
 
 

 

Secondary Publication 

Lindner, Konstantin

Experiencing Values in Religious Education

Date of secondary publication:   18.04.2023

Version of Record (Published Version), 

urn:nbn:de:bvb:473-irb-591305Persistent identifier: 

Bookpart

Primary publication 
Lindner, Konstantin: Experiencing Values in Religious Education. In: Value Learning 
Trajectories : Theory, Method, Context. Kuusisto, Arniika; Gearon, Liam (Hg). Münster ; New 
York : Waxmann, 2017. S. 43-54.

Legal Notice 
This work is protected by copyright and/or the indication of a licence. You are 
free to use this work in any way permitted by the copyright and/or the licence 
that applies to your usage. For other uses, you must obtain permission from 
the rights-holder(s). 

This document is made available with all rights reserved.



Konstantin Lindner 

Experiencing Values in Religions 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 ofvalues 
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 ofthem 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 ofvalues (Calmbach, 2016; Dülmer, 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, 201 7). 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 17th 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-con:fident lifestyle, and commitment to community, environ-
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. 11 underprivileged people (Gensicke, 2015 ). Thcrc are hardly anydment an socia Y · ,, 1 .. c· d 
· 1· · ss of the adolescents and thc,r \ a ucs. omparecorrelat10ns between re igwusne . . • . 

to their non-religious counterparts, religious young people _pr~fer mo:c ~a~il)- _an_d 
· based va1ues. In addition they are more .altru1stic and lcss hcdon1s11ccommumty- , 

Hardy & Carlo, 2005; Schwartz, 2012; Ziebertz & Riegel, 2008 ). . . . . 
( The appropriation ofvalues is a lifelong process and dcpendcnt on cog~1t1, e. at-
fective and motivational development. Lawrence Kohlberg·~ rcsearch ~omted out 
that moral reasoning depends on the competence of change 111 pcrspcctl\·e and 
cognitive concept of justice (Kohlberg & Power, 1981; critical : Smetana. 199)). 
In addition to that, moral emotions are crucial for value judgemcnts hecau~e they 
in:fluence the moral preferences of the individual. They are constitutivcly social a_nd 
unfold with advancing age, as knowledge of positive and negative moral beha~·1or 
is formed and as the individual becomes increasingly autonomous. Moral emot10ns 
influence moral reasoning and stimulate the development of the Moral Sd f (\.1altr 
& Keller, 2010; Malti & Ongley, 2014; Krettenauer, 2014). Moral motifs in lllm 

- e. g. keeping the Ten Commandments - guide a person in their \·alue 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 weil. they need 
support tobe 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 Se\·eral 
values, and develop a re:flected way to judge values. Furthermore. they need to 
leam values~based behavior. 

International research indicates that "a well-constructed values education has 
potential for profound effect" (Lovat, 2010, 10), among others on students· at-
titudes and their behavior. Terence Lovat and Ron Toomey ascertain ··a growing 
belief that entering into the world of personal and societal values is a legitimate 
and increasingly important role for teachers and schools to play" (Lovat & Toomey. 
2009, XI). This coincides with numerous claims by politicians and the public that 
schools should teach values - some of whom even considering the plurality of 
values. Interest groups quite often equate values education with determining guide-
lines of behavior, which confirms "the beliefs and values of the dominant class" 
(Lovat, 2009, 7). But this defmes a questionable idea. 

In fact, adolescents need space and several options to discuss various values 
and reasoning behind them. Moreover, they require templates to enact vaJues. Ac-
co~ding_to ,Heinz-Elmar Ten~rth, the ~act that school is an 'agent for choices of 
onentation should be tak.en mto cons1deration (Tenorth, 2005). School, in all its 
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contexts, shapes the development of values more than family does, which is the 
most important instance ofvalue formation during adolescence. Terence Lovat and 
Neville Clement noted that well-constructed values education is at the core ofqual-
ity teaching. lt could improve students' leaming, 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 opp011unities, in which 
values are made accessible through experience, have an effect on the pupils' adopt-
ing value-based way of Jife (C]ement, 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 ofvalues. 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 ofvalues education in RE. But what is specific about teaching values in 
RE? The following statements will focus on this question. 

3.1 Religions 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 prov1de 
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 values educa-
tion without a religious agenda, make a note ofthis (Ladenthin, 2007; Midd~ndo~, 
2008; Rekus, 2007). According to Charles Taylor, people are able to explam the1r 
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 empo\~'ers 
us to be good" (Taylor, 1989, 93). As a result of modern immanent humarnsm, 
constitutive goods can be perceived independent of any ideas regarding God and 
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 to 
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 val ues. 

There are no specific religious values. Nearly all so-cal led 'rel igious values · can 
be identified in other contexts; among other things, the love ofone'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 Yedas or to religious 
people and their way of life mark contexts of meaning that offer sense and pro\'ide 
guidelines for thought and behavior (Schockenhoff, 2014). In Christianity, 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 ofmeaning 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 reasoning of values must be explained and reflected in 
several ways comprehensible to people without any concept of religious reasoning 
ofvalues (Habermas, 2006; Lindner, 2017; Mandry, 2009). 

3.2 Goals for RE 

RE should address values and rt · · f · · . . oppo umties o reasonmg. Consequently, refernng 
to the rehg1ous reasoning of valu · · 1 T · · . . es 1s cruc1a . yp1cal references are relig1ous nar·ratives, expenences of religio 1 hr h 

. . . us peop et oug out the centuries moral decrees of rehg1ous commumties aid · t A ' 
. , _ProJec s etc. 11 of these contexts can be analyzed as to 

whether they contam constitutive goods Furth h . c: 
c · ermore, t ey should be examined 1orthe1r• re1evance 1or everyday r :fi I th1 . e. n at regard, process-related and content-relatedgoals should be taken mto account Th 

h • . . . · e process-related goals which pupils should reac m re11g1ous 1earnmg processes · 1 d h 
mc u e t e perception ofvalues, reflection on 
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(values-)pluralistic society: (semi-)real learning environments 

subject 
• perceptlon 
· refiecrion 

- judgement 
•communka tion 

"... ... • behavior 

1 L 
school and Religious Education 

(values-)pluralistic society 

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. Ajfective 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 
ofwhy it makes sense and why someone should behave well. This option should be 
discussed in RE in order to reflect on potentials and limits ofjustifying 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. Tue personal-communicative dimension refe~s t~ oth~r ~ople 
egotiated and legitimized in commumcative s1tuat1ons.because values must be n . . . . . . . 

As individuals live in various communities, the social-m1t1atmg d1mens~on draws 
attention to the societal influences on values and to values-based behavmr. These 
three dimensions mentioned so far constitute the basic reference contexts o~ ~du-

t. . th "I" the "You" and the society. The fourth dimension adds a rehg1ousca 10n. e , · h 
perspective. The so-called transcendence-~eferencin~ dimension d1rects t e atten-
tion of students to the possibility of reasomng values m 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 ofvalues. 

In Christian RE at German schools, values-based experiences are currently 
provided in the so-called " compassion project" which is also known as "diaconal 
learning". In the compassion project, students complete an unpaid intemship for 
example in charitable organizations. This intemship is prepared for and evaluated 
in RE. Empirical research on the compassion project reveals that social activities 
do not cause significant changes in the pupils' values orientations. However, com-
~ared to a c?~trol group, the students who participated in this project exhibited an 
mcreased w1llmgness to act altruistically (Angele, Brüll, Dinter & Kuld, 2012). But 
there are some practical problems: The compassion project is aimed primarily at 
older students because only they are allowed to do intemships without supervision 
by teachers or parents. Therefore, there are hardly any offers available to younger 
students. Furthermore, in many cases, intemships are scheduled for the end ofthe 
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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. lt 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 ofcommunity 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). 

Tue 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 envirorunent, 
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 extemal 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). 

4.3 Adaption and Modification of SAT to RE 

SAT "do provide a strategy for assisting young people to develop an integrated and 
owned sense ofvalues based on an increasing depth of cognition, social and emo-
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tional maturity and seif knowledge" (Chapman, Cahill & Holdsworth, 2009, 39). 
This approach matches the goals for values education in RE as presented ~bo:e. 
lt merely Iacks references to a religious reasoning ofvalues. Therefore, _mod1fym~ 
the SAT approach allows for new possibilities to implement ~he e~pen~ental d1-
mension in RE. This modified approach can invite students to 1dent1fy act1on fields 
of an ethical issue important to them and provides religious links. To address this, 
some ofthe SAT phases will be renamed in the following and additional phases are 
supplemented in order to integrate religious reasoning of values. 

Jdentification: 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 ofvalues within the domains of the seif, 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 ofvalues 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 oftheir research. Based on that, they develop strategies to present 
their findings to the class. After finishing this process, they present their results 
to the other teams in order to facilitate discussing options of how to implement 
the values in question. This stage mainly enables the pupils to communicate and 
judge values. Moreover, they must identify options that relating to all dimensions 
of values education as presented above, also on the transcendence-referencing di-
mension. 

Planning: Following this presentation stage, the student teams discuss the feed· 
back given on their proj ect. Taking these notes into account the students develop 
concr~te o~tions for the implementation of specific values. i-or this purpose, each 
team identifies goals they want to reach, develops a timeline and creates an action 
plan de~ning th.e individual team members' task responsibili~ies. 

. Action: Durmg this stage, the students implement the settings they developed 
either durmg the lesson, on a given day, or during their leisure time. The action 
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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 reflections on the im-
plemented values and- ifpossible - on the religious reasoning ofthese 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 ofthe implementation ofvalues, etc. 

Presentation l/: Finally, the Student teams present their results to each other, and 
perhaps even to extemal 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 ofone's own life. 

Final Rejlection: 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 ofvalue-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 ofSAT "has the potential to impact upon 
teachers and their approach to teaching and leaming" (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 above. 
SAT combined with a religious perspective especially makes the four dimensions 
ofvalues education accessible and strengthens experiencing values in RE. 
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