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This project is a study of the relationships among secular theories of adolescent

moral development, Jewish texts and to J

wish education. Readers are provided with an
analysis of the works of five prominent psychologists; Jean Piaget, Lawrence Kohlberg,
igan, Erik Erikson, and Robert Coles. The theories are then applied to an
analysis of two biblical adolescents, Joseph and Rebecca. The later portion of this project
contains a unit of three staff development sessions based upon the information contained
in the first portion of the project. The final element is a list of resources about all aspects

of Jewish adolescent moral education. “Becoming Moral Educators: Lessons from

Tradition” was written to contribute a new perspective on how students learn and develop

cthical sensibilities, especially within a Jewish context.

The aim of this thesis is to view adolescent moral education from a Jewi

and educational perspective. The hope is that educators will be able to translate what

learn from the reading and staff develo sessions into their work with adolescents.

The ultimate goal is to imbue students with Jewish moral values and understanding.
This thesis contains four chapters as follows: Becoming Moral Educators,
Lessons from Tradition, Staff Development Unit, Resource List. In addition there is an

appendices and a list of works cited. The materials used for this project included secular

and Judaic sources on morality, adolescence, education, and Jewish texts.




Becoming Moral Educators: Lessons from Tradition

Sara Lynn Blumstein

Thesis Submitted in Partial Fulfillment of
Requirements for Master of Arts in Religious Education Degree

YT . ____ T Too

Hebrew Union Coilege — Jewish Institute of Religion
School of Education
New York, New York

March 3, 2003

Advisor: Rabbi Jan Katzew, Ph. D.




In loving memory of

HARRY P. GOLDSMITH

a man of great character.




With deep gratitude to
RABBI JAN KATZEW, Ph. D.

without whom this would not have been possible.




Table of Contents

Introduction

Part 1: Becoming Moral Educators
Jean Piaget
Lawrence Kohlberg
Carol Gilligan
Erik Erikson
Robert Coles
: Lessons from Tradition
Joseph: The Narcissist
Rebecca: The Giver

Conclusion

Part 3: Staff Development Unit
Overview
Session 1: Theories of Moral Develo
Session 2: Joseph
Session 3: Rebecca
Part 4: Resource List
Overview
Educational Theory
Jewish Ethics
Judaic Sources
Teaching Tools
Theorists

Part 5: Appendices
Theorist Charts
Session 1 Reproducibles
Session 2 Reproducibles
Session 3 Reproducibles

Part 6: Works Cited

page 1

page 7

page 10
page 14
page 18
page 21

page 26
page 44
page 62

page 65
page 6%

page 72
page 75

page 78
page 78
Dage 79
page 80
page 81
page 82

page 84
page 88







[ was one of those kids who grew up enjoying religious school. While mv si

and peers would dread going, I looked forward to the opportunity. I'll admit that there

were aspects [ did not like, but I loved leamning the Bible stories and Judaic traditions.

One of my favorite and most influentiaj classes was Mrs. Frankfurt’s sixth grade class.

The focus of this course was ethic hical behavior. We would examine different

scenarios either fictionalized or based on our own lives and discuss our opinions of them.
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anxiurt would guide the conversations and infuse them Jewish texts and ideas.
While I cannot recall every lesson I learned that year, I do remember the class had a great
influence on me and framed my views and actions during that time and since.

Mrs. Frankfurt was not the first, nor will she be the last, to teach me about ethics
and morality. Throughout my life I have had both formal lessons (from teachers, family,
and traditions) and informal lessons (from friends, peers, and students) on this subject.
As I have grown and learned I have become less interested in knowing how I should act

and become more focused on understanding the rationale behind the behavior of others

During the two years I spent teaching in a public, urban, middie school, trying to
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there I was repeatedly watched people face ethically challenging situations. The students

with whom [ worked often inappropriately. For example, fights were frequent

occurrences and I was often called upon to mediate. Through these discussions and other

experiences I made some observations about adolescent moral decision making. The

responses, of the students both verbal and physical to different situations tended to fall

!
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into one of two categories: emotional or learned.! There are many lines that are often

crossed between the two groupings, however the distinctions between them are clearly

seen when they are viewed separately.

Emotionally Motivated Moral Decision Making

Example:
Teacher: “Why did you pinch her?”
Student: “She took my pen.”
Teacher: “Did pinching her get you your pen back?”

Student: “No."
Teacher: “Why did you do it then?
Student: “I don’t know. I was mad.”

In the above example the student justified his actions by an immediate emotional

response. In this case, I found that students seem
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improve their behavior.

For the most part emotionally motivated decisions are not rationaily contemplated
and tend not to follow any rigorous moral guidelines. They are ‘heat of the moment’
choices, actions taken without thought. When the players in these types of decisions
reflect upon their behaviors they often realize that they were inappropriate or poorly

chosen. If they were to be in the same situations and took the time to think before acting,

the outcomes might be different.

' These categories are obviously generalizations and the lines between them are often

blurred. Adolescents may fall into either grouping depending upon the situation in which

they face. The terms emotional and learned are labels that | have applied.

[ 8]




Learned Moral Decision Making

Example:
Teacher: “Why did you hit him?”
Student: “He hit me first.”
Teacher: “Did hitting him back make the situation better or worse?”
Student: “Worse, but [ have to fight back. My mom says don't let nobody

”
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problem was not as clear. I, as the teacher, needed to understand who was teaching these
ideas and why they were being taught. The answers to these questions shaped how and-if‘
I could respond. If the students learned behaviors from their peers, my intervention was
much less complicated than had they come from another source. However, if the students
explained their actions by what their parents or culture taught them, then I had to tread
very carefully, lest I cause insuit to the family or community’.

Learned moral decisions stem from internalized values. Rather than acting on
their ‘gut’ response, students draw upon their personal resources, which stem from
lessons learned. Unfortunately, the moral messages parents or cultures try to impart on
children can be interpreted incorrectly, resulting in misconceptions that lead to improper
bEhaviors. An individual’s internal resources are critical because they are not only the

rationale for the behaviors, but also are the foundations of moral character development.

> This is not to say that all learned moral decisions are negative responses.

3 i i I S S
I'had to judge whether or not it was better to correct what I perceived as inappropriate

behavior or defer to cultural differences and the rights of parents. I had to be careful not
to insult the community, culture or parents by not respecting their boundaries. [ also had

to remember that I, as a white Jewish female was a minority among a minority group
(mostly Hispanic and African American.) It was important that [ remembered to

distinguish my heritage and values from theirs.

-
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Lessons I Learned

These situations and my experience in a middle school setting taught me two very

important lessons. I learned that the ability to make moral judgments does not

necessarily lead to moral actions. One can distinguish between right and wrong in the

play of moral behavior belongs to nurture.
[ also learned that while I may think that I know and understand my own

behavior, I must constantly reflect and consider the implications of my decisions. It

would be naive or arrogant for me to think that because I choose to act in certain ways

that I can always expect others to do the same. As ateacher, I am also a student. I will

ehavior of others, especiaily those within the communities with which I hope to work

and live. I want and need to understand what Judaism says about morality; how Jewish

believes about the ability to teach morality; and how one’s moral development and
education cad and does influence his/her behaviors.

Before I can begin to find factual answers to my questions, I need to make clear

I learn from my experiences, encounters, society and most especially my pupils. I (as1

my own thoughts on the issues of moral development and education. My experiences in

a4
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views on morals are similar to and different from secular views; what Jewish thought : |
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education have taught me that every student has a unique style of learning.* Some

students need visual cues in order to learn while others need oral signals; some are
kinesthetic learners and use their bodies to express themselves while others use words;

and some are logical or mathematical thinkers while others are more spatially aware. *It

early age and then draw upon this knowledge to enhance the that person’s educational
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types of learners and provide them with all of the opportunities they deserve?
Philosophers from the time of Plato to the present have been trying to find the answer. |
believe that there are distinctive Jewish responses to this question, especially in regard to
moral education.

Students with each of these styles exist in every classroom. They must learn to
adapt to the situations they face in different classrooms as their teachers learn to adjust

their lessons to meet the combination of needs in

1 1L a =32 2atl - - a2 ad aw 2iwanas -

moral actions. Rather, every circumstance calls upon a variety of resources® within each
individual. Iview all people as unique moral agents, choosing to respond to situations

based on the combination of ways that their morality develops.

* Howard Gardner, a prominent educational theorist, terms these styles “intelligences”
and has written extensively about the “multiple intelligences™ humans possess. (See the
Resource List on page 78 for sources on this topic.)

* Gardner, Howard. Frames of Mind: The Theory of Multiple Intelligences. (New York:
BasicBooks, 1983.) Page 10.
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Morality is complex, involving history, culture, emotions, intellect, genetics and

environment. For example, when faced with a dilemma as to whether or not to break the

law, one might turn to her religious beliefs, while another person might look to the

lessons taught to him by his parents or other role models.” When one thinks about how to

arents, peers, circumstance, culture, and religion.® The true dilemma might not be the
P P g

ought to be taught by teaching individuals to think and act through a moral lens.

What is a moral lens? In simple terms, it is what one uses to view ethically
challenging moments and determine how to act. While sunglasses tint or change the i
colors of what we see, a moral lens shades of focuses our responses and our actions in :

various situations. Unlike sunglasses, however, a moral lens does not only look outward,

him/herself in an ethical light or conte

we feel and how we act. A moral lens cannot be removed, but it can be adjusted. It can

of education must begin by understanding how morality develops.

7 One scenario in which this type of dilemma has emerged is the “Heinz Dilemma”
proposed by Lawrence Kohlberg. In his hypothetical situation, Kohlberg asks if it is
Heinz; a man whose wife will die if she does not receive the necessary medicine, which
he cannot afford; should steal the drugs from the pharmacy or let his wife go without
them

Fnr examnle in the Heinz dilemma, 2 man must choose between staaline to oet

I but it looks inward as well. It is, in a sense, a mirror through which one can see
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medlcatlon for his dying wife or letting her go without the medication because he cannot
afford it. Jewish law takes a very clear stance in this instance; if it is necessary to save a
life, all other laws may be nullified. This value of * pikuakh nefesh where a life is at
otrnlral? daanna el ¥ osLLy, LR 54

stake™ stems from the Lcabnlngs of the Rabbis who said “You shall live Dy them une i
laws}, and not die by them.” (Yoma 85b.)

grow sironger or weaker through moral and ethicai education or a lack thereof, This type i I
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From among the secular theorists, at least four theories on moral development can

‘,

be identified. Five of the most prominent and worthy of consideration are the theories of
Jean Piaget, Lawrence Kohlberg, Carol Gilligan, Erik Erikson and Robert Coles. Each

theory has merit of its own, however, when viewed together they provide a spectrum into

individually to understand how they fit together to form this spectrum.

R R R R T ———— T I R

Jean Piaget

Jean Piaget, a renowned Swiss psychologist, was the first to study cognitive
development and children’s views on morality. In conducting his research, Piaget studied
children between the ages of five and thirteen, including his own children. He questioned
them about the rules of the game of marbles, the differences between right and wrong,

and the consequences of behavior. Piaget focused his work on the judgments children

chose to make rather than on their actual behavior.

The theory behind Piaget’s research was that “All morality consists of a system of
ules,

39

individual acquires for these rules.”” Using his research to prove this point, Piaget came

hat there are two overarching stages of moral judgment, the practice of
rules and the consciousness of rules.'®

The first stage of morality usually applies to children between the ages of five and

ten and has been referred to Heteronomous morality. Webster’s dictionary defines

® Piaget, Jean. The Moral Judgment of the Chiid. (New York: Free Press Paperbacks,
1997.) Page 13.

'% See Chart on page 84.
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heteronomous as “subject to external controls and impositions.”"' Appling this definition |

to the term, a child in the stage of hereronomous morality believes that rules come from

an outside authority. Regardless of who the imposing authority is, be it a parent, a

teacher, or God, the child finds the rules as unchangeable, strict and mandatory. For

why there are not different ways to play the game of marbles, he said, “because God

idn’ h-them-"2
The moral understanding of children in Piaget’s practice is limited in two ways.

The insistence of parents that children follow rules promotes a respect for the rules and
those that enforce them that is not questioned. Children at this age also are held back by
their lack of cognitive maturity. They tend to be self-referential and believe that

everyone sees the rules in the same way. Punishment, for this group, is based on

accident deserves to be punished more harshly than one who breaks one gla:

of rules, the second overreaching phase of Piaget’s theory is a
more cognitive, independent stage. Once children reach the age of about ten (give or
take a few years) they begin to transition into an autonomous morality. As they separate

from their parents, children see that people can come from different perspectives. As

11

Webster’s Ninth New Collegiate Dictionary. (Massachusetts: Merriam-Webster Inc.,
1991.) Page 568.

iz Piaget, page 59.

I consequences rather than on intent. For example, a person who breaks three glasses by I I




they become more conscious of the world around them, children begin to understand and

..

apply the concept of faimess. Moral cooperation at this stage, although accompanied by

faimess, is begun with an idea of reciprocity. Children at first help others so that they

will in turn be helped (“I'H scratch your back if you scratch mine™) and gradually move

e EEEE———— e ] I U I

view rules as flexible, socially agreed upon ideals that can be changed. “A rule becomes
the necessary condition for agreement. ‘So as not to be always quarrelling,’ says Ross,
‘you must have rules and then play properly [stick to them).””!* This understanding leads
to a change in views on punishment. They believe that punishment should fit the
seriousness of the transgression or be a consequence of it. This stage is classified by a
shift from egocentrism to equality and faimess.

Young children live in a world of deference to authority and rational behavior.

As they enter adolescence, they begin to rely less on others and begin to make decisions

cognitively and socially, they develop morally as well. While in both stages children
experience growth, it is in the second, autonomous, stage that the most significant

changes occur.

" Ibid., page 71. (Ross is an eleven year old child in one of Piaget’s studies.)




Lawrence Kohlberg

Piaget’s theory, although valuable, was not complete according to the views of
Lawrence Kohlberg. Kohlberg, a prominent developmental psychologist, also focused

much of his research on the development of moral judgment. Through his work, based

dies of children, especially boys, and their responses to v

explained the emergence of moral reasoning to be a three-leveled, six-staged process.'*

rather he viewed them to as a process through which one moves when developmentally

ready. What is crucial to note, however, is Kohlberg believed that once a stage has

passed, it cannot be revisited.

The first level of Kohlberg’s theory is preconventional moral reasoning. Itisa
time when judgments are based on needs and perceptions. Stage one carries the same
name as Piaget’s first stage, heteronomous morality.'® In this stage, choices are made
based upon the potential consequences and rules are obeyed in order to avoid
punishment. Children do not consider the reasons behind behavior nor can they identify

with the emotions and rights of other people. *‘The primitive nature of this stage makes it

L 155 LY

'* See chart page 85.

*> This stage has also been referred to as punishment-obedience orientation.

' Reimer, Joseph, Diana Pritchard Paolitto and Richard H. Hersh. Promoting Moral
Growth: From Piaget to Kohlberg, Second Edition. (Illinois: Waveland Press, Inc.,
1983.) Page 67.
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The second stage of moral judgment according to Kohlberg is personal reward

orientation.!” It is classified by individualism, instrumental purpose and exchange. As in

Piaget’s second stage, right behavior is determined by faimess and reciprocity. “Faimess

|8

primarily involves everyone’s getting an equal share or chance

and reciprocity

one’s own needs; yet there is also a recognition that each individual has personal interests

relativity of proper behavior bridges into stage three.

Entering into stage three brings one into the second level of Kohlberg’s theory,
the conventional moral reasoning level. This is when the expectations of law and
society begin to be considered. Moral judgments at this level are based on the approval
of others, traditional values, loyalty, societal laws, and familial expectations. Rather than
focusing solely on themselves, the preadolescents and adolescents shift to consider the
interests of others. This level, though developed during preadolescence, dominates

adolescence and continues for many into adulthood.

Stage three, is ¢l ssified by the relationship between one individual and another
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and is referred to as the good boy — good girl orientation. **‘Being good’ is important and
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relationships such as trust, loyalty, respect and gratitude.”’” Behavior is motivated by the

desire to gain affection and approval of friends and relatives. Relationships between

I
I
|
|
l
|
|

‘7 Also called instrumental purpose orientation.
' Reimer, page 69.
% Ibid., page 59.
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individuals can be maintained at in stage three; however, relationships on a societal level

cannot be adequately handled until one moves on to stage four.
Moral judgment moves from a interpersonal relations to a more generalized or

shared focus in the fourth or “law and order " stage of Kohlberg’s theory. In this stage,

institution, society, belief system, and so on.”?® Agreement with the beliefs of the society

the society that is important. Right is defined by meeting commitments, obeying the laws
and contributing to the society or group. This last stage of the conventional level is
limited in that it does not allow for disagreement with laws that pertain to basic human
rights due to the desire to maintain social order.

The third level, postconventional moral reasoning, is when individuals no longer

In the social contract orientation stage, five, law and rules become malleable.
Individuals at this stage “can imagine aiternatives to their social order, and they
emphasize fair procedures for interpreting and changing the law when there is good
reason to do s0.”>' Free will and open participation in society are characteristics of this

stage. Laws are seen as essential to the welfare of the community because of their power

I unconditionally accept the laws and rules of society. Morals are described by abstract

2 Ibid., page 74.
2l Berk. Laura E. C

aashy aminails i

2000.) Page 494.
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to serve the needs of the most number of people. Right is defined by what is in the best

interest of the group, a sense of obligation, and the protection of all people’s rights.

The lines between the fifth and sixth stage of this theory are often blurred. This

lack of distinction is to the point where the existence of the final stage as separate from

six, characterizes right as “following self-chosen ethical principles. ... Principles are

human beings as individuals.”?? These principles, which apply to any society or
institution, are held by individuals at this level are rational and feel a sense of personal
commitment to them. The uncertainty surrounding this stage comes from the fact that it
is considered the ideal expression of moral judgment and therefore it is difficult, if not
impossible to observe.

Kohlberg’s six stages theory is a comprehensive and generally accepted set of

through a stage or level, he cannot return to the earlier stage); and the limited scope of
subjects (boys) studied as the basis for the theory. This last factor is was so problematic

to one psychologist in particular that she wrote a counter theory in response.

% Reimer, page 61.

13

i
}
i
i
i




Carol Gilligan

Carol Gilligan, psychologist and author, was a research assistant for Lawrence
Kohlberg. She agreed with his stage theory of moral development, but disagreed with his
analysis and application of it. Prompted by these disagreements, Gilligan put forth a

theory of her own

concentrate on separation and justice. Women are not in

The main focus of Gilligan’s work was on women. Kohlberg’s study found that

an effort to prove that women were not morally inferior, studied women and the

processes by which they made significant life decisions. She concluded that the morality
of women centers on caring.?
Gilligan’s concept of a “morality of caring” is founded on the notion that women

determine what is “right” based on what is caring rather than what is allowed by the

rules. Women focus on connections among people and an ethic of caring while men

they are different.
’ H cbage theoa filia mo-d
According to Kohlberg’s scale, most women remained at stage three, (the good

hat women develiop interpersonal relationships through which

they find their “moral voices.” Moral voices focus somewhat on justice, put concentrate
on responsibility and caring. As they grow, they pass through three stages, transitioning

from selfishness to truth. Gilligan’s three-stage theory is similar to Kohlberg’s in that

 See chart page 86.
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what Kohlberg labels levels Gilligan refers to as stages. These theories diverge in the

explanation of the stages and how one progresses through them.

The first stage of Gilligan’s theory is the preconventional stage. This stage is

classified by care for oneself and one’s personal needs. The goal of this stage is

life.”** In the first stage, women take care of themselves before considering others.

In order to move from the first to the second stage, a woman needs to make a
transition from selfishness to responsibility. “Since this transition signals an
enhancement in self-worth. It requires a conception of self that includes the possibility for
doing ‘the right thing,’ the ability to see in oneself the potential for being good and
therefore worthy of social inclusion.”®® To fully complete the transition, a woman needs

to accept societal values and view survival as being dependent on others

PURRS I

is comes into play because it accompanies the accommodation of the needs of others. A
woman needs to find a balance between exerting her own voice and allowing herself to

hear the voices of those around her.

2 Gilligan, Carol. In a Different Voice; Psychological Theory and Women’s
Development. (Massachusetts: Harvard Universitv Press. 1993 ) Page 76.

% Ibid. , page78.
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The final stage cannot be reached until another transition is completed. This

change is a move from goodness to truth.

The transition begins with reconsideration of the relationship between self and
other, as the woman starts to scrutinize the logic of self-sacrifice in the service of
a morality of care... the woman begins to ask whether it is selfish or responsible,
moral or lmmoral to include her own needs within the compass of hm- care and

L111 i RAALARRSe U2 wiasw o

Juxtaposmg the concern with what other people think with a new inner
judgment.®®

acting. Her judgments are based in part on this recognition and even more so on honesty.

The final stage of Gilligan’s theory is the post conventional stage. A woman in
this stage defines goodness as a balance between herself and others, but her focus is on
truthful encounters. Her “morality of action is assessed not on the basis of its appearance

in the eyes of others, but in terms of the realities of its intention and consequence.”?’ In

course of action that will cause her and others the least amount of hurt. This ype of

forethought is based on and results in relationships are interdependent and nonviolent.

Gilligan, responding to what she saw as th

;u-u;

rules and principles. Gilligan countered this by connecting moral decision making to
concerns about the self and the social environment in which the self lives. Movement
through the stages is due to changes in the sense of self rather than changes in cognitive

I other words, a woman in this stage considers all the possible outcomes then chooses a

ability. The involvement of a woman’s self-concept, connections to others, and ethic of

26 Ibld page 82.
2 Ihid., page 83.
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caring in her moral development do not make her morally inferior to men, simply

different than them.
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Erik Erikson

Another person with a learned theory of moral development was Erik Erikson.
Erikson, a German bom psychologist, is most remembered for his eight-stage theory of

psychosocial development.?® At each stage in this theory an individual acquires new

Erikson’s research and studies of children and Native Americans led him to the

competencies valued needed and valued by society. What is considered ‘normal’
development in one community may not be in another. (For example weaning an infant
by the age of six months is expected in some societies, while others view it as abrupt and
premature.) Erikson believed his stage theory to be generally accurate, but he recognized
that it might vary depending on the culture to which it is applied.

Erikson’s work did not end with his psychosocial stage theory. He also

articulated a theory on moral and ethical development. This theory is based on the notion

17 2 alll L

“It is clear that he who knows what is legal or illegal and what is moral or
immoral has not necessariiy learned thereby what is ethical. Highly moralistic
people can do unethical things, while an ethical man’s involvement in immoral
doings becomes by inner necessity an occasion for tragedy.”*

This contrast between morals and ethics serves as the basis for Erikson’s theory.

According to Erikson, morals are codes for behavior that are based on trepidations

rather than convictions. He suggested that one consider “moral rules of conduct to be

28 For a detailed outline of Erikson’s eight stages, see chart on page 87.
Pn]eq Robert, ed. The Enk Erikson Reader. mp\u York: W. W. Norto
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Inc., 2000.) Page 447.)
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based on a fear of threats to be forestalled. The

punishment, and public exposure, or a threatening inner sense of guilt, shame, or of
isolation. In either case, the rationale for obeying a rule may not be too clear; it is the

threat that counts.” This definition parallels Piaget and Kohlberg’s early stages of

rather than internal motivations.

d, form the rationale for ethical behavior.

Erikson “would consider ethical rules to be based on ideals to be striven for with a high
degree or rational assent and with a ready consent to a formulated good, a definition of
petfection, and some promise of self-realization.”! In other words, one chooses to act in
an ethical manner out of a desire for self-improvement as well as for the betterment of
society. Theses principles are based on reason and are chosen rather than coerced.

Kohiberg and Gilligan would place Erikson’s view on ethics into their latter stages of

their scales of development.

Morals and ethics develop in accordance with Erikson’s stage theory. As morals

carly or childhood stages. Ethics require greater intellect and therefore tend not to
emerge until aduithood. One does not simply jump from following moral rules directly
to following ethical rules. He must first enter a period of transition that takes place

during adolescence.

Adolescence is a time where one moves from being a child, not only in a physical

I
I
|
|
I
I
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sense but in a psychological one as well. It is a period of uncertainty and identity

3 Ihid., page 447,
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¥ Ibid., page 447.

psychological maturity than ethics, they are deveioped during |




solidified at this point. Only after formulating personal views on the notion of © good’ or

shift to an acceptance of broader ideas and influences are what classify the shift from

Is-to-ethies:
The move from one modality of thinking is not always a direct route. Erikson’s

I ‘right’ behavior, can one begin to comprehend universal ideas on these principles. The

explanation of the transitional period is consistent with his classification of adolescence

as a period of identity search and “role confusion.”*?

The adolescent learns to grasp the flux of time, to anticipate the future in a
coherent way, to perceive ideas and to assent to ideals, to take — in short — an
ideological position for which the younger child is not cognitively prepared. In
adolescence, then, an ethical view is approximated, but it remains susceptible to
an alternation of impulsive judgment and odd rationalization.>

embraces an ethical sensibility.

: 3
Erikson’s theon

g
3

ehavior does not foilow its own set of
stages; rather it follows the path outlined in his eight-stage theory of all types
psychological development. Stages one through four are generally the periods in which
one follows a set of moral rules. Stage five is the adolescent transitional period and
stages six through eight are the time where one would adopt ethical rules for behavior.
The maturation from one stage to the next, and from morals to ethics is a slow process

and is one that some individuals never complete.




I Robert Coles, a child psychiatrist and Harvard University Professor, is best

known for his studies of the lives of children. Not only is the information he has

uncovered unique, but the process by which he did so is as well. Coles examined the

ren make political, spiritual, and moral decisions by

listening to their stories. Unlike his predecessors, Coles was not concerned with

I
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numerical or statistical data, rather he focused on the narratives themselves. This
methodology has been referred to as ‘documentary child psychology.’

The results of Coles’ studies are published in books that do not provide
overarching generalizations. Instead he uses the words of the characters to convey his
messages. He believed that people’s stories speak for themselves and therefore need little

to no interpretation. Des

ral intelligence in ado

lescents.

What is moral intelligence? Coles defines it by saying, “Moral intelligence has to
do not with the intellectual capacity to discuss moral matters in a classroom or to study
them, but moral intelligence ... means how we behave. It’s moral behavior tested by life,

lived out in the course of our everyday experience.™*

In other words, moral intelligence
is a combination of Piaget’s concept of moral rules®’, Kohlberg’s notion of moral

judgment?®, Gilligan’s premise of an ethic of caring’’, and Erkison’s moral and ethical

. Gergen, David. Basic Humanity: February 21, 1997Newshour Interview with Robert
Coles Transcript. New York: MacNeii/Lehrer Productions, 2003.
http://'www.pbs.org/newshour/gereen/februarv97/coles 2-21.html
3 See page ?
% See page ?
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can continue to be strong and alive despite the many challenges it faces throughout life.

Moral intelligence does not just happen. It needs to be encouraged and cultivated
through education and experience. Unfortunately, that is not always an easy task. How

evelopment’

oles says the only

way to do this is by example. “Any lesson offered a child in an abstract manner that isn’t

backed up by deeds is not going to work very well. We live out what we presumably
want taught to our children. And our children are taking constant notice, and they’re
measuring us not by what we say but what we do.”*°

One of the reasons for teaching by example, aside from its pedagogic

effectiveness, is that it provides support and solutions to the questions children are

constantly seeking to have answered. Coles believes these

G
€0
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in the whole universe, who asks why,
who wonders, who knows life is limited, and that we will someday die, and this
awareness is a fundamental I think moral aspect of ourselves.”*® Children, in particular,
ask the ‘why’ questions because they are hungry for moral guidance.

This element of human nature became readily apparent to Coles in the course of
his studies and his work with patients. A ten-year-old boy, suffering from leukemia,
whom Coles was counseling, taught Coles of the strong need all children have for moral

direction. He learned “a lifelong lesson: that children very much need a sense of purpose

37 ., Seepage ?
See page ?
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is given sanction by their parents and others in the adult world.”*' While children may
need this, they do not always know it and are not always willing to accept it.

Adolescents comprise one such group that yeams for moral attention and

how to dress, speak and act. They are in a period of emotional and psychological

turmoil.

Psychology abhors a vacuum, craves a social, a cultural, and ultimately, a moral
vocabulary, as teenagers (and we who are their parents, or teach them, or work
with them as doctors, or observe and write about them) surely know. Thus, the
importance of the music, the clothing, the language, the food, the reading, the
movies, the television programs that as so-called ‘youth culture’ embraces.*?

In order to counteract the influences of all of these external forces, parents, teachers, and

them. Many parents told Coles of their struggles to have their children truly ‘hear’ what
they have to say. Teenagers are often faced with lectures or talks from their parents.
Much of what is said during these times is often lost because the children do not want to
be there and hence do not pay attention or ‘hear’ what is being said to them. Anna Freud,
one of Coles’ mentors and teachers, offered some guidance on this matter. She said:

I do feel that if we make the effort to indicate that we are not the policeman and
the judge, and not the ones with whom they’ve already fought, and not the ones
they are looking for a fight, but are like them in some way, have known at least
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touch with them, want a connection with them in a way that might be useful,

helpful (whatever the right word is here!) — then that might well (often does)
happen.*?

In other words, parents and teachers need to talk with adolescents, not at them, in such a
way as not to make them feel threatened. In this regard, parents must also realize that

al

guidance. This is acceptable; provided that they are receiving the direction they need

Adolescents eventually come to recognize their need for assistance in moral
matters. Despite their grumbling that parents or teachers are ‘too old’ or ‘too out of
touch’ adolescents do desperately want an older person on whom they can depend.

They are struggling hard to figure out how to behave, what to do, and why; they

are interested in obtaining for themselves certain credible moral fundamentals — a

set of values that strike them as convincing and that, they hope, will give them

some reliable and worthy direction. They seek, to put it differently, a kind of

moral companionship from an adult or two, be the older person a parent, a

teacher, a relative, a friend’s kin — whomever they can find who is ready to ‘level’

with them.**
The person that an adolescent dees finally decide to turn to has a difficult job. She has to
be candid and
with the teenager while still being able to remain objective in dispensing advice; and
perhaps the greatest challenge, she has to compete with the popular culture.
Coles speaks at length about what adolescents need in terms of developing their

moral intelligences. The two main ingredients he sees as necessary are a ready and

reliable ‘moral guide’ and positive role models to follow. He cautions these guides and

R R T ——

models that “moral reasoning is not to be equated with moral conduct” and “there is only

* Thid., page 149.
* Ibid., page 162.
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so much that any of us can do.”™* To be a moral instructor means to teach not only how
y

to think in moral terms but to act in them as well. The rest is left in the hands of the

individual.

Coles hesitates to provide universal advice or guidelines, instead he offers

teach. The experiences of oneself and others are invaluable moral teaching tools.

Each of the five psychologists provides insight into the moral development of
adolescents. Their theories, while useful in the abstract, can be better understood when
viewed in conjunction with the behaviors of a specific individual. As Jewish educators,
one of our goals is to help Jewish adolescents develop moral lenses. The stories of
Joseph and Rebecca offer a view into the behavior of biblical adolescents. The followin
is an examination of each of their actions both in abstract and through the eyes of each of

the theorists. Although t

ago, their experiences and behaviors are not so different than those of teenagers today.

* Ibid., page
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Part 2:
Lessons from Tradition
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Joseph: The Narcissist

Joseph, a boy of seventeen™® was the favorite son of Jacob. Joseph held such an
important place in Jacob’s heart because he was the son of Rachel, Jacob's true love,

“Through young Joseph, Jacob lived his youth again/Loved him, praised him, gave him

d 247

all he could. Jacob wanting his so

nd

2]
Q@ary
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gave yn2, omamented tunic” which he wore with pride. The
special status awarded to Joseph did not gain him faver among his brothers.

Joseph’s ten older brothers were extraordinarily envious of him. These feelings
stemmed in part from the treatment Joseph was given; in part from Joseph’s arrogance
and narcissism; and in part because of a grudge carried over from a previous generation.
“The rivalry between Joseph and his brothers was largely a sequel to the Jealousy
between their mothers, Rachel and her sister Leah. Jacob’s great love for Rachel, who
had died while giving birth to Benjamin, was now transferred to her son Joseph.” ¢

Another factor influencing Jacob’s attitude toward Joseph, were his memories
from his own youth. Jacob, the second-bom, but favorite son of his mother, Rebecca,

was in a constant rivalry with his brother, Esau, their father’s favorite. Jacob had to

deceive his father in order to receive the birthright he deserved. Jacob did no

-~

want

Joseph to have to subject himself to the same trickery. He therefore openly granted

* Genesis 37:2 states “Pmarny Ny1 NI Y MIWYYIVID 98P “At seventeen years of
age, J oseph tended the flocks with his brothers "
Rice, Tim and Andrew Lloyd Webber. Jacob and Sons” from Joseph and the
Amazing
Techmcolor Dreamcoat. California: MCA Records, 1974.

Slmon, Uriel. Joseph and His Brothers: A Story of Change. (Ramat-Gan, Israel: The
Lookstein Center, 2001.) Page 6.
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Joseph preference and importance. “Like many parents, intent on saving their child from
their own hardships, who try to use their authority or wealth to help him or her avoid the
obstacle course that they themselves had to endure, Jacob was determined to euide

[14
j18344 = B

Joseph to his birthright painlessly and effortlessly.”*® What Jacob did not realize,

however, was the very hardship he was helpi

satea NenFRLIL 1w VY G Ad

T

other sons.

r
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Josep

P

1 flaunted his uniqueness and importance to his brothers, inciting their
jealousies. He wore his o®9 mny, ornamented tunic*® and recounted his dreams of
greatness to his brothers. Joseph dreamt that:

M NWON W MR MM NTYD TN Oy Dphn dnix
PDRZNZ  PINDYM OPIIbN Apdon
There we were binding sheaves in the field, when suddenly, my sheaf stood up

and remained upright; then your sheaves gathered around and bowed to my
sheaf.”'

The hatred and resentment felt by the brothers was ignited by this dream and fueled as

Joseph told them of his second dream in which

7 ONNDYNR D291 Ay TN M Wi the sun, the moon, and eleven stars were

1952

bowing down" to him.

The brothers were so incensed by the dreams because of their interpretation and
their personal implications. The bowing sheaves and stars signified that the brothers

were inferior to Joseph and would have to pay him the respect given to a person of hi

L Lyl & e

status or authority. The hatred the brothers felt was not only due to the interpretations but

* Ibid., page 7.

* Unless otherwise noted, all translations are taken from: JPS Hebrew English Tanakh.
Pennsylvania: Jewish Publication Society, 1999.

*! Genesis 37:7

°* Genesis 37:9
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narcissism was a clear reflection of his adolescence, his immaturity and his ‘naked’

ambition.

Egocentricity, selfishness and arrogance are typical character traits during

adolescence. These traits are often ways teenagers mask an emotional problem such as
depression or a need for attention. Josept

Joseph craved recognition from his brothers. As he tells his dreams and flaunts his coat,
Joseph is seeking acceptance from his peers.

The Torah portrays a bittersweet lesson about the loneliness of pride as it recounts
for us the story of Joseph’s character and the events of his life. ... Yet Joseph
becomes increasingly isolated from his own kin, for he needs to feel preeminent.
He needs to belittle his brothers in order to glorify his own talents, to stand out. ...
Joseph thinks that if he invents a false and glamorous image of himself, the world
will recognize his worth. Even more pitiful, he feels compelled to put others
down in order to be noticed and appreciated.*

The attention paid to Joseph by his father was appreciated, but it was not all that Joseph
needed. The position of favorite son was a lonely place for Joseph. He wanted his
brothers to notice and accept him. “The seventeen-year-old youth did not seek his
brothers’ love; what he wanted was their recognition of the greatness for which he was
intended by his father and by God.”** Unfortunately, in his efforts to achieve this goal,

Joseph chose tactics that produced the opposite result. His intent to become closer with

his brothers yielded Joseph the opposite result as his actions only served to push them

>3 Artson, Rabbi Bradley Shavit. The Bedside Torah. (New York: Contemporary Books,
2001.) Page 61.
54 Simon, page 7.
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Joseph’s narcissistic attitude led him to believe that his brothers would want to
hear about his dreams of greatness. He believed these dreams were of utmost importance
as they were divine province, God’s way of telling him what he was to become, He
expected that his brothers would accept this gift of his and would readily listen to what he
had to say. Joseph’s dreams, in addition to being about his desire for power and

attention, were a look into what was going to occur in the future. The sheaves and stars

what was to come to him later.

It is important to remember that Joseph was seventeen years old as he was having
these delusions of grandeur. A closer examination of his conduct shows that it was a not
so extraordinary, indeed remarkably age appropriate, expression of Joseph's adolescence
and the behavior he was displaying was appropriate for a child of his age. Adolescents
desire attention and if they are not getting what they need in reality they might dream
about it. Also, considering the amount of attention and special treatment he was given by
his father, it is not a surprise that Joseph thought others would be serving him. His
actions, though undesirable, were what it to be expected of an attention seeking teenage
boy.

Joseph’s troubles are not unlike what many teena
Although Joseph was not a contemporary of modern theorists, elements of his behavior as
an adolescent resonate with actions they typically ascribed to adoiescents. There is no

way to know for certain how the theorists would analyze Joseph’s behavior but there is
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an element of timelessness that can help inform our study. The following is a projection
of what a moderated discussion might have been like between Jean Piaget, Lawrence
Kohlberg, Carol Gilligan, Erik Erikson, and Robert Coles had they come together to

discuss Joseph and his behavior.

Facilitator:  Let's start by discussing Joseph’s behavior. Why don 't you each briefly

escribe his actions?

Piaget: Young Joseph is acting as though he is the center of the universe. He
prances around in his colored coat telling of his dreams seeking to gain the
attention of those around him. He is demonstrating concrete behaviors in
an attempt to achieve an abstract concept. Joseph’s displays of his coat
and subsequent retelling of his dreams are his method of trying to gain

love and affection from his brothers.

Kohlberg:  Jacob gave Joseph the coat to show him that he was dearer to him than his
other sons. Joseph takes this symbol of his status and wears it into the
fields where is brothers are working. The brothers, already upset that

Joseph is not helping them because he is too busy recalling his dreams,

own self-interest, paying no regard to those around him.

R RN I R T R L T
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Gilligan:

ML TR,

Coles:

Facilitator:

A weSerrielar UV
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[ agree; Joseph is looking out for his own interests. For the most part does
what he wants to, when he wants. He will listen when his father asks
something of him, but certainly not his brothers. As far as they are
concerned, Joseph is really only interested in belittling his brothers and

reporting all of their misdeeds to their father.

that. He seems to be afraid of something. Joseph tends to stay close to his
father, lest he lose him or his status as favorite son. When Joseph is sent
to work with his brothers, he eagerly runs home to tell their father of all of
their transgressions. His tattling is a resuit of fear, not a desire to cause

trouble.

Exactly. Joseph, rather than simply helping his brothers, *brought bad
reports of them to their father.”> Even though he knew he was his
father’s favorite son, Joseph still put his brothers down so that he would
look better. This is also why he readily agrees with his father’s request to

go to Shechem to report on his progress.

What do you

you think Josepl

you think he is thinking as he decides how to act?

33 Genesis 37:2
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Piaget:

Kohlberg:
Kohlberg:

I Coles:

Joseph is concentrating on acquiring what he feels he rightfully deserves,
his brothers’ respect. He feels it is only fair that they give him the

admiration he earned in exchange for his recounting to them his dreams of

the future.

Joseph is egocentric. He seems to believe that he is entitled to something.

w that he is trying to seek out what he believes is rightfully

his, namely respect.

I'think it is more than that. He is not only seeking respect, he wants to be
honored and revered. Joseph’s dreams tell him that his brothers will be
bowing down to him. He believes these dreams to be God’s way of telling
him what will happen in the future. Joseph, however, is impatient. He
wants to have his authority now. He is thinking that his brothers are going

to have to pay heed to him sooner or later, so they might as well start now.

I concur, the dreams and the future are a factor motivating his actions, but
he is also thinking about the future. Joseph wants to fit in. He sees the

bond that his brothers have with one another and he knows he does not

yet to achieve acceptance from his peers.
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Evikson:

Gilligan:

Piaget:

Facilitator:

This strong desire for peer acceptance is mot likely one of the thoughts
running through Joseph’s mind as he decides how to act. He is afraid that
he will not find a place for himself among his contemporaries. Isolation

and abandonment are very real threats for Joseph and he responds the only

own ego then maybe will be able to ignore his fears.

Joseph is taking care of himself. He wants something and he is trying to
getit. He is selfish. He does not realize that by parading around in his
colored coat professing plans of greatness, he is only making it harder for

himself to achieve his goal.

Joseph, whether consciously or not, wants a positive relationship with his
contemporaries. What he does not realize, though, is that his actions are
producing the opposite result. His narcissistic displays are only serving to
push his brothers farther away. Every thing he says only makes Joseph’s

brothers more resentful of him.

How do his behaviors reflect Joseph's moral development? What is
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Piaget: Joseph’s behaviors are bridging the line between the stages I have termed
heteronomous morality and autonomous morality.*®
I place Joseph’s actions in the heteronomous morality stage because of his
relationship with Jacob. He is still very dependent on his father, viewing

him as an authority for proper behavior. This is evidence

(=5
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=.
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Joseph, however, is also highly concerned with issues of fairness and
reciprocity. For him, it is only fair that his brothers show him reverence
now because his dreams tell him that one day he will lead them. Joseph
believes that because he will one day be helping his brothers, they should
reciprocate this future act now by giving him the type of attention and
acceptance as an authority that he is seeking now. He does not see that he
cannot ask his brothers to reciprocate on something that has not yet
happened.

On some level he understands that rules and authority change, yet at the

same time Joseph is not willing to let go of the security that comes with a

fixed set of rules.

Kohlberg: I agree with you that Joseph is only concerned with meeting his own

I unchangeable.

needs, not those of anyone around him or in the world at large. However,

% See page 84.
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Erikson:

Gilligan:

[ think his actions have moved beyond a heteronomous stage. ! would
place Joseph’s behavior in the third stage of my theory on moral judgment
the good boy orientation stage.>’

[ suggest this stage because Joseph is focused on his relationship with his
brothers. His behavior is motivated by his desire to gain approval and
respect from his relatives. He has not yet associated right with meetiﬁg
commitments or contributing to society. Rather, right is defined by the
approval and expectations of others.

Joseph is motivated by fear. He chooses how to act based upon the

responses he hopes to get from extemal forces, namely, his brothers. He

Ao WAl Wwiidw WA ARAVSE LEiXe 23 VRANGS RAW FRAAWS ¥ nax

has some sense nanralify in that he

and wrong. He demonstrates this understanding when he tells his father of
his brothers’ misbehaviors.

Joseph’s ability to identify moral and immoral behavior does not mean
that he has leamed what is ethical. [ define ethical behavior as that which
is based on ideals and a desire to better society. Joseph’s actions are

motivated by potential consequences, or moral rules, not by ideals.

I would say that his behaviors fall into what I refer to as the
preconventional stage.”® A person in this stage equates goodness with
caring for oneself. Joseph, by wearing his colored coat, staying close to

his

f: See page 85.
" See page 86.
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Facilitator:

needs for attention and love. His behaviors are focused on himself
without consideration for the needs of those around him.

As a teenager, Joseph has not yet leamned to adopt an “ethic of caring.” In
other words, he has not yet learned to make a transition from selfishness to
responsibility. Although he has a clear sense of his future value, he is

unsure about his present self-worth.

I prefer not to compare one person’s behavior to that of anyone else or any

statistical data. Instead, I view Joseph’s actions in terms of the
environment in which he was in and the experiences he had. Ibelieve that
acking moral guidance. His l‘ctions were based on what
he had observed and had been taught by example. Joseph was also acting
out of a need to fill a void within himself. Without positive role models or

the attention needed to replace his emptiness, it could not be expected that

Joseph would know how to act other than how he did.

How are Joseph's behaviors typical of adolescence?

Although I do not tend to make generalizations, I would say that Joseph’s

s
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behaviors are typical of adolescence in that they are similar to tho
seen displayed by others his age. Of the teenagers I observed, most have

been focused on themselves and how society can serve them.
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Gilligan:

Kohlberg:

As [ said earlier, Joseph has not adopted an ethic of caring. This
narcissistic attitude is comparable to what I have observed among the
adolescent girls I have studied. The girls tended to display these types of
behaviors earlier than age seventeen, however, there were those who
developed later.

[ believe girls and boys experience moral growth at different rates and in
different manners. What is “normal” adolescent behavior for a teenage
girl is not necessarily the same as what is “normal” for a boy of the same

age.

Joseph is struggling to find a place for himself; to figure out who he is and
where he belongs. This is typical of the psychosocial development of an
adolescent. When a boy is in this time of his life, (stage five of my
theory,) he is faced with identity confusion. On the one hand he wants to
be himself and share himself with others, yet on the other, he is greatly

influenced by his peers. Joseph is at this stage in his life.

Adolescence is about narcissism. Teenagers are in the process of

formulating their identities. This process involves differentiating right

wr Fmnzemies

hers and society, focusing

on ones needs.
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As Dr. Gilligan said, adolescent moral development is not the same for all
individuals; therefore, while I classify Joseph’s behavior as typical of

adolescence, I do so while remembering the broad scope of adolescence.

Piaget: Adolescence is defined as “the state or process of growing up.” Using
this definition, I would certainly say that, yes, J oseph’s behavior is typical

of adolescence. He is trying to determine his place in his family and

29 el 122 2330 24lllis g
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community. His dreams are telling him who he will be as an adult, but he
is trying to determine who he is as a teenager. He depends on his father
for guidance, love, and attention, yet at the same time he wants to assert
his independence. As I previously explained, Joseph’s behaviors are
straddling the line between Aeteronomous morality and autonomous

morality. They do not fall on either side because Joseph is in the “process

of growing up;” he is an adolescent.

Facilitator:  How can Joseph's behavior be an example by which to teach

morality/moral behavior?

Piaget: Joseph’s behaviors may be used as an example of how an adolescent

said earlier, I find Joseph’s actions to be reflective of someone who is in

the process of maturation, but has not fully crossed the line from

*® Webster’s Ninth New Collegiate Dictionary. (Massachusetts: Merriam-Web
1991.) Page 58
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heteronomous to autonomous morality. On the one hand, he wants to
believe that he must follow rules as they are stated, lest he face the
consequences. Yet on the other hand, he has seen that rules can be
manipulated to suit his needs.

The actions we watch Joseph take as he decides what path to follow are
not unlike those children his age face today. If we are to closely examine
his behaviors we can gain insight into how an adolescent learns the

relationship between cause and effect, choice and consequence,

In my opinion, what we can learn from Joseph is about cause and effect
but even more so about the issue of dependence. I believe that J oseph
learned earlier in his life the meaning of consequences and fairness. He is
now grappling to formulate his own identity. As he recounts his dreams,
he recognizes that he will one day become an independent person upon
whom others will rely. Despite his desire to become this person now,
Joseph still dependent on others. He needs recognition and approval from
his brothers in order to validate his actions. In time, Joseph will come to
learn that he does not need anyone to justify his behaviors because he will

have the strength of his own convictions. He will come to understand the

What can be learned from a study of Joseph’s behaviors is how an
adolescent’s narcissism permeates all aspects of his character. He is so

focused on himself that he chooses how to act based on what will serve his
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Gilligan:

own needs and raise his own self-image. What J oseph experienced is not
limited to the time in which he lived. The same feelings, emotions and

behaviors still emerge from teenagers today.

The points you both raise are important, but they are limited. They speak

to what we as psychologists and teachers can learn from Joseph’s

behavior, however, they do not s

could benefit.
In my studies of adolescent girls, I observed that many of them exhibit the
same types of narcissistic behaviors that Joseph does. These young
women and their male peers could learn a great deal from Joseph’s story.
By seeing the responses Joseph received from his actions, teenagers
translate the general concepts into their lives. For example, when Joseph
tells his brothers of his dreams and expect them to honor him, they
become angry. The brothers, not wanting to listen to Joseph’s

egocentricity any longer, get rid of him. Now, teenagers today are not

likely to sell one another into slavery. They will shun each other from

their social groups. A modem teen

WLy, 4

consequences of self-centered behavior is rejection and social banishment.
Every adolescent may have a piece of Joseph in him or herself. As
psychologists and teachers we need to help them recognize this part of
their personality and teach them to handle it in an appropriate manner.

While it is important for us to understand the developmental stages
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Coles:

teenagers are experiencing, it is critical that we help them to understand
their behaviors and the feelings that motivate them in order to enable them

to grow morally. Moral growth is essential.

I agree with Dr. Gilligan. There are many “teachable moments” in the
Joseph story. Joseph confronts real problems, such as interpersonal
relationships, identity formation, and moral

= EE LAY Jl—- Cysaawasyy A3 -l

that teenagers are face today.
Idono zations or comparisons among people or
groups of people because each individual will react differently to each
situation. With that said, however, I do believe that we can all learn from
one another. For example, listening to the story of Joseph, a teenager can
see how others react to egocentric behavior. While this particular teenager
may not be recounting dreams of leadership to his brothers, he might be
bragging about his successes to his friends. The reactions J oseph’s

brothers had might parallel those this boy’s friends might have. The

teenager having read and understood Joseph'’s story, has a clearer picture

of what possible consequences he might face due t

(&)

teenager who did not study the story.

his discussion reminds me of the words of a mother with whom I once
talked. In recounting her troubles with her adolescent son she said, “You
need to figure out how to get your views across — you’ve got to be heard.

It is a problem of communication, that’s what I’m saying, communication
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and psychology.”®® She is right. We need to sit down with adolescents
and talk to them, make them understand not only how we feel, but also
how they will feel as a result of their actions. Relating the story of young
Joseph is one way to help adolescents of today to understand the
consequences of their actions because the emotions and behaviors that he

displayed are essentially no different than the ones they are experiencing

Erikson: As Dr. Coles said, we need to help children to truly hear and internalize

e telling them. Adolescents are highly susceptible to peer
pressure and societal influences. It is up to educators to provide students
with positive role models and avenues through which they can reflect
upon their own behaviors.

The story of Joseph is one way to help students to see the potential
outcomes of their actions. Many parallels may be drawn between the
types of behaviors Joseph displayed and those of teenagers today.
Presenting these behaviors through the story of Joseph is a safer, less

threatening way for students to understand possible consequences than

askin
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The conversation between the five theorists, though fictional, is a useful tool for
viewing different perspectives on the story of Joseph in particular, and understanding

adolescents in general. From this discussion, one can learn how Joseph experiences his
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personal moral development. Teachers and leaders can then apply this knowledge to
their own students. Irrespective of the theorists’ personal views, the common
denominator of the conversation is the need to catalyze adolescent moral growth. Only

through teaching and modeling will narcissistic teenagers leam to she
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grow morally.
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Rebecca: The Giver

The story of Joseph provides an example of a teenager who is clearly in the
process of moral development. He displays negative behaviors and illustrates the
struggles that adolescents often experience. Joseph is only offers one perspective.

Within the text there are other examples of young people who present their moral
tive example can be found in the story of Rebecca.

When Rebecca first appears in the text her age is not stated. The text says
YT X7 M) Ndmna TR Axn nav wm The maiden was very beautiful, a virgin
whom no man had known.”®' The word W na‘ar, literally means youth is and has been
defined as “17-12 52 yy™* or a youth aged twelve to seventeen. From this definition
and the context of the story, it can be assumed that Rebecca was probably an adolescent.

Rebecca’s precise age is not critical to her story, rather it is important to focus on her

character and the behaviors she exhibits,

Rebecca enters the biblical narrative when Eliezer,%* Abraham’s servant, comes
ride for Isaac. The only instruction that he is given is to find a woman who is
not from the land of Abraham’s where Abraham lives, Canaan, but is from the land of his
birth. Eliezer “iry myon 00m omeon 1om. 19 dymy v ©% My 1d¥n npn
took ten of his master’s camels and set out, ... and he made his way to Aram-naharaim,

to the city of Nahor.”®

5 Genesis 24:16

%2 Lauden, Edna and Liora Weinbach, eds. 1190-31 Multi Dictionary.
mmy mn 7o Tel Aviv, 1993,

:: As identified in Midrashic texts.

1Amania )

1M
Genesis 24:10
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Eliezer took his assignment to find a bride for Isaac very seriously. He did not

want to simply find a woman who was beautiful on the outside, but one who also held an

internal beauty. His problem, however, was determining to know whom he should

choose. Eliezer turns to God to help him in his attemn

RAip dag

“ON7IX DY 1P o3Y NN NT worthy to enter the house of Abraham.”%’

P} ]

d’s assistance, he is not looking for God to simply
place a woman in front of him rather he was seeking council. “Eliezer resorted to no
divination or charm or arbitrary sign but simply applied a character test,”® In other

words, he wanted a woman who would demonstrate that she was a caring and moral

person.

The character test that Eliezer applies at first glance does not seem to be a very
extensive or telling trial. A closer examination, however, shows that the act is much

greater than it appears. Eliezer seeks a woman who will

journey:

RYN Tooron nhy nyom nhvm 112 aoon N N AN Sum mm
ATOY TON YYD YIN AN pAYY 37287 ANdh AN
Let the maiden to whom I say, ‘Please, lower your jar that | may drink,’ and who

replies, ‘Drink, and I will also water your camels’ — let her be the one whom You

have decreed for Your servant Isaac. Thereby shall I know that you have dealt
graciously with my master.%’

Eliezer sees the willingness of a woman to

veler and his camels as a

testament to her moral character.

63 Scherman, Nosson and Meir Zlotowitz, eds. The Saperstein Edition: Rashi
Commentary
on the Torah. New York: Mesorah Publications. 1995 P

LA N N 7l

o1

* Leibowitz, Nehama, Aryeh Newman, translator. Studies in Bereshit in the Context of

Ancient and Modern Jewish Bible Commentary. (Jerusalem, Israel: Haomanim Press,
i Al 0de eWish Bib.e Commentary
617996.) page 224.

e MA. 1A
Genesis 24:14
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In modem times providing a glass of water for a stranger, while a nice gesture,

would not be considered a test of one’s character because of the minimal effort it
requires. For Rebecca, however, satisfying the thirst of Eliezer and his camels involved a
great deal of work. The well from which she was drawing water was not directly next to

her, but a walk away. Rebecca:

2YM DT NOBM YR M
ANYIM INUY ININ-ON MY YW NPUR-ON 1o WM nnm
Went down to the spring, filled her jar and came up again...

So she quickly emptied her jar into the trough and ran again to the well to draw
and drew %

Rebecca demonstrated her willingness to go out of her way to someone by repeatedly

going to the well.

The thoughtfulness that Rebecca showed to Eliezer is further am

that she not only gave water to him, but to his camels as well.

i ’ 3 i -
P‘l\'lka [ excenfu\nnl Limdrmans ~

ptionai kindness can be appreciated more if we are aware of the
amount if water she volunteered to bring. She offered not only one pitcher of
water for each camel ~ which would also have entailed her returning to the well
ten times to refill her pitcher ~ but enough water for the camels o Aave their fill.
A camel is known to drink tremendous amounts at one time, storing water in its
stomach for stomach for several days.%

Rebecca made her journeys back and forth to the well entirely on her own, with neith

Wii llwi WYTLL, YYiLl

Eliezer nor any servants offering any assistance. She put forth such great effort, not
1t, nor was she thinking about the sacrifices she

was making. Rebecca was acting out of a desire and need to help a man and his animals.

*® Leibowitz, page 226.
6 Weissman, Moshe. The Midrash Says. (New York: Bnay Yakov Publications, 1980.)

Page 220.
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Although a physically attractive person was what Eliezer desired, it was not his
requirement. Throughout the texts, sages make references to looking to a woman'’s eyes
for beauty. The sages stated:

“If the bride has beautiful eyes you don’t have to look further.” This cannot be

meant literally since it flies in the face of reality. ... But what they obviously

meant was that one should look for good deeds to test if she had a “beautiful eye,”

i.e. a generous and kindly disposition and kind heart. For if she looked at people

with a kindly and unjaundiced eye then she was undoubtedly endowed with aii the

other sterling moral qualities. Our sages learnt from the example of Eliezer who
tested Rebecca for this quality oniy, since it is the linchpin of all the others.”™
Fortunately for Eliezer, he came across a woman with more than simply beautiful eyes.

Eliezer, having witnessed Rebecca’s generosity, knew he had found the woman
for whom he was looking; a woman who considerate, ziving and caring. The test he
applied was designed to provide criteria by which Eliezer recognized he made a proper
judgment rather than acting out of impulse. He krew that Isaac warranted a woman who

was of high character and morals. The standards imposed b

themseives an insight into the human heart — he asks for a woman who is generous,

compassionate, and willing to act on behalf of others. Such a person is indeed a fitting
mate.””! Rebecca proved herself to be a beautiful person both inside and out.
Rebecca’s experiences at the well are very similar to those of many modemn
adolescents. While teenagers today do not run back and forth to a well to fetch water for
a man and his camels, they are often confronted with situations in which they must decide

Y
thers. Rebecca’s story

to what extent they wish to hel

=]
o

can use to begin to understand how adolescents develop their moral capacity and

integrity.

" Leibowitz, page 229.
7' Artson, The Bedside Torah. page 36
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As was the case with Joseph, Jean Piaget, Lawrence Kohlberg, Carol Gilligan,

Erik Erikson and
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to Rebecca’s behavior. Through their lenses, we can focus on aspects of Rebecca that
may be nurtured or otherwise addressed in adolescents by parents and teachers. Below is

a fictional depiction of what the theorists’ conversation might have looked like.

Facilitator:  Let's start by discussing Rebecca’s behavior. Why don't you each briefly

describe her actions?

Piaget. Rebecca’s behavior is very generous and proactive. She not only offered
Eliezer water but also volunteered to provide for his camels. This showed

that she cared not only about helping a stranger, but she also had a place in
her heart for animals. Rebecca’s supererogatory’? and kind heart were
demonstrated by her offering more help than for which she was asked, by

going above and beyond what was expected of her.

Kohiberg: I agree that Rebecca was generous, but I also think she was naive. She let
Eliezer take advantage of her. This was Rebecca’s first time at the well to

draw water, as it was a job that her servants would usually do.”® Rebecca
ips to and from the well until Eliezer and his camels were

satisfied while he sat by and watched. Eliezer saw the effort Rebecca put

forth going to the well and back more than ten times, yet he did not offer

7 Meaning perform .ed or observed beyond the required expected degree; superfluous.
73 Weissman, The Midrash Sa ays, page 219.




Gilligan:

Erikson:

Coles:

to help, nor did any of the men who were traveling with him. Rebecca
waag tr\ﬁn [ .

was trying to and succeeded at helping the stranger, but she did so by

sacrificing herself.

I think that Rebecca showed a great deal of compassion. She saw a
traveler who was tired and thirsty and wanted to be of service. Rebecca
took care of the man and his camels because she felt it was the right thing
to do; caring was a dominant part of her character. She had been taught to
welcome a stranger and she did.

I do not think Eliezer was taking advantage of Rebecca. He simply asked
fora and she complied. As for the work invoived in
watering the camels, Rebecca did that voluntarily because she wanted to

be welcoming and accommodating the stranger.

Eliezer’s actions, or lack thereof, are of little consequence to me. I think
Rebecca’s actions would not have changed if Eliezer had acted differently.
She saw a man who was tired after a long journey. He needed water for
himself and his camels. Seeing that she could be of service, Rebecca
willingly offered her assistance. For her, helping was the right thing to do,

regardless of the response she would receive.

I see Rebecca’s actions as a combination of what all of you have said. It is

clear to me that she was very generous to Eliezer. As Dr. Gilligan said,




Facilitator:

Piaget:

she saw a stranger in need and willingly provided assistance. However, I
also agree with Dr. Kohlberg. I think that Rebecca, in her attempt to be
considerate, took her efforts too far and let Eliezer take advantage of her.
Providing water for Eliezer, and even some water for the camels would
have been more than kind. The multiple trips Rebecca took to the we!}

LA

were may be considered excessive, especially in light of the fact that

. )
neither Eliezer no

rhi
What do you think Rebecca’s behavior says about her emotions? What do

you think she is thinking as she decides to act?

Rebecca’s behaviors indicate more than just her kindness; they illustrate
her moral judgment. This was her first ever trip to collect water and she
was not sure what to expect or how to act.

Although we do not know much about what Rebecca’s life was like at

nome, We Go know thai she did not venture out much and was surrounded
by family and servants. Up until now tasks, such as collecting water, were
being done for her. I view the trip to the well as a step on Rebecca’s path
to formulating an identity. In this venture into the world outside her

home, Rebecca made choices that reflected her thoughts and feelings, not

her obligations,

50




Lrikson:

Gilligan:

R N e e e R T .

Kohlberg:

I agree. As an adolescent Rebecca is in the midst of trying to figure out
what type of person she wants to become. She sees a man in need,

considers her options, and acts on her understanding of what is right. By

helping Eliezer, Rebecca shows him, and more importantly herself, that

she is a caring individual. This is a step toward determining her identity.

I do not see Rebecca’s behaviors as a sign of identity formulation at all. [
see them as quite the contrary. In my opinion Rebecca was trying to
please Eliezer so that she would gain his favor.

It is unclear what Rebecca’s life was like at home. We do know that she
lived with her brother, Laban, who was a nefarious character.”'_ From this
description it may be deduced that Rebecca was most likely not given the
consideration or recognition a girl her age deserved. She was seeking

acceptance from him that she was not receiving at home.

I am afraid that I am going to have to disagree with you Dr. Kohlberg. I

think Rebecca was acting with pure intentions. She saw a man in need of

help and so she helped. It wa
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thinking about how she could care for the man before her and

accommodate his needs. The only acceptance, I believe, she was seeking

7 “He was painted white by his wickedness.” Neusner, Jacob. Genesis Rabbah. The

Tudain Tamies aeme
[

udaic { ommentary to the Book of Genesis. A New American Translation Volumes II

and III. (Rhode Island: Brown University, 1985.) Page 320.




Coles:

Facilitator:

Piaget:

:———_————___-

was her own. She needed to know that she was living up to her own

I see Rebecca’s behaviors as a sign of her internal struggle. On the one
hand she wants to be on her own and formulate her identity, as Drs. Piaget
and Erikson indicated. On the other hand, however, Rebecca also needed
to know that she was wanted and accepted, as Dr. Kohlberg stated.

We cannot forget that Rebecca was a young woman who had no real

experience with the world outside of her family. On her first tri

n to the
- = aaa ‘nltl L) &

alkw

well she was unsure how to act. She was filled with mixed emotions. The

) -

herself was combined with her desire for

1 H Almctans L.
excitement of making choices for

attention and appreciation. Rebecca’s story is one of ambivalence, not
pp ry

unlike what [ have observed in others her age.

How do her behaviors reflect Rebecca's moral development? What is

motivating her to act the way she does?

I would say that Rebecca’s behaviors fall into what I have termed 1

ana AR Y wiilll Wilw

(¢4

autonomous morality stage of my theory of moral development.” In this
stage an individual is concerned with independence and fairness.
Rebecca, as [ stated earlier, is trying to put forth her independence.

Fairmess comes into play in that Rebecca views helping a stranger as the

7 See page 84.
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Kohlberg:

right thing to do. In her mind it is only fair that she, as the person who

vae 1 tla

ives in the area, is the one to fetch water for the man who has just made a
long journey and does not know where to go.
The concepts of reciprocity and the flexibility of rules, though surely

present in Rebecca’s mind, do not display themselves in her encounter

with Eliezer.

As you know, I view moral development in terms of levels and stages.”® I
would place Rebecca’s behavior in level two, conventional moral
reasoning because this level focuses on making judgments in terms of the
thers and traditional values. Within this level there are two
stages, the good girl orientation stage and the law and order stage,
between which I think that Rebecca’s behavior falls.

Rebecca’s actions could be considered in the good girl orientation stage in
that they are a result of her desire to gain affection and approval. To
counter the negative attention we may assume Laban pays to her, Rebecca
goes out of her way to help Eliezer and earn his acceptance.

Rebecca views helping the stranger as morally corre
fines ‘right’ as meeting commitments, obeying laws, and contributing to
society. This stage categorizes Rebecca’s behavior because she is

contributing to society by welcoming and aiding Eliezer.

6 See page 85




Gilligan.

Erikson:

Rebecca’s behaviors show that she has clearly dev
caring. This ethic is characteristic of what I refer to as the conventional
stage. In addition this stage is about self-sacrifice and the accommodation
of the needs of others. Rebecca displays all three characteristics. She
shows her caring by providing water for Eliezer and his camels, sacrifices
herself because of the time and effort needed to repeatedly go to the well,
and she accommodates the needs of Eliezer and his men by letting them

rest while she provides for them. And therefore, it is clear that her

behaviors are fueled by her ethic of caring.

As you may know, I believe there is a difference between morals and
ethics. A person who has developed morals makes choices based upon
fears of potential consequences or the influence of eternal forces. Ethics,
however, arise from ideals and a desire for improvement. Rebecca’s
actions seem to fall in between these two categories.

Rebecca’s behavior can be classified as moral in that as this was her first
time going to the well, she was unsure how to act. She may have feared

rejection or guilt and therefore helped Eliezer. At the same time, however

’

Rebecca reasoned that aid

yield a positive result for those around her.

Rebecca, as she formulates her identity is gradually shifting from a moral

to an ethical sensibility.




Coles:

Coles:

Gilligan:

the environment in which she
was raised. She acted in response to the lessons she had been taught and
what she observed by watching those around her. Rebecca’s actions show
that she was taught to care for fellow humans and animais and to welc_ome
the stranger.

Rebecca’s behaviors also reflect what was missing from her life. She
made the effort to provide for Eliezer and his camels for two reasons.
First, she enjoyed the satisfaction that came with helping someone.

Secondly, the appreciation and recognition Eliezer showed her was greatly

needed because she was not gettin

-
D
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How are Rebecca’s behaviors typical of adolescence?

I cannot conclusively answer this question because I do not believe in
making generalizations about a particular age group. I'will say that from
what [ have observed, most adolescents want to approval and affection.
How they display this desire varies greatly, but Rebecca showed it in her

attitude toward Eliezer’s request.

I will not comment extensively on what is common for boys because my
work has been concentrated on girls. Rebecca’s behaviors, however, are

highly typical of a female in the second half of adolescence.

i
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The first part of adolescence is usually categorized by selfish behavior as
ing her own needs and caring for herself. A girl
will then transition to the second stage and think about her responsibilities
and caring for others. The trip to the well in and of itself was a sign of
Rebecca’s developing adolescence because it was her first time doing
something for herself that was ordinarily done by others, The care she

showed for others is obvious in her actions with Eliezer and the camels.

Kohlberg: Having studied boys, and some gitls, I can say that Rebecca’s behavior, as

3 SO
I interpret it, is similar to that of the average teenager. Rebecca’s need for

approval and recognition st

tatus as a subordinate in her
family and is seen through her intentional selfless acts.

Adolescence is an uncertain time and therefore teenagers need to be
reminded that they are important. If they do not get this support from
home they will turn elsewhere for it, as Rebecca did.

Rebecca’s behaviors differ from the average teenager in that she gave so
much of herself. Some teenagers wiil give of themselves to a point, but
are generally narcissistic. Rebecca’s extensive acts indicate to me her

strong desire for approval.

Piager: Rebecca is clearly an adolescent. She is struggling to formulate her

identity. Living in a home where she was overshadowed by her brother

and did not receive the attention she needed, Rebecca did not have a

wh
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Erikson:

Facilitator:

Piager:

chance to develop a sense of self. Her generosity toward Eliezer showed

that Rebecca was beginning to think for herseif and her actions reflected

her character.

Adolescence falls into what I term the “Identity versus Identity

Confusion” stage of my theory of psychosocial development. Thisis a

time when a teenager struggles to be herself and share that self, while
battling the influences of her peers. Although we do not know much about

Rebecca’s contem oraries, it is apparent that she is working towar,
P Pr g

formulating her identity. This is a clear mark of adolescence.

How can Rebecca's behaviors be an example by which to teach

morality/moral behavior?

Rather than acting out, as many teenagers do, Rebecca gives of herself in
her quest for independence. Teenagers today need to learn ways to
demonstrate how they can achieve their goals in a positive manner.

Telling and analyzing Rebecca’s story with students is a wa

t+m La -
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discussion in which the students can discover how to respond to difficuit

127 TEsae e T

The goal ought to be to foster imitation of

situations

Rebecca’s behavior among students

|




Kohiberg:

Gilligan:

[ agree that Rebecca provides an example of how an adolescent can use

teach about self-sacrifice and the balance one needs to achieve between

doing for others without giving too much of oneself. This is a problem
from which most teenagers and some adults suffer.

Adolescents need to learn how to reason, to distinguish between right and
wrong. They also need to act, not only for their own best interest or for
the best interest of the group, but rather how to serve everyone most

effectively. This is a very difficult task.

Rebecca shows us that she has learned what is right when she generously

) 5 PR

id his cameis. What she has not learned is

how to reconcile her own needs with those of the people around her. Yes,
the camels needed water, but Rebecca did not need to take care of them by

herself because in doing so she gave too much of herself. She allowed

herself to be exploited by Eliezer and his men.

I agree with Dr. Kohlberg in that every individual needs to find a balance

between his or her own individual interest an

f the community. I do

not, however, think that Rebecca’s story is the vehicle through which to do

D
sc. Rather, Re

possessing an ethic of caring.
Rebecca’s behaviors clearly indicated that she thought about more than

just herself without expecting anything in return. She gave of herself
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Erikson:

because she believed it to be the right and responsible thing to do, not

because she was goin

g to rece gain. She possessed a strong
ethic of caring for people and animals.

cbecca’s story could be helpful to teenagers today, especially girls,
because it demonstrates how an individual can assert herself and positively
impact on the life of someone else. It also shows that one’s personal
independence and growth does not mean ignoring the needs of those
around her.

When teaching morality to adolescents using Rebecca’s story, it is

important to remind them that though she showed the beginning signs of

moral growth she was far from bein

P TRy e

herself better and understand the realities of her intentions. This growth

comes with time and experience, which Rebecca would surely gain.

Rebecca’s story is useful in teaching about morals and ethics because she
exhibits both types of behaviors. As I said earlier, Rebecca is in the
process of maturation, gradually moving from a moral to an ethical
ationale for her behavior aaring aer story with teenagers would aliow

them to see, through the actions of someone else, what it is they are

presently experiencing. Thisis a non-threatening method for allowing

Vi
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adolescents to examine their behaviors and the potential consequences of

Rebecca’s behaviors provide a great narrative through which one could

learn about moral development. She displays both the image of an
individual who has learned to care genuinely for someone other than
herself and that of someone who is struggling to find the balance between
independence and need to be a valued member of a group,

The lesson that can be learned from this is that by thinking about and

helping someone other than herself, one person can make a positive

impact on another, and in

il i

tumn hers thing every adolescent
(and adult) needs to understand.

The internai struggle with which Rebecca contends is one that many
teenagers face every day. Showing adolescents that Rebecca dealt with
the same dilemmas helps them to know that they are not alone in what
they are experiencing. From Rebecca’s story, teenagers can begin to

glean an understanding of ways to respond to struggles of their own.

The above conversation between Piaget, Kohlberg, Gilligan, Erikson, and Coles

about Rebecca’s behaviors i conscious imagination is based upon the
ideas and research of these moral theorists. It provides a useful lens for viewing different

perspectives on understanding her personal moral development and that of adolescents

overall. Teachers can gain insight, from this dialogue, into the development of their own

N
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students by drawing parallels between Rebecca’s experiences and those of their students.

Though the theorists disagree on several points, they all agree that moral development
needs to be fostered among adolescents. Rebecca is only one example through which
teachers and leaders can teach teenagers how to grow and develop their moral selves,
Rebecca presents a generally a positive moral portrait; one worthy of emulation,
imitation and close reading. An examiner of her story should look for generosity of

spirit, time, effort, patience, and perseverance Rebecca demonstrates. These are all

attributes desirable of friends, mates, family, students and adolescents.

|
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Conclusion

Evidenced by the stories of J oseph and Rebecca, it is clear that adolescence is a
difficult developmental stage through which we all progress. In addition to physic

maturation, during this time one’s character also grows. As teenagers struggle to answer

the question, who am I, they learn how they relate to one another and develop a sense of

acceptable behaviors. Adolescents are extremely vulnerable, yet receptive; that is why it
s critical t » in addition to families, provide these teenagers with

environments in which they can foster positive moral growth.

The psychological theorists, Jean Piaget, Lawrence Kohlberg, Carol Gilligan, Erik
Erikson, and Robert Coles, offer different perspectives on how an adolescent develops
morality and how to best enable this growth. Despite the fact that each of their theories is
comprehensive, I do not believe any one completely explains the adolescent growth

52 VY e

process.

As an educator, I know that no two o

earn in the same style. This being
the case, how can we expect that they would mature in the same manner? Just as each

ual has different learning needs, so to do they have special developmental needs.

There is a text that is critical for all educators to remember. The Mishnah states:

N 290 9 nnwn TaUm N9 .DmdN NeY oawna M yaN
0 AN ONSY MBen wa NovIm W1 ODBY ToVM 930 NN IND

MDA NN NOOPY NN IR NONIBY 190 OMINY TN noSHm

There are four kinds [of disciples) who sit before the sages: the sponge, the
funnel, the strainer, and the sieve. The Sponge soaks up everything, The funnel
takes in at one end and pours out the other. The strainer lets out the wine and

keeps the dregs. The sicve lets out the flour [dust] and keeps the fine flour.”

77 Pirke Avot 5:15
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Every teacher has encountered each of these students in every classroom. Just as
students learn subjects, such as history or language, in this variety of ways, so to do they
learn about moral and ethical behaviors. The challenge is how to reach each of them.
The theorists provide insight into the experiences of adolescents, but they can

give generalizations. The theory that is most applicable to a particular child wi

depending upon the circumstance; thus [ cannot say that one psychologist was correct in

his or her work whi

It is important for anyone who will be working with adolescents to be at least
acquainted with all of the developmental theories. This familiarity will allow for a better

understanding of why teenagers act in the ways that they often do. The behaviors

exhibited by adolescents result from a v'ariety of factors, which may be explained by one
or several of the theories proposed by the psychologists. I think the best and most

inclusive theory of adolescent moral development would contain aspects from Piaget’s,

nent in different ways. They are, however, only two
examples. Within the Torah and other sacred texts, there are accounts of the growth of
others. Each story provides another perspective into the myriad of ways one’s identity

emerges through adolescence.

The stories of biblical adolescents are invaluable tools for teaching teenagers

R R N N R T —

Jewish moral values in two key ways. These characters display behaviors with which

most teenagers can identify. In addition to developing relationships with the characters,

studying these stories allows students t
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Each generation rereads Torah in the lj

meaning of these texts for the world in which it lives. In the same way,

ght of its own experience and rethinks the

mdmduals find their own path into the sources

and read the works in ways that
speak most directly to their own situation.”®

inding

]

ersonal meaning within in the texts is a skill, which once learned, will stay with

students throughout their {ives.

The following section contains a series of lessons to assist educators in teaching

adolescents about morality. The unit provides teachers with a cursory understanding of

the theories of psychological theorists and insight into the moral d elopment as

ects of
the stories of Joseph and Rebecca. The ultimate goal of these lessons will help teachers

to enable students to not only deve

10t only develop p

s Holtz, Barry W. “Of Reading, V
News, Summer 1993. ) Pages 10-11.

e &9
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Part 3:
Staff Development Unit
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Overview
Jewish moral education is possible and desirable. T

This unit is designed for teachers and youth workers rather than students because
of the potentially significant role these individuals may play in the lives of students.
Teachers need to seize every opportunity to help students develop more than basic skills.
Learning is about more than book knowledge. “Learning is the raising of character by
the broadening of vision and the deepening of feeling.””® It is up to us as Jewish
educators to ensure that this type of learning is taking place in our schools, camps, and

youth groups.

Through a series of three sessions designed for teachers and youth workers,
participants will uncover the meaning of the unit principles. This discovery will lead to a |
translation of ideas and methods into formal and informal settings. Although this unit
concentrates on adolescence, the skills leamed may be transferred for use with all age
groups.

The first session focuses on the meaning and development of morality.
Participants will be asked to define morality in terms of their own character and growth.
They will then be presented with the theories on moral development of Jean Piaget,
Lawrence Kohlberg, Carol Gilligan, and R oles; four prominent deveiopmentai
psychologists. The session will end by transitioning from a secular to a Jewish

perspective.

Sulzberger, Mayer. “Menorah Journal, 1916” as quoted in Baron, Joseph L.,ed. A
Treasury of Jewish Quotations. (New Jersey: Jason Aronson Inc., 1985.) Page 98
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The second and third sessions introduce the stories of two biblical characters.

xamples through which we can study adolescent behaviors and
moral development. Participants will learn how biblical characters can be used to

facilitate moral education.

Format

The unit was designed following the “Backward Design” format. Grant Wiggins
and Jay McTighe developed this method; also termed, Understanding by Design (UbD),
in response to the inadequacies they saw in performance assessment. The framework
they use for developing lessons is different than what most educators are used to in that
its primary focus is on what the students should understand not how they learn it. “The
logic of backward design suggests a planning sequence for curriculum, This sequence

»80 identifying desired results, determine acceptable evidence, and

has three stages,
planning learning experiences and instruction.

The three sessions in this un

ed around five key components, all

consistent with UbD. They are:
Enduring Understandings: Enduring understandings are the foundational ideas on
which the unit is based. They “go beyond discrete facts or skills to focus on
larger concepts, principles, or processes. As such, they are applicable to new

situations within or beyond the subject.”®! Lessons may have more than one

enduring understanding, while sometimes a single enduring understanding may I
link all the lessons within an entire unit. Enduring understandings are not

80 Wiggins, Grant and Jay McTighe. Understandi g by Design. (Virginia: Association

in
for Supervision and Curriculum Development, 1998.) Page 9.

¥ Ibid., page 10.




designed for specific age groups, rather they are meant to be pertinent to all and to

lead to practice.

Essential Questions: Essential questions are the questions whose answers lead to
the enduring understandings. “These types of questions cannot be answered
satisfactorily in a sentence ~ and that’s the point. To get at matters of deep and
enduring understanding, we need to use provocative and multilayered questions
that reveal the richness and complexities of a subject.”®? Essential questions are
aimed at the core ideas of the unit or lesson.

Questions to be Addressed: Questions to be addressed are the ‘triggers’ for the
lesson. They ask about specific ideas or concepts related to the aim of the lesson.
They may be used to help guide and motivate students.

Evidence of Understanding: Evidence of understanding explains how the students
will be assessed. The evidence may take on many forms (performances, projects,
etc.) but “because understanding develops as a result of ongoing inquiry and

rethinking, the assessment of understanding should be thought of in terms of a

collection of evidence over time instead of an event " The evidence of
understanding comes before the activity so that teachers will determine at the
outset how they will know if students have achieved the desired results.

Activity Plan: The activity plan is brief description of the activities that will lead

to the enduring understandings. Also referred to as learning activities, this is

essentially the outline for the classroom (or other setting) lesson.

% Ibid., page 28.
® Ibid., page 13.
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Implementation
The following unit is designed to be executed in one of two ways. Either all of
the sessions may be taught over the course of a teacher retreat or conference, or each

lesson may be given during teacher meetings/staff development wo kshops throughout

the school year. The order of the sessions is purposeful, however, sessions two and three

§ B LY ™

(Joseph and Rebecca) may be interchanged withot ing tfrom the unit. Each

els5ve e

session should take two to two and a half hours to complete.

Enduring Understandings:

Jewish moral education is possible and desirable,

Teachers are critical conduits and models of Jewish moral education.

Essential Questions:

How does a person (especially an adolescent) experience moral growth?
What are Jewish views on morality and moral education?

How can I become a moral educator?

What makes moral education Jewish?

What makes Jewish education moral?

How are teachers moral educators?




Session One

Topic: Defining Morality and Moral Development

Questions to be Addressed:

1} What are morais, ethics and values?

2) How do four different theorists explain adolescent moral development?
3) Can morality be taught?

4) What does Judaism say about moral growth?

1) identify their personal views of morality.
2) compare and contrast five theories of adolescent moral development.

3} explain Judaism’s perspective on morality and education.

Materials Needed:

- pens/pencils

- paper

- chalkboard/dry-erase board/chart paper

- chalk/markers

- Blank Theorist Summary Chart (see page 88)
O one per participant

- Text study sheets (see page 89)

" Activity Plan:

1) Set induction: Personal Moral inventory quiz. Use the questionnaire

found in Repairing My World: The Responsibilities of A Jewish Adult

Tarent Scrapbook, by Michelle Shapiro Abraham, pages 2-5 or create

2) Study of Theorists: In order to understand how morality is developed,
it is necessary to look at the work of those who have studied this topic

extensively. Five of the most prominent of these people are: Jean
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Piaget, Lawrence Kohlberg, Erik Erikson, Carol Gilligan, and Robert
Coles. For every participant to study each of these theorists in-depth
[ty “ld L.

WOuld oe t0o much, therefore they will divide into groups. Each group

will focus on one theorist and share what they have learned with the

works as follows:

Divide the class into five equal groups. (If the numbers do not
work correctly, some participants may have to work in pairs.)
Assign each group a theorist and provide them with the appropriate
resource materials.

Piaget see pages 7-9

Kohlberg see pages 10-13

Gilligan see pages 14-17

Erikson see pages 18-20

Coles see pa

In these groups, participants will learn about the theorist and

prepare to teach about him/her to other members of the class.
Once each group has finished preparing, divide the class into new
groups. This time each group should be comprised of one member
of each theorist group. Each participant will present what he/she
learned about the theorists to the new group. (To facilitate the
discussion, you may choose to provide the participants with a copy
of the chart on page 88.

T Toooln
1

he Jjewish Perspective: Bring the class back together as a whole.
Allow a few minutes to answer any questions the participants may

have about the theorists then present the texts (page 89

Y4
]t
Read the texts aloud in the large group. Working in pairs, ask the
participants to determine which of the four texts most speaks to them
and why. Re-group and ask:

- To which text do you most relate? Why?

70
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- What do the texts teach us about Jewish views on
morality?

ne texts teach us about Jewish views on
education?

- From these texts, can you formulate a statement defining
the Jewish perspective on moral education?

- How can we use these texts in our efforts to help our
students, in general, and adolescents in specific, develop a

Jewish moral sensibility?

4) Conclusion: End the class with a brief discussion about how morality
might be taught. Indicate that Jewish texts are full of stories and
examples that teach morals. Two such examples are Joseph and

Rebecca, stories that will be studied in the next two sessions.
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- Psychologist Picture Cards (

Session Two

Topic: Joseph
1653 10 be Addressed:
1) How do Joseph’s behaviors reflect his moral development?
2) How are Joseph’s behaviors typical of adolescence?
3) What can teachers learn from J oseph to apply to their own students?
Evidence of Understanding:
Participants wili be able to:
1) apply the psychologists’ theories and Joseph story to fictional
scenarios.
2) generate examples of real life scenarios to which they can apply the
psychologists’ theories and Joseph story.

3) explain how they would respond if Joseph was a student in their
class/group.

Materials Needed:
- Trigger for set induction

o Poem, story, or video clip

Copies of Genesis 37:1-11 (see page 90)

o One per participant

- Scripts for the dialogue

© One per actor

- Scenario cards (see pages 96-97)

© One per group

- Paper

- Pens/pencils
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Activity Plan:
o lo T SST RGN
1} Set Induction: movie clip, poem, short story — depicting narcissistic
teenager. Ask group to read/watch. (Suggestions for triggers: MTV’s

“Real World,” “The Osbornes,” “Willy Wonka and the Chocolate
Factory,” “Hamlet,”

2) Text Study: Genesis 37:1-11
a. What did Joseph do to anger his brothers?

b. What was Joseph's relationship with Jacob? What motivated
this relationship?

1S upset his brothers?

3) Conversation: Briefly introduce the mock discussion between the
psychologists concerning Joseph. (See pages 30-42) Ask for
volunteers to act out the different roles or give out parts beforehand.

Actoutp

e Y
|2

s of the dialogue (with actors wearing signs on pages9]-
95); be sure to include the last section with the question “how can

Joseph’s behavior be an example by which to teach morality/m

behavior?” Spend a few minutes discussing the conversation that the

class just heard and answering any questions they might have.

4) Scenarios: Divide the class into small groups (approximately 4 people

each.) Give each group one of the scenarios found on pages 96-97 and
ask them to answer the following questions about it:
a. What would you do if you were the teacher in this scenario?
How would you respond?

b. How would the psychologists’ theories on moral development

9
apply®

c. How does the Joseph story relate or connect to this situation?

What moral lesson do you want to teach the student? How
would you teach it?
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€. riow could you use the Joseph story to teach the moral lesson?’
B

5) Share: Bring the groups together and ask them to briefly describe thei

1oe i1y
scenario and their responses to it. Allow a few minutes for questions

and discussions of each scenario. Reflect on the process through

whinl -l

HICH cach group went to arrive at their decisions.

6) Conclusion: Discuss:

a. How can we connect the Joseph story to the story/poem/movie
h we looked at the start of the session?
T b. How do they both relate to the students in the school today?
C.

What lessons can you bring to your classrooms and students

What would you say to Joseph if you were his teacher? (Guess
what - you arel)




T

Session Three
Topic: Rebecca

Questions to be Addressed:

1) How do Rebecca’s behaviors reflect her moral development?
2) How are Rebecca’s behaviors typical of adolescence?

3) What can teachers learn from Rebecca to ap

ly to their own students?

Evideace of Understanding:
Participants will be able to-

1) apply the psychologists’ theories and Rebecca story to fictional
scenarios.

S

generaie examples of real life scenarios to which they can apply the
psychologists® theories and Rebecca story.
3) explain how they would respond if Rebecc

class/group.

mana o Lt .
I iebecca was a student in their

Materials Needed:
- Trigger for set induction

© Poem, story, or video clip

opies of Genesis 24:10-21 (see page 98)
©  One per participant

= Scripts for the dialogue

- Scenario cards (see pages 99-100)
© One per group
- Paper

- Pens/pencils

||
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© One per actor I
- Psychologist Picture Cards (see pages 91-95) I
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Activity Plan:

1) Set Induction: movie clip, poem, short story depicting a helpful or

2)

4)

generous teenager. Ask group to read/watch. (Suggestions for

triggers: “Little House on the Prairie,” All of a Kind Family, The

Giving Tree)
Lnving ree)

Text Study: Genesis 24:10-21
a. What did Rebecca do at the well?
b. What was Rebecca’s relationship with Eliezer? What
motivated this reiationship?

c. How do Rebecca’s actions depict her character?

Conversation: Briefly introduce the mock discussion between the
psychologists concerning Rebecca. (See pages 48-61) Ask for
volunteers to act out the different roles or give out parts beforehand.
Act out parts of the dialogue (with actors wearing signs on pages??);
be sure to inch i
Rebecca’s behavior be an example by which to teach morality/moral
behavior?” Spend a few minutes discussing the conversation that the

class just heard and answering any questions they might have.

Scenarios: Divide the class into small groups (approximately 4 people
each.) Give each group one of the scenarios found on pages 99-100
and ask them to answer the following questions about it:

a. What would you do if you were the teacher in this scenario?

How would you respond?

b. How would the psychologists’ theories on moral development

apply?
¢. How does the Joseph story relate or connect to this situation?

b
0 you want to teach the student? How

(=

d. What moral lesson

would you teach it?

)
[#,)




e. How could you use the Joseph story to teach the moral lesson?’

3) Share: Bring the groups together and ask them to briefly describe their
scenario and their responses to it. Allow a few minutes for questions

and discussions of each scenario. Reflect on the process through

which each group went to arrive at their decisions.

| 6) Conclusion: Discuss:
story/poem/movie we looked at the start of the session?
b. How do they both relate to the students in the school today?
i

c. What lessons can you bring to your classrooms and students

from the Rebecca text?

What would vou sav to Rebecca i
vv il woula you say to Repbecca i

o

(Guess what - you arel)

~J
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The following is a list of suggested resources to consult for further study. They are
divided into five categories as follows:

Educational Theory: The materials in this section provide information for
educators who wish to strengthen their understanding of
different educational practices and theories.

Jewish Ethics: The texts in this section focus on what Judaism has to say
specifically about morality and ethics.

Judaic Sources: This section contains materials that contain information
about Jewish beliefs and practices, as well as sacred Jewish
texts.

Teaching Tools: These are resources that may be used in the classroom (or

other educational settings.) They include readings,
activities, and lesson ideas.

Theorists: Further information and analysis of secular moral theorists
and psychologists may be found in this section.

Educational Theory

Bailey, Becky A. Conscious Discipline. Florida: Loving Guidance, Inc. 2001.

Brooks, B. David and Frank G. Goble. The Case for Character Education. California:

Studio 4 Productions, 1997.

Cohen, Jonathan, ed. Educating Minds and Hearts: Social Emotional Learning and the
Passage into Adolescence. New York: Teachers Coliege Press, 1999.

Dewey, John. Experience and Education. New York: Touchstone, 1938.

Eyre, Linda and Richard. Teaching Your Children Values. New York: Simon and
Schuster, 1993.

. . .
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BasicBooks, 1983,

Huffman, Henry. Developing a Character Education Program: One School District's
Experience. Virginia: Association for Supervision and Curriculum Development,

1994,
Kirschenbaum, Howard. 100 Ways to Enhance Values and Morality on Schools and
Youth Settlng Massachusetts: Allyn and Bacon, Inc. 1994

)
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Kohi, Herbert. Growing Minds on Becoming a Teacher. New York: Harper and Row
Publishers, 1984.

Palmer, Parker. The Courage to Teach. California: Josey-Bass Publishers, 1998.

Reuben, Steven Carr. Children of Character. New York: Canter and Associates, Inc.,
1997,

Schwartz, Linda. Teaching Values Reaching Kids: Character Education to Help Teach

Honesty, Respect. Cooperation, Perseverance, Compassion. Responsibility,
Courage, and Tolerance. California: Creative Teaching Press, Inc., 1997.

Wiggins, Grant and Jay McTighe. Understanding by Design. Virginia: Association for
Supervision and Curriculum Development, 1998.

Jewish Ethics

Amsel, Nachum. The Jewish Encyclopedia of Moral and Ethical Issues. New Jersey:
Jason Aronson Inc., 1994,

L%/ -r -

dis, Robert. Judaic Ethics for a Lawless World. New York: The Jewish Theological
Seminary of America, 1986.

Ingall, Carol. Transmission and Transformation. New York: The Melton Research
Center for Jewish Education, 1999.

Kravitz, Leonard and Kerry M. Olitzky, eds. Pirke Avot: A Modern Commentary on
Jewish Ethics. New York: UAHC Press, 1993,

911 Liillua 4 23k DA% 213,

Kushner, Harold S. Living a Life that Matters. New York: Anchor Books, 2001.

Rossel, Seymour. When a Jew Seeks Wisdom: The Sayings of the Fathers. New York:
Behrman House, Inc., 1975.

Sherwin, Byron L. and Seymour Cohen. Creating an Ethical Jewish Life: A Practical

Introduction to Classic Teachings on How to Be a Jew. Vermont: Jewish Lights
Publishing, 2001.

Stern, Chaim. Pirké Avot Wisdom of thelewi

I

House, Inc., 1997.

Telushkin, Jospeh. The Book of Jewish Values: A Day-By-Day Guide to Ethical Living.

New York: Bell Tower, 2000.
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Judaic Sources
Artson, Rabbi Bradley Shavit. The Bedside Torah. New York: Contemporary Books,

Baron, Joseph L., ed. A Treasury of Jewish Quotations. New Jersey: Jason Aronson
Inc., 1985.

Bialik, Hayim Nahman and Yehoshua Hana Ravnitsky, eds. The Book of Legends. Sefer
Ha-Aggadah: Legends from the Talmud and Midrash, New York: Schocken
Books, 1992,

Cohen, Norman. Voices From Genesis: Guiding Us Through the Stages of Life.

rmnn mvats Tas
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Vermont: Jewish Lights Publishing, 1598.

Goldstein, Elyse, ed. The Women’s Torah Comme;ltm: New Insights from Women

Rabbis on the 54 Weekly Torah Portions. Vermont: Jewish Lights Publishing,
2000.

JPS Hebrew English Tanakh. Pennsylvania: Jewish Publication Society, 1999.

Leibowitz, Nehama, Aryeh Newman, translator. Studies in Bereshit in the Context of

Ancient and Modem Jewish Bible Commentary. Jerusalem, Israel: Haomanim
Press, 1996.

Neusner, Jacob. Genesis Rabbah. The Judaic Commentary to the Book of Genesis. A
New American Translation Volumes II and III. Rhode Island: Brown University,
1985.

Plaut, W. Gunther, ed. The Torah: A Modern Commentary. New York: Union of
American Hebrew Congregations, 1981.

Rice, Tim and Andrew Lloyd Webber. “Jacob and Sons” from J oseph and the Amazing
Technicolor Dreamcoat. California;: MCA Records, 1974.

Rosen, Jonathan. Talmud and the Intemet. New York: Farrar, Straus and Giroux, 2000.

=]

rld of the Bible in the Light of

Sarna, Nahum M. Understanding Genesis: The W.

M . D 1
History. New York: Schocken Books,

Scherman, Nosson and Meir Zlotowitz, eds. The Saperstein Edition: Rashi Commentary
on the Torah. New York: Mesorah Publications, 1995.

Simon, Uriel. Joseph and His Brothers: A Story of Change. Ramat-Gan, Israel; The
Lookstein Center, 2001.
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Telushkin, Jospeh. Jewish Literacy: The Most Important Things to Know About the
Jewish Religion, Its People, and Its History. New York: William Morrow and

Company, 1991.

Weissman, Moshe. The Midrash Says. New York: Bnay Yakov Publications, 1980.

Teaching Tools

Abraham, Michelle Shapiro. The Be a Mensch Campaign. New York: UAHC Press,
2000.
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Abraham, Michelle Shapiro. The Great Balancing Act: A High School Ethics
Curriculum. New York: UAHC Press, 2001.

Abraham, Michelle Shapiro. Repairing My World: The Responsibilities of A Jewish

Adult Parent Scranbook. New York: UAHC Press 2002
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Abraham, Michelle Shapiro. Repairing My World: The Responsibilities of A Jewish
Adult Parent Scrapbook. New York: UAHC Press, 2002.

Abraham, Michelle Shapiro. Repairing Our World from the Inside Out: Facilitator’s
Guide. New York: UAHC Press, 2002.

Artson, Bradley Shavit and Gila Gevirtz. Making a Difference: Putting Jewish

Spirituality into Action, One Mitzvah at a Time. New Jersey: Behrman House,
Inc., 2001.

‘Cohen, Diane A. Making a Difference: Putting Jewish Spirituality into Action, One

Mitzvah at a Time Teaching Guide. New Jersey: Behrman House, Inc., 2001.

Halper, Sharon D. A Teacher’s Guide to: To Learn is to Do: A Tikkun Qlam Roadmap.
New York: UAHC Press, 2000.
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Halpm, Sharon D. To Leam is to Do: A Tikkun Olam Roadm p. New York: UAHC

Isaacs, Ronald. Derech Eretz: The Path to an Ethical Life. New York: United
Synagogue of Conservative Judaism, Department of Youth Activities, 1995,

Moskowitz, Nachama Skolnik. A Bridge to Our Tradition: Pirke Avot. New York:
TTAFI(" Press, 2001,
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a Mensch Campaign Teacher's Guide. New York:
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Moskowitz, Nachama Skolnik. A Teacher’s Guide to a Bridge to Qur Tradition: Pirke
Avot. New York: UAHC Press, 2002.

Berk, Laura E. Child Development. Fifth Edition. Massachusetts: Allyn and Bacon,
2000.

Boeree, C. George. “Erik Erikson 1902-1994" Copyright 1997,
http://www.ship.edw~cgboeree/crikson.htinl

Coles, Robert, ed. The Erik Erikson Reader. New York: W. W. Norton and Company,
2000.

Coles, Robert. The Moral Inteiligence of Children. New York:Plume, 1998.

Coles, Robert. The Moral Life of Children. New York: Atlantic Monthly Press, 1986.

Erikson, Erik H. Childhood and Society. New York: W. W. Norton and Company, Inc.,
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Gergen, David. Basic Humanity: February 21, 1997Newshour Interview wit

Coles Transcript. New York: MacNeil/Lehrer Productlons, 2003.
http://www.pbs.org/newshour/gergen/february97/coles 2-21.htmi

Gilligan, Carol. In A Different Voice: Psychological Theory and Women’s
Development. Massachusetts: Harvard University Press, 1982.

Pipher, Mary. Reviving Ophelia: Saving the Lives of Adolescent Girls. New York:
Ballantine Books, 1994.

Rachels, James. The Elements of Moral Philosophy. Boston: McGraw Hill Companies,
1999,

Reimer, Joseph. Promoting Moral Growth: From Piaget to Kohlberg. Illinois: Waveland
Press, Inc. 1983.

Singer, Dorothy G. and Tracey A. Revenson. A Piaget Primer: How a Child Thinks.
New York: Plume, 1996.
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Piaget’s Stages of Moral Development

STAGE NAME APPROXIMATE AGE | RATIONALE
Practice of Rules Five to ten years old - Dependence

Heteronomous Morality

- Rules come from external
authority and are fixed and
mandatory

- Lack of cognitive maturity

Consciousness of Rules
Autonomous Morality

Ten and older

- Independence

- Fairness

- Reciprocity

-Rules become flexible and
changeable




Kohlberg’s Six Stages of Moral Judgment

Reasomng

NAME RATIONALE
Level 1 | Preconventional Moral - Judgments based on needs and

perceptions

Heteronomous Morality

- Choices made based upon potential
consequences

- Ruleg are oheved to avoid nnnmhmpng

AANMRIWAS Gk W W W W T W AW RV Wi BANAaarawas

Stage 2

Personal Reward Orientation

- Individualism; pursuit of own needs
- Faimess
- Reciprocity

Level 2

Conventional Moral Reasoning

-Judgments based on approval of others,
traditional values, loyalty, societal laws
and familial expectatians

alatsmemaliimes atvranm individnale

- RUIGLIUIIBIIIFD OCIWeCH | ulun'Luuam

- Behavior motivated by desire to gain
affection and approval by friends and
relatives

Law and Order

- Recognition and reasoning with societal
perspective
- “Right” is defined by meeting

sommitmente nhsvine lawe and
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contributins to society

Level 3

Postconventional Moral
Reasoning

-Morals described by abstract principles
and values applicable to all societies and
situations

Stage 5

Social Contract QOrientation

- Law and rules are malleable
“Right” is defined by the best interest of

PP — frcmbs man mamd cnssmdoandem

UIU yuup, UUUBCUUII allll plUlCL«llUﬁ Uf

rights

Stage 6

Universal Ethical Principle
Orientation

-Self-chosen ethical principles; principles
of justice
-Rational and committed behaviors

I Stage 1

Q0
L]




Giiligan’s Stages of Moral Development

Motivation

Preconventional Stage

- Care for oneself and one’s
personal needs

- Survival

- Selfishness

Goodness = Care for self

Transition

- Shift from selfishness to
responsibility
- Growth of self-worth

Conventional Stage

- Ethic of caring
- Self-sacrifice
- Accommodation of others’

manda

LINGALD

Goodness = Care for others

Transition

- Shift from goodness to
truth

- Examination of
responsibilities

- Inner judgment

Postconventional Stage

- Realities of intentions and

onnocanmiancsag
WSRO W LIV WS

- Balance between self and
others

- Truthful encounters

- Interdependent, nonviolent
relationships

Goodness = Truth and self-

_——-—umm_—__—___————
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e Erik Erikson’s
= Eight Stages of Psycos;octal Development
o,
Name Approximate | Form Virtues Maladaptations Primary Relationships
Ages
| [Trust vs. Mistrust Infancy: To get; to give in retum Hope Sensory distortion; withdrawal Mother
Birth to|1 year Faith
3 | Autonomy vs. Toddler: To hold on; to let go will Impulsivity; compulsion Parents
Shame and Doubt 1-3 Determination
o 3 Initiative vs. Pre-school: To go afier; to play Purpase Ruthlessness; inhibition Family
E Guilt 36 Courage
= 4 Industry vs. School Age: To complete; to make Competence Narrow virtuosity; inertia Neighborhood and
=X Inferiority 6-11 things toFethcr School .
S S (Identity vs. Iden-| Adolescence: | To be oneself: to share Fideli Fanaticism; Repudiation Peer Groups and Role
*® (o tity Confusion 11-18 oneself Loya#g Models
~ =
I~ 6 Intimacy vs. Young Adult- | To love and to find one- Love Promiscuity; exclusivity Partners and Friends
¥ Isolation hoad: self in another
: 18-30
.g’ 7 | Generativity vs, | Middle Adult- |Ta make be; to take care Care Overextension; rejectivity Househeld and
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Hillel and Shammi received [the Tradition] from them. Hillel said, “Be one of

Aaron’s students, loving peace and pursuing it, loving people and bringing them
to the Torah.”
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Another of his [Hillel’s] mottos: “The brute will not fear sin. The ignoramus
will not be saintly. The inhabited will not learn. The irate cannot teach. Nor
can one given over to business grow wise. In a place where there are no human
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He would say, “It is not up to you to finish the work, yet you are not free to
avoid it. If you have studied much Torah, then you will receive much in wages
for your Employer is dependable to pay the wage for your work. Know that the
giving of the wages for the righteous is in the time to come.”
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1) Now Jacob was settled in the land where his father had resided, the land of Canaan. 2)
This, then, is the line of Jacob:

At seventeen years of age, Joseph tended the flocks with his brothers, as a helper
to the sons of his father’s wives Bilhah and Zilpah. And Joseph brought bad reports of
them to their father. 3) Now Israel loved Joseph best of all his sons, for he was the child
of his old age; and he had made him an ornamented tunic. 4) And when his brothers saw
that their father loved him more than any of his brothers, they hated him so that they
could not speak a friendly word to him.

5) Once Joseph had a dream which he told to his brothers; and they hated him

‘even more. 6) He said to them, “Hear this dream which I have dreamed: 7) There we

were binding sheaves in the field, when suddenly my sheaf stood up and remained
upright; then your sheaves gathered around and bowed low to my sheaf.” 8) His brothers
answered, “Do you mean to reign over us? Do you mean to rule over us?” And they
hated him even more for his talk about his dreams,

9) He dreamed another dream and told it to his brothers, saying, “Look, I have

msnmdlane demnnees AwmAd than $1man tha o wd alarmm atoes hossrzmey An

ndu dllULIICL ulcalll. A$G uua tuuc, I.I.IC sSun l.lI.U HIUUH, darna €ievern siars were UUWHIE aowil
to me.” 10) And when he told it to his father and brothers, his father berated him.
“What,” he said to him, “is this dream you have dreamed? Are we to come, [ and your
mother and your brothers, and bow low to you to the ground?” 11) So his brothers were
wrought up at him, and his father kept the matter in mind.
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Session 2: Scenarios

Scenarios

=

ne
Susie is a student in your seventh grade class. Every session she is constantly drawing

attention to herself. She calls out, talks to her friends, moves around a lot, and laughs at
inappropriate times. When you address this issue with her, she does not believe there is
anything wrong with her behavior. She feels she is entitled to act how she wants to

because she already had her Bat Mitzvah and doesn’t “need to be there anyway.”

What would you do if you were the teacher in this scenario? How would you respond?
How would the psychologists’ theories on moral development apply?

How does the Joseph story relate or connect to this situation?

What moral lesson do you want to teach the student? How would you teach it?

How could you use the Joseph story to teach the moral lesson?

%: week you try to collect tzedakah in your sixth grade class, yet you never seem to get
much money. One day you decide to ask the class why they do not give to the class
tzedakah collection. (You know the students all get some type of allowance from their
parents, so it is not alack of money that is preventing them from contributing.) Mostly

3
Ib

students tell you that they forget to bring in money; others tell you that they give with

-
(4]
w

their families each week; but one student’s answer is starkly different. David tells you

that he cannot contribute because he is saving up to buy “the coolest pair of pants that

cost eighty dollars™ and will make him popular among his classmates.

Lile anpsemsso ) & R

e fae ] JR S 2
eacner in thls scenario? HoOw would you r e

spond
How would the psychologists’ theories on moral development apply?

How does the Joseph story relate or connect to this situation?

What moral lesson do you want to teach the student? How would you teach it?

How could you use the Joseph story to teach the moral lesson?

96




Three

You have taken your eighth grade class on a weekend conclave. The camp you are
staying at requires the students to clean up after themselves (make their beds, clear tables,
pick up garbage, etc.) Over the course of the weekend you notice that Jenny is not doing
her share, rather she gets others to do her work for her. When you ask her why she will
not clean up because she says “I don’t do it at home, so why should I do here? Besides

you can’t make me.”

if you were the teacher in this scenario? How would you respond?
How would the psychologists’ theories on moral development apply?

How does the Joseph story relate or connect to this situation?

What moral lesson do you want to teach the student? How would you teach it?

How could you use the Joszph story to teach the moral lesson?

Four

On a youth group trip you two boys were having about their Bar Mitzvahs. Sam was
telling Jonathan about the elaborate band, party favors, games and food he will be having
at his party. The conversation gets interrupted before Jonathan tells Sam that he will only
be having a small Kiddush following the service because that is all his family can afford.

Later, you see Jonathan looking very sad. When you ask him what is upsetting him, he

~

=’
=]
=
=
=
=
w
=

‘What would you do if you were the teacher in this scenario? How would you respond?

How would the psychologists’ theories on moral development apply?

How does the Joseph story relate or connect to this situation?

nvss vesomard Al simar $nseanl 34D
tdent? How would you teacri it?

How could you use the Joseph story to teach the moral lesson?
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10) Then the servant took ten of his master’s camels and set out, taking with him
all the bounty of his master; and he made his way to Aram-naharim, to the city of Nahor.

11) He made the camels kneel down by the well outside the city, at evening time, the

time when women come out to draw water. 12} And he said, “O Eternal, God of my

master Abraham, grant me good fortune this day, and deal graciously with my master
Abraham: 13) Here I stand by the spring as the daughters of the townsmen come out to
draw water; 14) let the maiden to whom [ say, ‘Please, lover your jar that I may drink,’
and who replies, ‘Drink, and [ wili also water your camels’ — let her be the one who You
have decrees for Your servant Isaac. Thereby shall I know that You have dealt
graciously with my master.”

15) He had scarcely finished speakin

wRs P ERLL

nnnnn snaman b= TH .2l . 1
g, when Rebekah, who was bom to beétnuel,

the son of Milcah the wife of Abraham’s brother Nahor, came out with her jar on her
shoulder. 16) The maiden was very beautiful, a virgin whom no man had known. She
went down to the spring, filled her jar, and came up. 17) The servant ran toward her and

A Aamoa . o

said, “Please, let me sip a little water from your jar.” 18) “Drink, my lord,” she said, and
she quickly lowered her jar upon her hand and let him drink. 19) When she had let him
drink his fill, she said, “I will also draw for your camels, until they finish drinking.” 20)

Quickly emptying her jar into the trough, she ran back to the well to draw. and she drew,
for all his camels,

ol TEEW YT vie Vi Wa R TYy GaiN OUIV ULV YY

21) The man, meanwhile, stood gazing at her, silently wondering whether the

Eternal had made his errand successful or not.
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Session 3: Scenarios
Scenarios

%ﬁy is a student in your seventh grade class. Every time she enters the classroom she is
carrying Beth backpack and jacket while Beth is empty-handed. When you ask Abby
why she carries Beth’s things, she says that it is the only way Beth will talk to her. If
Abby does not do things for Beth then Beth will not be her friend or even associate with

her.

What would you do if you were the teacher in this scenario? How would you respond?
How would the psychologists ' theories on moral development apply?

How does the Rebecca story relate or connect to this situation?

What moral lesson do you want to teach the student? How would you teach it?

How could you use the Rebecca story to teach the moral lesson?

Two

Corey is a member of the high school synagogue youth group board that you advise.
During the board meetings you notice that Corey is constantly taking on new jobs and
responsibilities; far more than he can handle. He is always staying after the meetings to
finish something or help clean up. His work seems to go unnoticed by the rest of the
board members. After a meeting you decide to ask him why he does so much. He says,

“If I don’t do it nobody else will. It needs to get done, so I do it.”

What would you do if you were the teacher in this scenario? How would you respond?
How would the psychologists’ theories on moral development apply?

How does the Rebecca story relate or connect to this situation?

What moral lesson do you want to teach the student? How would you teach it?

How could you use the Rebecca story to teach the moral lesson?
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Three
Over the course of a weekend conclave you observe how Donna and her boyfriend, Eric,

interact. You notice that virtually every suggestion or idea Donna has, Eric immediately
dismisses. Eric also seems to be forcing Donna to do things with which she is
uncomfortable or that she simply does not want to do. When you confront Donna about
this she says that she loves him and she wants him to love her. She wants to make him

happy even if it means sacrificing her happiness.

How would the psychologists’ theories on moral development apply?

How does the Rebecca story relate or connect to this situation?

What moral lesson do you want to teach the student? How would you teach it?

How could you use the Rebecca story to teach the moral lesson?

Four

Fred is the most helpful student in your sixth grade class. He always does what is asked,
helps to distribute books and papers, volunteers to count the tzedakah collected each
week, and brings the attendance to the office. While you appreciate all Fred does for

you, his peers do not. They tease him and call him the “teacher’s pet.”

What would you do if you were the teacher in this scenario? How would you respond?
How would the psychologists’ theories on moral development apply?

How does the Rebecca story relate or connect to this situation?
What moral lesson do you want to teach the student? How would you teach it?

How could you use the Rebecca story to teach the moral lesson?
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