahill & Holdsworth, 2009).

43  Adaption and Modification of SAT to RE

SAT “do provide a strategy for assisting young people to deV§1_0p an in.tegrated and
owned sense of values based on an increasing depth of cognition, social and emo-
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tional maturity and self knowledge” (Chapman, Cahill & Holdsworth, 2009, 39).
This approach matches the goals for values education in RE as presented above,
It merely lacks references to a religious reasoning of values. Therefore, modifying
the SAT approach allows for new possibilities to implement the experimental di-
mension in RE. This modified approach can invite students to identify action fields
of an ethical issue important to them and provides religious links. To address this,
some of the SAT phases will be renamed in the following and additional phases are
supplemented in order to integrate religious reasoning of values.

Identification: In this first stage, students are grouped into teams and discuss
values related to the current topic of the lesson, e.g. human dignity or helpful-
ness as core values for appropriate behavior towards refugees. Thereby, they can
sensitize their perception of values within the domains of the self, school or wider
community. Following this, the students choose values which they can envision
translating into action. In this stage, the cognitive aspect dominates, and the pupils
are required to discuss and reflect on their own values.

Research and religious reasoning: During the second stage, students work on
questions like “What is the importance of this value to our community?”, “What
can we find out about the implementation of this value?”, “How can this value
be reasoned in reference to Christian/to Jewish/to Muslim belief?” The students
can “bring responses to these questions to the forum in reports, displays, songs
and other presentations” (Chapman, Cahill & Holdsworth, 2009, 32). Furthermore,
they do research on religious narratives or (social) commitment of religious people,
which is rooted in their beliefs. Finally, they define one value they want to put into
action in a project. Typical abilities of values education focused on in this working
phase are perception, reflection, judgement, and communication. Since the pupils
must establish relationships with their biographies, the affective aspect of values
education evolves on its own.

.Presentation I: In this first presentation, the student teams are supported in pre-
paring the. results of their research. Based on that, they develop strategies to present
their findings to the class. After finishing this process, they present their results
to the othef‘ teams in order to facilitate discussing options of how to implement
:che values in question. This stage mainly enables the pupils to communicate and
Judge values. M(_W«OVEL they must identify options that relating to all dimensions
of val.ues education as presented above, also on the transcendence-referencing di-
mension.
bacllz lgz/”;r’;‘inl:;lli‘i)r\’v;;lg ilis Fl}zr;s..entaltlion stage, Fhe student teams discuss the feed-
. siparair. =, ; im. 1e&lmlengt t‘ese notes 1‘nto account, the students develop
team identifies goals they vfant tori atl(;n (c;f o \.falue.s. For this purpose, ee.u:h
plan defining the individul toom membars - DS, and creates an acfor
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phase marks a fundamental difference compared to existing concepts of values
education in RE because the pupils can actually experience values. The volitional
aspect in particular can be convincingly integrated into the learning environment.

In preparation for the final presentation stage, the teams arrange their findings
and outcomes according to the actions being taken, including refiections on the im-
plemented values and — if possible — on the religious reasoning of these values. The
students share their experiences on how they have achieved their goals, whether
they have had difficulties with the implementation, and what experiences they have
had in implementing values. They are asked to present their action reports in the
form of posters or digital media. They can also invite interview partners who were
part of the implementation of values, etc.

Presentation II: Finally, the student teams present their results to each other, and
perhaps even to external stakeholders (local government, churches, departments
etc.) or parents. In this phase, they are asked to reflect on, discuss and evaluate
the aspects presented. This approach allows for all contexts of values education in
RE to come to fruition. This shows that values education is more than a teaching
process limited to the cognitive dimension. Rather, it can be established as relevant
to the orientation of one’s own life.

Final Reflection: The last stage is marked by reflections about the significance
of the religious reasoning of values. Values education in RE should not stop at
this point. This approach should motivate the pupils to ask “Where do we go from
here?” and create further ideas of value-based activities.

Finally, there is a lot of research on the SAT approach in Australia. The knowledge
acquired can help improve values education in other countries. Among others, the
conclusion may be drawn that the concept of SAT “has the potential to impact upon
teachers and their approach to teaching and learning” (Chapman, Cahill & Holds-
worth, 2009, 39). These findings create motivation to implement the SAT modifica-
tion in German RE and to do research on this — related to both students and teachers
—~in order to realize the goals of a successful values education as presented abf)ve.
SAT combined with a religious perspective especially makes the four dimensions
of values education accessible and strengthens experiencing values in RE.
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