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DIGEST 

The North American Jewish community is at a crossroads. As a 

community we are peering over the wall into the 21st century and 

wondering what our future holds and what we can do to affect that future. 

One of the most significant concerns is the apparent absence of Jewish 

values education in our religious schools. In a world where young people 

are becoming ever more assimilated there is an increasing need to consider 

the job our Jewish supplementary schools are doing towards creating a 

strong Jewish identity. Today, there is a need to reinstate those values 

that are traditional to Judaism and to te~ch them as being distinctively 

Jewish . 

The goal of this thesis is to establish as a paradigm one core Jewish 

value - Gemilut Hasadim, examine that value in detail and recommend a 

teaching strategy for use in a supplementary religious school. I will show 

that this will help to create and reenforce a concept of Jewish identity that 

has been missing. 

Chapter One: This chapter summarizes the prevailing theories of 

values and valuing, including the sociological, psychological and 

philosophical perspectives. The differences between core and peripheral 

values are delineated. How values are formed, changed, and operate is 

examined. Finally, a discussion of bow values and education are related. 

Chapter Two: The similarities and differences between moral 

education and the values concepts discussed previously is discussed. How 



values can be taught is outlined. Significant moral education theories and 

methodologies are presented and evaluated. 

Chapter Three : A rationale for teaching va lues in Jewish 

supplementary schools is presented . The possible methodologies for such 

instruction are presented and synthesized. A new methodology is 

suggested and outlined. 

Chapter Four: A methodology for discerning Jewish va lues is 

outlined. Gemilut Hasadim is defined lS a Jewish value. Traditional texts 

concerning G emilu t Hasadim are discussed in terms of their relation to 

Jewish values. 

Chapter Five : A teacher weekend retreat is outlined . The purpose of 

the retreat is to persuade and instruct teachers regarding the use and 

teaching of Jewish va lues, specifically Gemilut Hasadim , in their 

classrooms . 

In summary, this thesis offers a review of how values operate in our 

lives and presents a new way of approaching values in the modern Jewish 

supplementary school. 
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The North American Jewish community is at a crossroads. Recent 

studies show an ever-increasing rate of intermarriage, a consistent 

decrease in synagogue affiliation and an overall decline in the length of 

average Jewish education. I This points to an increased rate of assimilation 

by the Jews of North America. A~ a community, we are peering over the 

wall into the twenty-first century and wondering what our future holds 

and what we can do to affect that future. One of the most significant 

concerns is the apparent absence of Jewish values education in our 

religious schools.2 

In a world where young people are becoming ever more assimilated, 

there is an increasing need to consider the job our Jewish supplementary 

schools are doing towards creating a strong Jewish identity. With the 

exception of ritual practice, what sets the Jews apart in today's society? 

This question increases in importance if, as some say, the practice of 

Jewish ritual is decreasing in the homes of Reform Jews across North 

America. As a result. the Jewish community must seek a return to its 

prophetic roots and create a value-based identity system in our religious 

schools.3 

For a great many years, we knew children needed values and we 

tried to teach children those values we consider important. Historically, 

1 Barry Kosmin, Contemporary Amtrican Jtwry: Implications for Planning (New 

York: North American Jewish Data Bank, -Paper 4). 

2 A Timt to Act (New York: University Press of America. 1990) lS, 26-30. 

3 ibid .• 28-~2. 



those values were transmitted by parents to their children . In the Jewish 

tradition. values transmission also took place through learning. The 

traditional Jewish texts are filled with examples of values education.4 

These texts were, without a doubt, a significant component in classical 

Jewish education. However, today this is not the case.5 

Today, there is a need to reinstate those values that are traditional to 

Judaism and to teach them as being distinctively Jewish. This will help to 

create and reenforce a concept of Jewish identity that has been missing. It 

is these values the\ will help compel the young people who come from the 

supplementary schools to be more than just good people, but also good 

Jews. It is these values that will motivate the most basic of humane and 

just Jewish actions . This would be no small accomplishment and stands as 

no small task. There are more than 280,000 young people in North 

American Jewish supplementary schools .6 These young people are the 

future of Judaism and the audience for our teachers. 

4 Julius Guuman, Philosophits of Judaism (New York: Scbocken, 1964). 42-44. 

-5 Brenda Munsey. Ed.. Moral Dtvtlopmtnt, Moral Education. and Kohlbtrg: Basic 

lssuts in Philosophy, Psychology, Rtllgion, and Education (Birmingham. Alabama: 

ReJigious Education Press 1980) 303-313. 

6 A Timt to Act, 33. 
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A QUESTION OF VALUES 
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Prior to any discussion of what is best for those young people, we 

must first examine what it is that is being addressed. This leads to a 

question of values. What are they? How do they work? l have noticed 

that as soon as the word values enters a conversation, whether the 

conversation is about education or simply dai ly life, everyone present has 

something to contribute. I have also noticed that during these 

conversations there seems to be a problem with the terminology . 

Everyone seems to be talking at each other rather than to one another. 

This is caused, I believe, by the multiplicity of understandings and 

conceptions of what values are and with what meaning the different terms 

are loaded. 

DEFINITION OF VALUES 

Why study values? One answer makes sense more than any other. 

Milton Rokeach, the leading theori st in the area of values and value 

systems, sajd the value concept, "more than any other, should occupy a 

central posi tion across all the social sciences - sociology, anthropology, 

psychiatry, political science, education, economics and history. More than 

any other concept, it is an intervening variable that shows promise of 

being able to unify the apparently diverse interests of all the sciences 

concerned with human behavior.''7 

Values is relatively new as a technical term. It has found its way 

into our regular conversation only in the last few years and in that time 

has made tremendous headway. Everybody talks about it and yet they 

7 Milton Rokcacb. Tht Naturt of Human Valuts, (New York: The Free Press. 1973). 3. 

-. . 
rt ... s~ 

r .. 



speak with different understandings of what it means.8 Hunter Lewis 

points out, "Presidential candidates now campajgn by telling crowds, 'I 

share your values,' and the General Secretary tells an American President, 

'We do not need anyone else's values."'9 This dilution of the significance of 

this term has led to some level of confusion in discussion about what 

values are and how they relate to the education of children. 

One of the chief problems of defining the term value is its own usage 

in the American language. Webster's defin es va lue as: 
. 

1. a fa ir or proper equivalent in money ... for something sold or 

exchanged ... 2. the worth of a thing in money or goods ... 

3. estimated or appraised worth or price ... 4. purchasing 

power ... 5. that quality of a th ing according to which it is 

thought of as being more or less desirable, useful, es timable, 

important, etc .: worth or degree of worth . 6. that which is 

desirable or worthy of esteem for its own sake; thing or quality 

having intrinsic worth . 7. the social principles, goals, or 

standards held or accepted by an individual, class, society, etc . 

8. precise meaning; as of a word. 9. denomination; as of a 

postage stamp ... etc. 10. . .. proportioned effect, as of light and 

shade, io an artistic work. 11 . ...the quantity or amount for 

8 Hunter Lewis, A Question of Values: Six Ways Wt Malet tht Personal Choices That 

Shapt Our Llvts, (New York: HarpcrCollins, 1990) 7. 

9 i~id . 

T"'• ·." 
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which a symbol stands ... 12. . .. the relative duration of a note, 

tone, or rest. 13 ... the quality of a speech sound.10 

Our own language gives the word value thirteen different , although 

frequently similar, meanings. This may be the cause of some of the 

confusion. A value can be either the worth of a thing or whether or not 

something is worthy. A person can be said to have value or a person can 

value something. That is to say, a person has a value or a thing has a 

value. t t For the purposes of this discussion, we will focus on the value(s) 

that a person is said to have. This would be closest to the Webster's 

definition number seven. Although, as we snai l see, thi s definition also 

lacks both specificity and sufficient depth to really define the term value. 

Renowned value theorist Robin Williams, quoted in Rokeach's work, 

notes that values, even with the above cited limitations, can refer to so 

many things, including "interests, pleasures, likes, preferences, duties. 

moral obligations. desires. wants, goals, needs. aversions. attractions ... " 12 

To end the debate over how to understand a general conceptualization of 

values, Williams and Rokeach refer to values as "the presence of criteria or 

standards of preference." 13 Values, like anything else, do not exist in a 

10 Wtbsttr's Ntw World Dictionary of tht Amtrican languagt. (New York: 

CollinsWorld, 1978) 1568. 

11 Rokeacb, Tht Narurt of Human Valuts. 4. 

12 Robin M. Williams, Jr.. "Change and Stability in Values and Value Systems: A -Sociological Perspective," in Undtrstanding Human Valuts. Ed. Milton Rokcacb (New 

York: 1bc Free Press, 1979) 16. 

13 



vacuum. Rather, they are pan of the world and thus it is incumbe nt upon 

one studying values to examine both what va lues are and how they act in 

a world filled with actors . For this reason, Rokeach goes on to describe the 

role values play in the world. He asserts. "Values merge affect and 

concept. "14 That is to say, values do not just exist as a concept. They are 

constantly involved in the process of guiding our actions and reactions. We 

are constantly judging good and bad, beauty and ugliness, choosing one 

form of conduct over another. Values are an active component in our lives. 

MODERN VALUE PERSPECTIVES 

Modem discussion about values focuses on three general fields of 

understanding. The first is a sociological perspective of values. Values are 

seen from Lheir relationship to the way people operate and interre late . 

This view highlights the role values play in activities of groups and social 

relationships. It also reflects on the principles and process of change 

within these groups and the principles and processes that govern their 

relationships. 

The second significant understanding of values I will refer to as the 

psychological perspective. In this instance the individual is paramount. 

Values are, from this perspective, universal and constant. They change as 

an individual changes and as the events affecting one's life change. There 

is an emphasis on self-awareness and personal growth.IS This view is 

14 ibid. 

1 S Brian I>. Hall ct al., Dtvtloping Human Values, (Fond du Lac, WI: International 

Values Institute of Marian College, 1990), preface. 
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influenced by eastern re ligious and philosophical thought. It operates in a 

classicalJy holistic way. 

The third concept of values is best described as an educational or 

philosophical viewpoint. Here the philosophy of what a vaJue should and 

can be is primary. There is little consideration of the individual except as 

the individual plays a role in the philosophy of values. Similarly, a general 

philosophy of the community and soc ial relationships governs the way 
. 

values play a role and not vice versa , as in the first perspective. 

A SOCIOLOGICAL APPROACH 

According to Rokeach, the leading spokesperson for the sociological 

perspec tive, values are part of the socia l contract lo which we all belong. 

He points out, "The employment of values as standards is a distinctively 

human invention that is not shared with other species and is therefore one 

way of defining the difference between human and non-human." I 6 

Rokeach and others of this school see values as a way social actors interact. 

For this to be true, the vaJues a person is said to hold must be, to a certain 

extent, a part of who that person is - a part of their very being. t 7 This is 

what makes creating a definition of value and valuing so very difficult. 

16 Rokeach, The Naturt of Human Valuts. 13. 

17 Williams, "Change and Stability," in Understanding Human Valuts, Ed. Rokeach. 

17. The alternative view would have values as a tendency as observed by an outside 

observer. This makes the value nothing more than what someone watching believes 

it to be. The value, then, bas no intrinsic worth. nor can it stand alone. It is simply 

one individual's observed preference. 

. 9 --



One element of this difficulty with definition is that values are 

similar to s tandards to which a society holds its members. Rokeach 

explains, 

"We start with tbe observation that all continuing human 

groupin gs develop normative orientations -- conceptions of 

preferred and obligatory conduct and of desirable and 

undesirable states of affairs. Such normative orientations are 

highly diverse across different societies, and are concretely 

very complex. Essentially, however, the most impon ant types 

of normative elements are norms (specific obligatory demands, 

claims, expectations, rules) and values (the criteria of 

desirabi li ty)." 1 8 

The values defined above fall into two broad categories. If we 

understand values to be part of a social contract, then they must serve that 

social contract. A society or grouping of people makes demands upon one 

another for the purpose of living together. These demands make certain 

behaviors obligatory within a society where trust exists. After all, there 

would be no point in behaving morally if no one else was going to behave 

in a similar fashion . In contrast, paltry attention is paid to demands 

concerning competent modes of behavior. Few people seem to care 

whether or not they are competent at a certain task. They are far more 

concerned with whether or not their actions are competent. Past 

presidential elections and recent presidential campaigns demonstrate that 

18 Williams, "Change and Stability," in Understanding Human Values, Ed. Rokcach. 

IS. 

10 



the public's attention is focused more on the moral or immoral actions of 

the candidates than whether or not they are competent at the job they 

seek. Moral values seem to hold a higher degree of "oughtness" than do 

more general values, although both are important to the individual and the 

society. t 9 

Williams maintains a person's values serve as criteria for judgmenc. 

He says, "Value-as-criterion is usually the more important usage for 

purposes of social scientific analysis. "20 The definition to which most social 

sc ientists and many others subscribe is actually Rokeach's . His definition 

has been found throughout the literature in the field of values. It is as 

follow s: 

"A value is an enduring belief that a specific mode of conduct 

or end-state of existence is personally or socially preferable to 

an opposite or converse mode of conduc t or end-state of 

existence. A value system is an enduring organization of 

beliefs concerning preferable modes of conduct or end-state of 

existence along a continuum of relative importance. "21 

19 Rokeacb, Tht Nature of Human Values. 9. In bis book Rokeach refers to 

ougbtness using the definition of Heider. Ought can be "represented as a cognized 

wish or requirement of a suprapersonal objective order which bas an invariant 

reality , and whose validity therefore transcends the point of view of any one person" 

20 Robin M. Williams, R. M. "Values," in International Encyclopedia of tht Social 

Sciences. Ed. E. Sills (New York: Macmillan, 1968) 283. 

21 Rolceach, Tht Naturt of Hwnan Values, S. 



Although Rokeach 's definition offers a higher degree of specificity 

than we have encountered before , it still requires a degree of fine-tuning 

and further elaboration . Similar to the term value, the terms within 

Rokeach's definition need to be defined and examined . The word 

"enduring'' is used to connote a sense of non-permanence and a sense of 

semi-permanence at the same time. For values to be part of the social 

contract there must be some continuity and consistency wi thin the 

society's values. This is necessary for survival. If the values were 

constantly changing, society would be unstable and thus unable to flourish. 

On the other hand, if all the values within a ~ociety were eternal, the 

society could never adapt to changes in the world in which the society 

lives.22 So, a value must be constant for as long as possible but able to 

change when necessary as part of the unique human adaptive process. 

Rokeach identifies three kinds of beliefs. The first , existential beliefs, 

are those beliefs that are able to be either true of false. The second, 

evaluative beliefs, are the cases where an object of belief can be judged as 

either good or bad. Finally. prescriptive or proscriptive beliefs are where 

"some means or end of action is judged to be desirable or undesirable. A 

value is a belief of the third kind • a prescriptive or proscriptive belief. "2 3 

Values , then, are beliefs that people hold and act on based on preference. 

Beliefs have cognitive, affective and behavioral components. Because 

values are beliefs about the way things ought to be, values also have 

22 Rokcach, Tht Naturt of Human Valuts, 6, 7. 

23 ibid. 



cognitive, affective and behavioral components. To have a value is to 

know what is desirable. That is to say, a person with a value knows the 

correct behavior or correct end-state for which to aspire. That a value has 

an affective component is to say that a person has feeling s about having 

that value. A person does not just have the value - a person feels the 

value. One can feel good or bad about the value and che value can produce 

emocions as a result of experiences. If a value a person holds causes that 

person to disapprove of an ac tion, and that person saw that action take 

place, then that person would feel badly as a result of having that value 

come into contact with that action. Finally, people behave out of and as a 

result of their values. In the previous example, the person who sees the 

action with which his or her value disapproves may leave the room where 

the action is caking place or may choose to stay and protest. Both actions 

would be in response to their value coming into contact with the 

undesirable action . Having that particular value at that particular moment 

led to a particular behavioral reaction . The value produced a behavior.24 

Edwin Cox reminds us values are not the same as beliefs and vice 

versa. He defines beliefs as what we believe to be ultimately real in our 

lives. This has some of the same connotations as the image of beliefs about 

what ought to be as discussed by Rokeach. But to Cox, beliefs are not 

simply the product of the values we hold. Rather, they are the result of 

deep personal experience and may even help to form the values we hold.25 

24 ibid. 

25 Edwin Cox. "The Relation Between Beliefs & Values," Religious Education, 82:1. 

(1987): .JO·! I. 

13 
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This thinki ng is important not only as a poss ible clarification of (or 

objection to) Rokeach's thinking. It is also significant for our late r 

di scuss ion about John Dewey and the ro le experience plays in our value 

system s. 

The defin ition ci ted above refers to modes of cond uc t and end -s tates 

of existence. Des irable modes of conduc t are those values that he lp a 

person achieve something t lse or greater modes of conduc t. These are 

instrumenta l or means values. They are means lo pa rt icu lar ends. 

Desirable end-states of ex istence are the desjrable place to end up or to be 

at a certain point. These are goal or terminal values. They are the ends 

that one wants to achieve at diffe rent times.26 Neithe r the instrumental 

nor the te rminal values have a greater or lesser significance in a person's 

value sys tem. Both are necessary parts of a tota l system of operating 

values.27 

Although the defin ition suggests that prefe rences exist only as 

related to ''opposite or converse modes of conduc t or end-states of 

ex is tence, "28 Rokeach adds that there is another way in which a value can 

represent a specific preference. "A person pre fers a partic ular mode or 

end-state not only when he compares it with his opposite but also when he 

26 Rokeacb , Tht Naturt of Human Values. 1. 

2 7 I will define and examine what iL means to have a values system later in this 

section. For the moment. a vaJues system is simply an organized. prioritized group of 

values working together within an individual or society. 

· 28 Robacb, Tht Naturt of Human Values, S. 

• 1' . .... - . 
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compares it with other values within his value system. He prefers a 

particular mode or end-state to other modes or end-states that are lower 

down in his value hierarchy. "29 This is particularly important because this 

allows for a relatively simple mechanism for a person to c hange his/her 

values.30 

In the United States, there is considerable public and private 

emphasis on diversity and . individuality .3 1 It would seem that for all the 

diversity of people, culture , and opinion that exists, there would be a 

commensurate amount of values and even some values confusion in the 

United States. People , one might think, have hundreds of va lues and those 

values would be ever-changing. The latter issue of change has been 

somewhat addressed in the definition discussed previo usly. Concerning 

the number of values a person has, Rokeach asserts that it is relati vely 

small and certainly smaller than one might h,ave thought. 

"On various grounds - intuitive, theoretical and empirical - we 

estimate that the total number of terminal values that a grown 

person possesses is about a dozen and a half and that the total 

29 Rokeach. Tht Nature of Human Valuts. 10. 

30 Changing one's values will be discussed al greater length later in this section. 

What is significant at this poilll is that by broadening the perimeters of the original 

definition there is a greater allowance for change. 

31 This is panicularly uue during these years surrounding the anniversary of the 

Bill of Riflhts. This manifests itself in the courta, schools, arts, et.c. 

r 15 .... : 



number of instrumental va lues is several times this number, 

perhaps five or six dozen ." 3 2 

Rokeach and his colleagues arrive at this assertion because there are only 

so many end-states to aspire to and only so many modes of behavior that 

are instrumental to that end-state of existence. On the other hand, people 

are linked, one to the other , by their values. He says, " ... out of a very 

nearly universal or constant list of values, societies differ in the patterning 

of values. "33 It is not the valves that differentiate people, but onl y the 

patterning of those values. le is their common values that serve as a 

unifie r . 

Williams writes, "It is the rare and limiting case if and whe n a 

person's behavior is guided over a considerable period of time by one and 

only one value ... More often particular acts or sequences of acts are steered 

by multiple and changing clusters of values. "34 This highlights the fact 

that values do not exist within a person or society in a vacuum from other 

values. Rather, it is the interplay of values that makes them so very 

functional for our daily lives. Each value that a person has or acquires 

becomes part of an organized system of values called a values system. 

32 Rokeacb. Tht Nature of Human Values. 11. 

33 Williams. "Change and Stability! in Understanding Human Valuu , Ed. Rokeacb, 

18. 

34 Williams, "Values," in lnttrnarional Encyclopedia of tht Social Scitncts, Ed. E. 

Sills, 287. 

. . 
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Each value within that system exists relative lo other values in that 

same system. One value is given a higher priority relative to the rest of 

the values in the sys tem, and another value is given a lesser priority 

relative to the rest of the values in the system. When we encounter the 

need lo adapt to a new and different situation, we can do so by simply 

reordering the relative priorities of our values within our values system. 

This allows us to maintain an enduring values system while al the same 

time having the flexibility tp respond to the need for change. Further. the 

relatively closed nature of the system allows a person to bond with others 

who hold similar values as part of their system. while allowing the 

individual to remain an individual by acknowledging the ability of those 

values systems to have a different relative prioritization.3 5 

For what do we use a values system? The interaction of the values 

in that system allows a person to make judg!J1ents and evaluate options for 

action based on their values. "A values system is a learned organization of 

principles and rules to help one choose between alternatives, resolve 

conflicts, and make decisions. "36 It helps the individual to make decisions 

about how to behave in a social world. A value system is used "in making 

selections of objects and actions, resolving conflicts, invoking social 

sanctions, and coping with needs or claims for social and psychological 

defenses of choices made or proposed. "37 In this way, the values system 

35 Rokcacb. The Narure of Human Values. 11. 

36 Rokcacb, The Nature of Human Values. 14. 

37 Williams. "Change and St.ability," in Undtrstanding Human Values. Ed. Rokcacb, 



serves not just as a predictor of actions, but also as a rationalizer of past 

actions and behaviors. The system in which the values operate serves as a 

guide that is itself guided by the relative prioritization of the va lues an 

individual has acquired. 

For the purposes of a further, in-depth discussion of values, Rokeach 

offers the following extended definitions of values and value systems. 

"To say that a person has a value is to say that he has an 

enduring prescripti ve or proscriptive belief that a specifi c 

mode of behavior or end-state of existence is preferred to an 

opposite mode of behavior or end-s tate. This belief transcends 

attitudes roward objects and toward si tuations; it is a standard 

that guides and determines action, attitudes toward objects and 

situations, ideology, presentation of self to others, evaluations, 

judgments, justifications. comparisons of self with others, and 

attempts to influence others. Values serve adjustive, ego 

defensive, knowledge and self-actualizing functions. 

Instrumental and terminal values are related yet are 

separately organized into relatively enduring hierarchical 

organizations along a continuum of importance. "38 

The potential problem that the expanded definition raises is that 

values, as understood by this definition, sound analogous to attitudes. 

However, this is not the case. Attitudes differ from values in terms of 
·-what they are, how they are acquired and how they function once they are 

38 RokC!£\l. Tht Naturt of Human Valuts, 25. 
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acquired. An attitude is the collection of several beliefs about a specific 

situation. Values consist of only one belief and transcend any single object 

or s ituation. Further, a value serves as a standard for reactions to 

situations, whereas an attitude is not a standard but one of many possible 

reactions based on a standard. Given the thought process that was used to 

limit the number of values an individual probably has, the identical 

thought process would lead one to believe that a person might have 

thousands of attitudes. This i s because a person has an attitude that is 

related to each specific si tuation s/he encounters. It is then logical to 

assume that since a person has thousands of enco unters with specific 

objec ts and situations, a person would have an equal number of 

attitudes.39 

Values and attitudes differ on other levels as well. Rokeach 

comments on this. saying, "values occupy a more central position than 

anitude within one's personality makeup and cogniti ve system, and they 

are therefore determinants of values as well as behavior."40 This implies 

that attitudes are a function of values and therefore not the analog for 

values. Finally, values are more dynamic than are attitudes. Values 

influence behavior in a direct way, whereas attitudes do not . Values, not 

attitudes, serve as a direct link to action in a given, specific situation.41 

39 Rokeach. Tht Nature of Human Values. 18-19. 

40 ibid. 

41 ibid. and Patrick E. Connor, & Boris W. Becker, "Values and the Organization: 

Suggestions for Research," in Undtrstanding' Human Values. Milton Rolccacb Ed .. 

(New York: Tbe Free Press, 1979), 72. 

... -. 19 
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Social norms have always held the position in our collective thinking 

about society of someth ing more enduring than attitudes. Are social norms 

more like values? Perhaps, but they are still not the same. Social norms 

are only modes of behavior. in this case similar to instrumental values. 

However, values as a whole can also be end-states of existence, something 

a social norm cannot be. Further , a social norm is a prescription or a 

proscription for specific behav ior in a specific situation. In this way it is 

similar to an attitude. An attitude describes a preference for behavior in 

that situation where the social norm describes tHe prescribed or proscribed 

behavior in that situation. However. a value describes a preference for 

behavior in a wide variety of situations because a value is non-specific to 

ei ther an object or a si tuation. Finally, a norm is arrived at by consensus 

within a community and then internalized by the individual. A value is 

personal and internalized by the individual and then proj ec ted to the 

community through actions which resuit .42 

If ind ividuals differ in terms of the values they hold, what is it that 

makes them different? "Rokeach has indicated that differences among 

individuals may not be so much in the presence or absence of particular 

values as in the arrangement of values, their hierarchies or priorities. "4 3 

-
\--..f.2 Rokeacb, The Naturt of Human Values, 19 . .,. ., -
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We know that most people have a relatively small set of values in 

their values system and there is not a significant difference among those 

values between different people in a society. This understanding is in 

keeping with Maslow's hierarchical theory of human motivation, which 

ranks human needs in order of priority and necessi ty . Lower order needs 

such as food or shelter would produce a higher value within a person for 

food and shelter. When a person finds him/herself lacking in food or 

shelter, that need becomes so important that food or shelter become the 
' 

value that is most important for the person in need . Whereas, if a person 

was wealthy and food and shelter were no longer significant concerns in 

terms of needs, food or shelter would likewise be lower priorities on that 

individual's value hierarchy. Instead, that wealthy individual would have 

different values corresponding to his position on Maslow's scale of needs .44 

However, it is not necessarily true that a person who ranks a 

particular value at a lower level is taking that value for granted. There are 

many reasons why a value may be ranked high or low. A person may, 

because of culture, religion , or social situation, appreciate something more 

than something else and it therefore becomes a high value. For example, a 

devout Christian will rank salvation as a higher value than a non-religious 

individual might. Further, a person may not be aware of a value or be 

mature enough to desire it and therefore that value, if ranked, will be 

ranked low. For example, a child might rank a sense of accomplishment 

44 Rokeach, Tht Naturt of Human_. Values, 327. 



low because he or she is unaware of that value's potential ro le m his or her 

life.4 5 

Let us consider the ideas of different kinds of values - terminal and 

instrumental values. These two types of values play different roles in 

different people . Further, terminal values are more consistent and have a 

higher degree of similarity among similar groups. It may be these 

terminal values that link grqups of people into social organizations and 

thus determine membership in a partic ular organization. Finally, there is 

no research to suggest that both terminal and instrume ntal values. despite 

their differences, can be c hanged in the same ways and reordered 

accordin g the the changing experience of the individuat. 4 6 

Having discussed the differences between different types of values 

and between values and altitudes and beliefs, we now consider how they 

operate together. A person potentially has millions of beliefs, thousands of 

attitudes, dozens of instrumental values and maybe a dozen or so terminal 

values. These are all systemized into a belief system that allows the 

individual to function in a world filled with objects, events, and other 

individuals. Consider this system as a series of concentric circles. 

Terminal values are at the center and surrounding them are the 

instrumental values and surrounding them are a person's attitudes and 

surrounding them lie a person's beliefs. Emanating out from all of this are 

a person's behaviors and actions in the world. Rokeach remarks that, "The 

45 Rok:eacb. Tht Naturt of Human Valuts, 62. 

46 Rokcach, Tht Nature of Human Valuts, 326. 



reason it is a functionall y interconnected sys tem is that the objec ts and 

situations around which a person organizes his a ttitudes arouse various 

instrumental values which are perceived to be instrumental to the 

attainment of various terminal values."4 7 

In addition to the cognitive. affec tive and behavioral functions of 

values. which were discussed above. there is another function - a 

motivational one. Instrumental values motivate the individual because 

they guide and direc t the individual toward the attainment of the much 

desired te rminal value or end-goal. lf we do what our instrumental values 

guide us to do. then we will attain the terminal value we desire. That is 

wonderful moti vation , particularly because the te rminal value is more 

central to our value system than is our instrumental value and thus it is 

more important. What is more. these te rminal goals and terminal values 

can never really be achieved. They are beyond our capacity to do 

something that will reach that point. This is because, as we get closer to 

meeting our terminal values and goals. these values and goals are enlarged 

as a result of seeing a larger scope in which the values and goals can 

operate. This keeps the individual forever motivated .4 8 

The reader should be aware that an instrumental value need not 

simply be instrumental to a terminal value. An instrumental value can 

47 Rokcach. Tht Natvrt of Human Valuts. 2 15. 

48_ Rokcach, Tht Naturt of Human Valuts, 14. 



also be instrumental to another instrumental value .4 9 However, for our 

purposes it is eas ier to conceive of an instrumental va lue as instrumental 

to the attainment of a terminal value or goal. 

Rokeach identified two types of instrumental values - moral and 

competence values. I referred to moral values in an earlier discussion and 

will not repeat that information here . Suffice it to say that moral values 

have a different sense of .'oughtness' and thus a more narrow definition 

than do general values. Moral values dea l with the interpersonal world -

how a person re lates to others. Competence values deal with the 

intrapersonal world - how a person views him or herself. If a person 

violates a competence value (i.e. thinking logically), that person feel s 

inadequate. A person can have many of each of these types of va lues. 

Competence and moral values can come into conflict (i.e behaving lovingly 

and offering intellectual criticism), as moral values can come into conflict 

with other moral values (i.e. behaving honestly and lovingly) and 

competence values with other competence values (i.e. thinking 

imaginatively and thinking logically).50 

Just as there are d ifferent types of instrumental values, so too are 

there different types of terminal values. Rokeach admits that there may 

be many ways of categorizing terminal values. However, one significant 

distinction stands out. All terminal values are either self-centered 

49 Rokeach, The Nature of Human Values. 12 . 

.SO Rokcach. Tht Naturt of Human Values. 8. The examples listed in this section 

were adapted from examples cited by Rokcach in his discussion of the topic. 
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(intrapersonal) or society-centered (interpersonal).S 1 A person's 

instrumental values will be guided by the kind of terminal values s/he 

possesses. If, for example, a person has the intrapersonal value of inner 

harmony. his/her instrumental values wi II be geared around that terminal 

value. If. on the other hand, a person has the interpersonal value of world 

peace, then his/her instrumental values would be geared around that. 

Because people have more than just one or two terminal va lues, it is likely 

t~at people have several persoJJal and social terminal values. However , 

because these exist on a hierarchical continuum, ~ither the personal or the 

social must bold a higher ranking on the continuum. As a result, people 

behave in either personally oriented or socially oriented ways. Finally, it 

is asserted that an increase in one social value will lead to increases in 

other social values and, similarly, increases in one personal va lue will lead 

to increases in other personal values .5 2 

The values described are determined not in a single moment but 

over a lifetime. Rokeach maintains that "The data ... show a continual 

development of values from early youth to old age, a finding that is more 

in accord with Erickson's than with Freud's view of personality 

development. "53 There is also some research to suggest that there are 

significant differences in the prioritizing of values between men and 

51 Rokeacb . Tht Nature of Human Values, 7-8. 

52 ibid. 

53 Rokcach, Tht Nature of Human Val1us. 327. Rokeacb docs not. however, specify 

which of Erickson's stages is most appropriate for this thinking. Rather. be notes 

tbe need fot · further research Lo determine this. 
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women . This is the result of both the way the values are developed and 

the differences between the sexes in terms of thei r social vs. personal 

world outlooks. Rokeach asserts that women have a more interpersonal 

and social world view than do men. Men, on the other hand. have a more 

intrapersonal and personal world view than do women.5 4 

As has been pointed out repeatedly, values do not exist in a vacuum. 

On the contrary, they are f9 rmed, prioritized , and reevaluated periodically 

as a result of the milieu in which those va lues are acqu ired and e xist. This 

is true of the existence of values in society in general and in more specific 

situations. Socialization and subcultural experience also help to determine 

a person 's values .5 5 

Values assist the individual in making action cho ices in hi s/her life. 

In s imple terms, we assume that values affect our behavior. Despite the 

fact that we arrive easi ly at th is assumption, Williams points out, "Evidence 

that values do influence subsequent behavior is not available in the 

quantity and with the decisiveness we would prefer, but the total 

research-based data are nevertheless quite impressive. ... Data indicating 

that values are consequential for behavior have come both from 

experimental studies ... and from non-experimental studies using the most 

diverse methods and settings. "5 6 

54 Rokeach. The Nature of Human Values. 57. 

55 Rokeach. The Nature of Human Values, 95. 
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Before we go further, a look at what is meant by behavior would 

seem in order. There is simple behavior (i.e. voting for a particular 

candidate) and more general behavior (i.e. pursuing a career choice or 

educational choice). General behavior is a composite of many simple 

behaviors.57 If we could show that a particular value led to a particular 

simple action (like voting for a certain candidate), the "proof' for the link 

between values and behavior would be clear. However, most people 

function in the realm of general behaviors and thus the connection is not 

as clear.5 8 

Behavior takes motivation and motivation is linked to values in two 

ways. First, terminal values provide the individual with goals that serve 

as the sources of sati sfaction and thus something for which to strive. Thi s 

establishes motivations for a person or sustajns other motivations . 

Instrumental (and some terminal} values identify how to get satisfied and 

thus provide motivation to have that particular value necessary to achieve 

that satisfaction . Finally. motivation affects an individual's behaviors.5 9 

Because each person has many values and thus many motivations. it is the 

combination and prioritization of values and accompanying motivations 

that create and affect behaviors. No behavior is a product of a single 

57 The examples are adapted from Rokeach. Tht Narurt of Human Valuts , 123-124. 

58 ibid. 
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motivation or value. Rather, behavior is the end result of a valuing and 

motivating process that is constantly at work in every human being. 

This discussion of the ways in which values and behavior are linked 

might easily lead one to the assumption that values can be used to predict 

behavior and vice versa. Nothing could be further from the truth! As 

noted above, a person does not act out of one value or motivation; 

therefore a value can elicit any one of many different behaviors, 

depending on the other values a person holds and how they interact and 

are prioritized. On the other hand, a single behJvior may be the product of 

a combination of values, making it impossible to identify what value is tied 

to a particular behavior. Rokeach adds, "In a world of continually varying 

realistic exigencies and of multiple values, only a maniac or a saint wi ll 

always act consistently in terms of a (1) simple, (2) prearranged. (3) 

hierarchy of (4) fixed desiderata. "60 

All this is not to say that some predictions concerning behavior and 

attitudes can not be made. Rokeach 's research shows that socioeconomic , 

religious and political values are the most significant determinants of 

attitude and behavior. He points out that according to the Rokeach Value 

Survey, the three values that are significantly related to more than half 

the be ha vi ors as well as to many attitudes are l) a comfortable life, 2) 

equality, and 3) salvation. These reflect the socioeconomic, political and 

religious value determinants of attitude and behavior. However, it is 

60 Williams. "Change and Stability," in Understanding Human Values, Ed. Rolccach, 

28. 
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important to note that this research only shows how values, w hich have 

been polled for, and attitudes and behaviors which have been polled for. 

are re lated. Both sides of the equation are known and ne ither is really 

predicted by the other. Rokeach points out that it would be nearly 

impossible to predict one side of the equation if we only knew the other 

side of the equation.6 1 

Despite all this, there are certain limited areas where known values 

might be able to predict behavior within a certain hmited domain of 

behavior. Certain behaviors and atti tudes are inexora~:y tied to certain 

values. A person wi th a certain value migh t al so be display auirudes and 

behaviors associated wi th that one value. For example. if a person had a 

value about a particular institution (i.e. religion), certain behaviors within 

and towards that institution could be predicted. Further, variations in 

religious va lues would be most associated with variations in religious 

behavior, etc.62 

Values are linked to more than just behaviors. They are really 

linked to all of the aspects of the behavioral sciences. Rokeach adds, 

6 1 

62 

Rokcach, 

Rokcach1 

"The findings suggest that culture , society, and personality are 

the major antecedents of values and that attitudes and 

behavior are their major consequences. Virtually every 

comparison we have undertaken between groups differing in 

cultural., demographic , social class, or personality variables has 

Tiie Nature of Human Values. 159. 

The Nature of Human Values, 96. 

29 
~:.'....; 

.. 
,.. 



uncovered distinc tive value patterns. Similarly, di stinctive 
I 

value patterns have been found to underl ie differences in 

virtually every attitudinal. behavioral. lifestyle, interest , and 

occupational variable. Thus , values seem to be implica ted 

either as dependent or independent variables at virtually all 

levels of social analysis - cultural. institutional, group, and 

ind ividual . "63 

It is in keeping with these findings that we see shared values in 

communities. The more cultural homogeneity of a community, the highn­

the homogeneity of the values and value systems held by the members of 

that community. This is panicularly true of re ligious communities. 

Finally, research suggests that of all the religious communities tested. it 1s 

the Jewish community that has the highest level of c ultural homogenei ty 

and highest level of corresponding value and va lue systems 

homogeneity . 64 Findings such as these will prove important when we later 

turn to the issues surrounding religious education and values. 

Beyond the issue of homogeneity , Rokeach remarks on the fac t that 

religion (organized religion) has its own values and value systems. 

Rokeach finds, "All religious groups are similar in considering a world at 

peace, family security, and freedom the most important terminal values. 

and an exciting life, pleasure, social recognition and a world of beauty the 

63 Rokcach. The Nature of Human Values. 326. 

64 Rokcach, The Nature of Human Values, 137. 
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least important. "65 Christian community members rank salvation and 

forgiving very high. whereas Jews and nonbelievers rank salvation last or 

near the bottom of their li st.66 Rokeach also notes that there exist 

differing types of re ligious personalities with in each religious community. 

These religious personalities or orienta tions have an even higher level of 

homogeneity of values than the rest of the larger re ligious community.67 

This is significant because it means that, even among Jews, there is no 

universal agreement on values. Rather, there are levels of diversity within 

the religious groups and thus within their values and value systems.68 

If, as teachers. we would like to influence students, we must ask if 

behavior can be changed . If that is our goal. then the values of those 

individuals must first be changed. Can values be changed? Rokeach 

suggests that they can. He maintains, "A number of experimental studies 

now sugges t that long-term changes in human values can be brough t about 

as a result of a self-confrontation treatment in which individuals are given 

certain feedback and interpretations concerning their own and signi fic ant 

others' values. "69 He asserts that the feedback mentioned above makes a 

65 Rokcach. The Narure of Human Values. 82. 

66 Rokeach. Tht Narurt of Human Valuts. 114. 

67 Rokeach, Tht Naturt of Human Valuts. l J 1. 

68 Rokeacb, Tht Nature of Human Values. 114. 

69 Milton Rokeacb, & Joel W. Grube, "Can Values Be Manipulated Arbitrarily," in 

Undtrstanding Human Valuts, Milton Rokeacb Ed .. (New York: The Free Press. 1979), 

241. 
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person aware of contradictions between their values and their own self­

perceptions of their values. Further, if they are aware of the 

inconsistencies, they become "dissatisfied " and, as a further result, work to 

change that state of dissatisfaction by changing or rearranging their values 

so that they will be more consistent. 

We showed that values do not exist one at a time; rather, they are 

part of a person's value system. This system of values is what makes for 

an enduring socie ty. Therefore, change must not be so substantive as to 
' 

destroy the enduring qualities of the value system. With this in mind. 

Rokeach asserts that change happens but only within a limited field . 

Changes in values are limited by the constraints of external reality 

stemming from the role of a value within a system and the many external 

influences on that system .7 o 

To know how to change values within a values system we must first 

examine how values are learned. Rokeach notes that most research points 

to the fact that values are developed as a result of some kind of 

experience. Experiences of pain or pleasure, deprivation or gratification, 

etc. all influence the way we view ourselves and the world around us. 

Even short-lived experiences may affect our values. 71 It follows that as 

the world changes, an individual's experiences change, and that 

70 Williams. "Change and Stability." in Understanding Human Values. Ed. Rokcacb. 

21. 

71 Williams. "Change aod Stability," io Understanding Human Values, Ed. Rokeacb. 



individual's values change along with the societal changes occurring 

around him/her.72 

Experiences through which we acquire our values are part of what 

our societal institutions do. Values are acquired through experience that is 

spontaneous and experience that is organized by parents. religious and 

societal institmions. These are sources for values and thus values change. 

Rokeacb adds, '' ... religious institutions are institutions that specialize m 

fostering a certain subset of values we call religious values ... "7 3 

Rokeach follows his assertion that values can be taught with a plan 

for teaching values. Because values are acquired through experience and 

changed when they are brought into juxtaposition with other values and 

ideals, teaching needs to incorporate these factors. The ideal opportunity 

for such a teaching moment is found in the classroom using the Socratic 

method. Rokeach created a values profile that allows the individuals to 

determine what their current values are and what they believe them to 

be. 74 This, coupled with a dialectical approach, is what seems to prove 

most effective for Rokeach.7 5 

72 
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Williams, "Change and Stability.'' in Understanding Human Values. Ed. Rokeacb, 

73 Rokeach. Tht Naturt of Human Valuts. 24-25. 

74 See Appendix A for a copy of the Rokeach Values Profile. 

75 Ronald H. Epp, "An Approach to the Teaching Philosophy," in Understanding 

Human Valuts, Milton Rokeach Ed., (New York: The F~e Press. 1979), 274. 
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His plan is a five-part plan for teaching and changing values. 

• Djscussion This is the opportunity for teacher and students to 

discuss the findings of the Rokeach profile and how they might be 

projected to the future . 

• Exploration The students must now explore their own values 

and those of others. Their values and value sys tems are being 

challenged both from within and from without. 

• Sbarioe By sharing ~heir own values and ranking preferences 

with others, a student has the opportunity to hear and contrast 

others' views with their own . This provides a check and balance for 

their own views. 

• Theorjzipe Having identified their own values and compared 

them with others; students have the opportunity to consider what 

might be the ideal and how that ideal might function in a particular 

society. They further postulate whether universal values exist and 

what they might be. 

• Releyapce This is a time of synthesis. Students discover how 

the original discussion of their own values and the later discussion of 

ideals and universal values come together. 

In closing his description of his teaching methodology, Rokeach adds, "I am 

still refining the above technique and recognize that it should be altered 

and amended as befits the temper of the class and its teacher." He also 

points out that this is but one of many possible methodologies, and that 

others are and should continue to be cultivated. 7 6 

76 ibid. 
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What effect does the teaching of values have on the belief system to 

which values are interrelated? The change of a person's va lues through 

education comes about through eventual self-enlightenment concerning 

contradictions within one's belief system. People have such a wide variety 

of terminal and instrumental values, it is likely that everyone has some 

contradictions within their values and their belief systems. Teaching 

values may be the only way to bring these apparent contradictions out into 

the open. Rokeach points out, "People in everyday life remain chronically 

unaware of whatever contradicting beliefs they may have because most 
• 

social circumstances will encourage camouflage and ego defense and few 

social circumstances will facilitate or force self-awareness. "77 In th.is way, 

the educational opportunity becomes a healthy self-examination for the 

individuals in a society and may even aid the society's growth by 

providing such a service. 

Values education becomes important for the group or society for 

another reason. As was noted earlier, values are a cause of behavior. 

Certain behaviors and actions are generated directly by the values one 

holds, others in a less direct manner. However, all behaviors are related 

to values held by an individual and/or society. Thus, if values are taught 

and changed through this educational process, so too are the resultant 

behaviors of those values. In this way values education can be used to 

alter and improve an individual's or even a whole society's behavior.78 

77 Rokeach, Tht Narurt of Human Values, 33 1. 

78 ~~keacb, Tht Nature of Human Values, 338. 
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It is because of this that Rokeach and others (such as Skinner and 

Bruner) believe that education deserves so much attention. Educational 

institutions are not just in the business of transmitting knowledge from 

one generation to the next, but also of transmitting and improving one 

generation's values for the next generation. 79 It follows that an individual 

educator or educational institution should and can choose what values to 

teach and how they should be taught. This decision is influenced by the 

type of person or institution! and by the society in which they exist. For 

example, religious institutions may wish to teach values in harmony with 

their religious values. Similarly, the military , inay want to stress 

cooperative and obedience related values.so 

A PSYCHOLOGICAL APPROACH 

Most of the researchers in values and value systems tend to agree rn 

general terms with Rokeach's conception of values and value systems. 

There is broad agreement that values manipulate behavior and attitudes 

and that values are acquired by experience. However, individual 

conceptions of values and valuing differ among the researchers. Brian Hall 

is a leading spokesperson for the psychological perspective of values and 

valuing. He. along with Piaget, Kohlberg, and others, sees values as 

something that are acquired through a process of maturation. As a person 

grows, he/she develops values and a value system to accommodate them 

79 Role each, Tht Naturt of Human Valuts, 33S. 

80 Rokeac!i Tltt Nature of Human Values, 334-33S . 
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in the world in which they are living at the moment. As a person matures, 

the world changes and so do their values.8 1 

While not specifically contradicti ng Rokeach's definition of values 

offered earl ier, the psychological school of thought adds certa in specifics to 

make the definition more appropriate to their perspective. Hall et. al. note, 

"Values are symbols, designated by certain words in the spoken and 

written language, that provide human consciousness and motivate human 

behavior. "82 Janet Kalven, a colleague of Hall 's , describes va lues by 

breaking them down into two types. Opeutive vaJues are those that 

directly help a person to operate better in the world around them.. This 

would include the value of avoiding pain. With that value a person would 

act in a certain way and thus avoid pain. The second type of values is 

known as conceived val ues. Through the unique human ability to reason, 

an individual conceives of values such as honesty. saving, etc.8 3 

Hall states, "VaJues are the consciousJy or unconsciously held 

priorities that reflect the world view of an individual or an institution. "8 4 

He further asserts that a person holds values that are stable and evident. 

These values are universal and applicable in all times, places. communities. 

81 Hall et aJ., Dtvtloping Human Values, preface. 

82 HaJl et aJ., Dtvtloping Human Valuts , 164. 

83 Janet Kalven. "Personal Value Clarification," in Rtadings in Value Dtvtlopmtnt, 

Ed. Brian P. Hall et aJ .• (Ramsey, NJ: Paulist Press, 1982), 7. 

84 Hall ct al., Dtvtloping Human Valuts , 22. 
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and groups. Hall bases this assertion on modern research that reveals, 

" ... each thought, feeling, and action is preceded by an internal image. That 

image is transformed into action through language. Value words act as 

bridges between the inner world of thoughts, feelings, sensations and 

intuitions and the outer world of concrete reality. "85 This process is called 

the Genesis Effect. 

When a person has an internal image of something produced by an 

experience or encounter, that image must be acted upon in some way. The 

first step of this action is to give the image a tag, label, or name. This 

name becomes the value word described previously. The language we use 

in our society is laden with value words. Thus, the language plays a role in 

the transmission of value words and images from one person to another 

and from one generation to another. Hall and others discovered, "Based on 

research findin gs, 125 value words have been identified in our written and 

spoken language that consistently appear throughout the life span of 

individuals and organizations."86 

Each person holds a certain number of values at certain points. That 

individual funher acts out of those values at the given moment. The value 

system of that individual is ultimately influenced by the individual 's world 

view - that is, the assumptions that a person makes about the world in 

which be or she lives. How does that individual see him/herself, see 

8S ibid. 

86 ibid. Sec Appendix B for a list of the 125 value words and their conceptual 

definitions. 
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others and see others in relation to themselves? Kalven calls this an 

individual's "state of consciousness. "87 It is the world view or state of 

consciousness that defines how the person is to interact with the set of 125 

values at a particular moment. 

Similar to Rokeach 's view explained earlier, Hall asserts values do not 

exist in isolation. Theoretically, a person can hold all 125 values, although 

that is rare. On the other hand, a person will probably have more than one 

value at a given moment. The many values a person holds are organized 

based on that person's world view or phase of consciousness. The values 

pattern, cluster and change as a person grows and encounters situations 

that assist that person in moving forward (or, on occasion, backward) from 

one phase of consciousness to another. In addition, values communicate 

with one another. Because they exist together in a system, there is a 

certain degree of intersystemic dialectic that puts one value or c luster of 

values into opposition to or support of another value or grouping of values. 

Further, these clusters of values interact within the cluster to form new 

clusters of values.88 

Because, as noted earlier, the acquisition of values is part of an 

individual's personal development, it follows that values can be ordered 

developmentally. Hall isolated four major and eight minor stages of 

87 Kalvcn, "Personal Value;._ Clarification," in Readings in Value Dtvtlopmtnt. Ed. 

Brian P. Hall ct al., 7. 

88 Brian P. Hall, "Value Development." in Readings in Valut DtvtlopmtnJ, Ed. Brian 

P. Hall_ ct al., (Ramsey, NJ: Pauli.st Press, 1982), 59-62. 



development for a person and for that person's values. The four major 

stages are referred to as the "Phases of Consciousness." In each of these 

four phases there are two stages - A and B. The A stage of each phase 

represents a personal dimension within that phase. This is how the 

individual sees his or her basic needs in response to the environment in 

which s/he exists. The B stage of each phase has a more social dimension. 

It is when the individual seeks to satisfy those basic needs by acting on 

and within their environment.89 For example, in phase I stage A there is 

the value of self-preservation, and in stage B the value of security . In 

stage A the effon is to survive on the most personal and basic level. 

However, as one approaches stage B the effort is broadened to the wider 

conception of securi ty for self and may also include family, friend s and 

others. The stage B is conceptualized in terms of the larger world, whereas 

the stage A value is conceptually limited to the individual.90 

Hall suggests that a tension exists between the two stages within 

each phase. Hall also isolates a difference between "goals" and ''means" 

values. A close reading of Hall et. al. indicates that these are the same as 

Rokeach's terminal and instrumental values discussed earlier. 91 The 

89 ilWJ.. And Hall ct al.. Dtvtloping Human Valuts, 22-24. 

90 Hall ct al ., Dtvtloping Human Values, 22. 

91 For a better description of Hall's definition of goal and means values, see his 

discussions io Genesis effect. and Hall et al.. Dtvtloping Human Values. 24. Also sec 

Hall, "Value Development," in Rtadings in Valut Dtvtlopment, Ed. Brian P. Hall el al., 

59-74. For the remainder of this discussion I have chosen lo keep the words terminal 

and instrumental when referring to different types of values. The definitions are, in 

my opinion~. sufficiently similar to allow this. 
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significant addition Hall makes is a discussion of how terminal values 

interact. We know from the earlier discussion that instrumental values are 

means to reaching the terminal values or desired end-states of being. Hall 

asserts that terminal values are connected and build upon one anotber .92 

It is lhe building block nature of values as characterized by Hall et. al. that 

is fundamental to the phase system of values development. 

Again, like Rokeach, Hall et. al. speaks in terms of a prioritized . 
system of values. Hall's language uses the word core values to describe the 

central values a person holds. Rokeach would put such values at the 

highest points on the values continuum. Hall adds, " ... core values are those 

particular values the person chooses that give meaning and shape to a 

lifestyle... They are concrete motivators. "9 3 

Values lead to and are intricately connected to a person's behavior. 

Conversely, a person's behavior serves as an indicator of what values that 

person holds, and that person's world view. These value indicators, as Hall 

refers to them, serve to indicate what a person's core values might be and 

at what phase of consciousness that person finds him/herself.94 This is 

fundamental to Hall's strategy for developing higher-level values in the 

individual. Only by knowing where you are can you get to where you are 

going. 

92 Hall et al., Developing Human Valuts, 24. 

93 Ball, "Value Devclopmcot," in Readings in Value Devtlopment, Ed. Brian P. Hall ct 

al., 60. 

94 ibid. And Hall ct al., Dtvtloping Human Valuts, 28-29. . - -
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Let us briefJy discuss the four phases of consciousness.95 Phase I is 

primarily characteristic of young children. In this phase the world is a 

mys tery from which the individual needs protection and significant 

assistance in coping. It is very self-centered and limiting for the 

individual. Power is something other people have and use to control the 

individuaJ . There is a survival-oriented consciousness throughout this 

phase. The skills one uses are instrumental to survival and are limited to 

that. Self-gratification becomes the centerpiece of phase o ne behavior. As 

a person develops, s/he gains a greater sense of self in relation to others 

and thus a sense of how their own survival depends on others. The 

individual is now a member of the social world. 

As such. s/he enters phase JI . The world is no longer as scary and 1s 

now seen as a complex problem to be mastered or solved. The question 

now becomes how should the person function in relation to this larger 

world? How can an individual belong and succeed in the larger social 

world? The world is now available to others and not just to the self as it 

was in phase I. Self-esteem, identity, and social order now are a pan of 

the phase fl person's consciousness. They are, however, not fully refined 

and are in need of constant manipulation to adjust to the larger world. 

There is still a great deal of dependency, as in the phase I person. Ye~ the 

phase ll person has begun to use social behavior such as work and success 

9.5 For a lengthier and more detailed discussion sec Hall cl al., Dtvtloplng Human 

Values, Pan l ; Sections I and 2. or Rtadings in Valut Dtvtlopmtnt, Ed. Brian P. Hall 

cl al., Chapter 4. -
.... .. 
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to control the world on which s/he is dependent. Because of the new social 

relationships necessary for this phase, there is a concurrent emphasis on 

interpersonal skills. These skills help the individual to be the social person 

s/he desires. 

Belonging is so important co the phase JI individual that almost all 

actions occur out of a sense of group and reflect group thinking and group 

behavior. These actions allow the individual to meet hi s/her basic needs 

bf belonging and thus the individual must begin to seek meaning for 

his/her life outside the group. This is when an individual enters the third 

phase of consciousness. A person now moves beyond the world of the 

"they" and into the world where the individual begins to see his/her own 

independence in the interdependent world. Self-worth is no longer the 

result of interaction with others. Rather. self-worth becomes something 

that one does for oneself. As a person's horizons are broadened, the 

individual takes greater charge of his or her life. There is now personal 

power where institutional authority used to be. As a result, creativity and 

imagination become increasingly important. Imaginal skills are the ones 

needed to get through this phase. These feelings lead to a sense of more 

than what the self is feeling , to what others are feeling and what rights 

others have. Social action, in the classical Jewish sense, becomes a critical 

component in this phase. 

Having broadened one's consciousness to such a significant extent, 

the individual is now a tralTS'cendent thinker and is no longer concerned 

with the self qua self. Rather, the individual turns to see the self as part of 

the whole and thus concern also focuses on the whole. Things are now 



seen as interrelated and interdependent at an entirely new level. The 

world is a sys tem of which the individual is now a part. Working through 

and as a part of that sys tem is the new role of the individual in the world. 

Thus, systems skills are necessary for success in this phase. The result of 

this transformation is that since the individual is no longer an individual 

but a part of che whole, the term "individual" becomes the wrong word. 

There is also a greater sense of integration among the people and things in 

the world. Tools and the users are interdependent and thus the meaning 

of each, like the meaning of individual , is modified. Global harmony and a 

sense of renewal are the hallmarks of this phase. 

The purpose of all of these phases is to construct a system of 

meaning for our lives at different points in our lives. This is done through 

an ever-expanding set of values . Each phase is dependent upon the prior 

phases. To skip ahead is a prescription for failure . Hall notes that one 

needs certain skills to have certain values. That is to say. " ... all values are 

receptacles of skills. "96 He goes on to outline what is necessary for a 

person co grow from one phase and its accompanying vaJues to the next 

phase and its values. This healthy growth requires three minimal 

conditions. 

• A person must have the minimal skills necessary to support the 

most basic of values at each phase of development. 

• A person must have a certain level of self-awareness in order to 

grow. S/he needs to be aware of what skills and values s/he bas and 

which ones are needed in order to continue to grow. 

96 Ball ct al .• Dtvdoplng H11man Val11ts, 30. 



• A person must be in an atmosphere that reinforces a person at 

least one stage of development above his/her current level. 

Hall adds, "The growth process is fos tered by reinforc ing the 

environment at the phase of the individual's present experiences and also 

at the next phase to which she or he aspires. Environmental reinforcement 

enables the person to experience these conditions that permit the 

internalizing of the primary values proper to each growth stage. "97 

This raises an important point. At each stage of growth, the 

individual does not abandon one set of values for another. Rather, the 

values are internalized and become part of the person. When a person 

moves to the next stage, the values of the past stage become a part of the 

person. Those values are now what Hall defines as foundation values. 

They are pan of the individual's foundation. Values that the individual 

has in the forefront of hi s/her operating system are defined as focus 

values, values and skills at use in the present. Finally, ~ome values and 

skills are reflective of where an individual would see him/herself in the 

future . These aspirations are defined as future values, values not yet a 

part of his/her operating system.98 

Hall, together with Dr. Benjamin Tonna, designed a testing instrument 

to help individuals determine in what stage and phase they are currently 

97 ibid. -
98 ibid .• 37. And Brian P. Hall, "The Four Phases of Consciousness," in Readings in 

Valut Divtlopmtnt, Ed. Brian P. Hall ct al., (Ramsey, NJ: Paulist Press, 1982), 56-57. 
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operating and where their values or skills are inappropriate for thei r 

current stage in life. Using this measurement tool , together with 

educational materials designed by Hall and his colleagues, indiv iduals can 

design an action plan to address their shoncomings, to learn new skills and 

acquire new values. Values education becomes the process by whic h a 

person becomes aware of the self and its posi tion in the s tages of growth, 

and then uses that knowledge to ad vance, with he lp, to the next stage of 

growth .99 

A PHILOSOPHICAL APPROACH 

Beginning in the early twentieth century, a group of educational 

philosophers began to discuss the role of values and morals in the 

educational system. The real emphasis made by these thinkers was a 

concentration on what society should be like. They felt that society should 

be moral and good and ethical and that this could be achieved by teaching 

goodness, values, morality and ethics. In many ways, much of what 

today 's value theorists work with began with these thinkers. 

John Dewey was a leader among these thinkers . He believed that 

character education in the public schools was essential to the well-being of 

the schools and society as a whole. Although he never used the modem 

language of values and value systems, his work and thinking endure as a 

guide for modern values theorists. Many of Dewey's early efforts opposed 

99 Hall ct al., Dtvtloping Human Valuts, 58-68. And Larry Rosen &. Anthony Jones. 

"Values and Teaching," in Rtadings in Va/1u Dtvtlopmtnt, Ed. Brian P. Hall cl al .. 

(Ramsey, 'I'!/; Paulisl Press, 1982), 97-103 . 
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the teaching of ethics in the school. He did not feel that ethics were wrong, 

but that the method was wrong. Teaching ethics could only be effec tive , 

he reasoned, as long as it was tied to a theory of moral behavior and that 

the ethics were not taught for ethics' sake but for e thical behavior's 

sake. I oo 

ln support of this position Dewey wrote : 

"Moral education in school is practically hopeless when we set 

up the development of character as a supreme end, and at the 

same time treat the acquiring of knowledge and the 

development of understanding, which of necessity occupy the 

chief part of school time, as having nothing to do with 

character. On such a basis, moral education is inevitably 

reduced to some kind of catechical instruction, or lessons about 

morals ." 101 

He felt that moral education or values education must be part of the 

overalJ instructional program. Dewey believed that if students were 

taught the right skills, they would acquire the correct values and act on 

those values. Students should be taught how to think moralJy and 

critically. He believed that students able to do that would arrive at the 

moral action in a given situation because they would apply the correct line 

of logical and moral reasoning. This, in turn, would lead to moral behavior 

and a better society. 

100 Jeanne Pietig, "John Dewey and Character Education," Journal of Moral 

Education , 30, (1976): 175. 

101 Joj}n Dewey. Dtmocracy and Education, (New Yort: The Free Press, 1916). 354. 
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This line of thought points out that moral values do not solve 

problems. Rather, moral values highlight methodologies for solving the 

problems they help to identify. In this way Dewey is rather like Hall and 

his colleagues. Dewey believed that moral values are acquired over time 

and are the result of a growth process. l02 By training a child in specific 

critical thinking techniques, that child can grow and acquire higher level 

values - a more moral life. The result is an ongoing change in behavior 

that helps the individual function better in an ever-improving society. 

In summary, all three perspectives - Rokeach, Hall, and Dewey - are 

similar in that they give a great deal of weight to how values are played 

out in behavior. Thus the mechanism of value change for all three is 

similar. The thought is that if a person can become aware of contradictions 

between their behavior and their values . or between their values as acted 

out in the present and the values they would like to have in the future, 

that person can change. It is awareness that is primary to all three visions 

of values, value systems and value change. 

An individual's values are important not just because they serve as 

guides to behavior. Values have an intrinsic value and thus their 

development in children also has an intrinsic value. Rokeach says it best: 

" ... the functions served by a person's values are to provide him 

with a comprehensive set of standards to guide actions, 

l 02 J. Theodore Klein, "A Brief History of Value Philosophies," in Readings in Value 

Developm ent, Ed. Brian P. Hall ct al., (Ramsey, NJ: Paulist Press, 1982), 2S. 
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justifications, judgments, and comparisons of self and others 

and to serve needs for adjustment, ego defense, and self­

actualization. All of these diverse functions converge into a 

s ingle, overriding, master function, namely. to help maintain 

and enhance one's total conception of oneself." 103 

VALUES AND EDUCATION 

Much of the theoretical view of values discussed up to this point 

included education. If the purpose of values is a petter society, and a 

better person in that society, then education is essential to that purpose. A 

recent editorial by Milton Meller, a high school principal in Brooklyn, New 

York suggested, "The majority of lessons at all levels should contain some 

noticeable references to values. Education should not include merely the 

restricted concept of instruction in disciplines. It should embrace the need 

for ethical living. No goal in education is more npble." 104 

The calls for a return to the organized teaching of values are 

mounting in many quarters. Bill Honig, Superintendent of Public 

Instruction for the California Department of Education, voiced what many 

parents and educators are now feeling. "We must transmit a sense of 

values to our young people if they are to lead successful , productive lives 

103 Rolceacb, Tht Nature of Human Values. 216. 

l 04 Milton L. Meller, "Incorporate Values Education Across the Curriculum," NASS P 

Bulletin. 72, (1988): 110-111. 
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as members of our free society."105 Perhaps it was Horace Mann who said 

it best when he said, "When the teacher fails lo meet the intellectual wants 

of a child, it is the case of asking for bread and receiving a stone: but when 

he fails to meet the child's moral wants, it is giving a serpent. " I 06 

There seems to be general agreement that mere facts as part of a 

child's education are not enough. A child must know how to use those 

fac ts to better his/her society . Further. that child must have instilled in 

them the desire to make such a change. The question is then raised - can 

values be taught? It appears that they can. Rokeach, Hall , Dewey and 

many others wrestled with the problem and found that given the right 

circumstances values education is poss ible. Certainly their methodologies 

vary. Yet , to date, I can find little or no evidence to prove that values can 

not be taught to either children or adults. Certainly, values education 

becomes more difficult as the learner becomes older. But few, if any, deny 

that it can be done. 

The real debate today deals with three areas of dispute. The first is 

whether or not values should be taught. The most common response to 

this dispute is that an attempt was made and it failed. One commentator 

wrote, "Like it or not your schools are teaching values ... Schools can never 

be free of values; nor can they take on the same responsibility or moral 

1 OS Bill Honig. "Teaching Vilues Belongs in our Public Schools.'' NA.SSP 81'1/ttin, 74, 

(1990): 6. 

106 As quoted in Bill Honig, "Teaching Values Belongs in our Public Schools," NA.SSP 

'Bulltt/n,-?'4, (.1990}: 6. 
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education that rightly belongs to families and religious inst itutions." 107 It 

is well recognized that education involves the transmiss ion of values. This 

is what Kohlberg referred to as "the hidden curriculum" of all education. 

The only real debate, then. is whether or not that transmission will be 

intentional and organized or accidental and haphazard . 

The second argument deals with which va lues should be taught. A 

certain portion of this discussion may well be moot, depending on the 

theory of values and va lue systems to which oqe subscribes. In certain 

constructions, such as Hall , what is to be taugbt is decided by the theory 

and the phase at which persons find themselves. Nevertheless, there are 

plenty of methodologies and theories that allow for and even encourage 

the individual or community to face this issue. The reasons and rationale 

for one value over another value are endless, as are the discussions on the 

subject. Suffice it to say that each community will, at some point, be 

forced to come to grips with this question and begin to develop a response 

for their own community .1 08 

The third area of discussion is how to teach values. The journal 

exchanges on this subject are both peaceful and friendly . There is a 

certain commonality of intent that pervades the discussion. The exception 

is what Barry Chu.en refers to as the problem of indoctrination vs. 

107 Pamela B. Joseph, "Like it 'Or Not, Your Schools Arc Teaching Values, So 

Emphasize These," Tht Amtrican School Board Journal. 173. (1986): 35-36. 

l 0 8 For more information on this debate, sec the special issues of Mom t 11 tum. 

Sept.ember, 4986 and Curriculum Rtvlew, October, 1986 . 
. ._ ; 
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clarification. " 109 Should we, and. for that matter, can we, teach values 

without showing our own values? Can values be taught wi thout judgment? 

On the other hand, do we want to present one right answer or even several 

ideal or better answers? Discussion of these issues will continue in the 

next chapter. For our purposes, the real issue at this point is methodology. 

By far the most well -known and perhaps the most popular methodology is 

values clarification. Three men stand out in the field of values education. 

They are Loui s Raths, Merrill Ham1in and Sid9ey Simon . 

Raths, Harmin and Simon developed a theory of va lues th..tt involves 
• 

three processes. The first is choosing - a person must choose value and 

behavior freel y, from among alternatives and after thoughtful 

consideration of those alternatives. The second is prizing - a person must 

like the choice s/he has made and want to stick with it. An important part 

of thi s is a public demonstration of the choice through a restatement or 

affirmation of the choice. Finally, there is acting - the person must act 

based on the choice s/he has made. One-time action is not sufficient for 

this. The action must become part of the person - habitual and repeated. 

The results of this process are called va lues. I Io 

For Raths, et. al . values clarifying is the attempt to help learners 

examine their own values and become aware of choices and alternatives in 

109 Bany Chazcn, The Language of ltwish Education. (New York: Hanmore House, 

1978), 78-82. 

110 Louis E . Raths, Merrill Hannin, and Sidney B. Simon.Values and Teaching: 

Working With Values in the Cklssroom, (Columbus, OH: Oiarlcs E. Merrill, 1966). 28-30. 
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their lives. They wish to help the indi vidual find meaning in their daily 

activities. 11 1 For example, when a student says to a teacher, 'Tm going 

camping with my family this weekend," the teacher might ordinarily 

respond, "That's nice" or "Have fun ." Values clarification asks the teacher 

to open the door for clarification by responding with, "Are you glad about 

that?" or "How does that make you feel ?" 112 Rokeach adds, "The purpose 

of values clarification is aJJeged to be clarification but not modification of 

values ."113 Opposition to values clarification stems from two perspectives 

on Rokeac h's statement. If the purpose of values clarification is non ­

judgmental and valueless, why do it? It will have no effect. On the other 

hand, if the purpose is to change values, is there not some inherent slant m 

one direction or the other? Do not the teacher's and/or society's values 

carry over into this process? As we turn our discussion to types of moral 

education, this controversy will become increasingly more important. 

Values clarification and even va lues education are but attempts at 

moral education. As noted earlier, the intent of teaching for and about 

values is to improve both the person and the world in which that person 

lives. MoraJ education is an expansion of that effort. Emil Durkheim 

pointed out, 

"There is therefore a great distance between the moral state in 

which the child finds himself as he leaves the family and the 

111 ibid., 5 J -82. 

J 12 ibid. 51-53. 

113 Milton Rokeach. "Value Education in Educational Settings," ·in Undtrstanding 

Human Valuts, Ed. Milton Rokeacb (New York: The Free Press, 1979), 266-267 . 
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one toward which he must stri ve .. .. Intermediaries are 

necessary. The school envi ronment is the most desirab le ." 11 4 

The modern guru of moral education, Lawrence Kohl berg conceives of the 

goal of moral education as 

" .. . the stimulation of the 'na tural' development of the indiv idual 

chi ld's own moral judgment and capacities , thus a llowing him 

to use his own moral judgment to control his behavior. The 

attrac ti veness of defining the goal of moral education as the 

stimula tion of developme nt ra ther than as the teaching of fi xed 

ruJes stems from the fac t that it involves aiding the chi ld to 

take the next step in a direction toward which he is a lread y 

tending, ra ther than imposing an alien pattern upon him " 1 1 s 

Either conception points out the need to improve the individual stude nt 

and the socie ty in whic h he or she lives . By considering moral education 10 

greater de tail in the next chapter, we will gain a better insight as to the 

role of values in moral education and the current role moral education 

plays in our secular and religious society . 

114 Emile Durkheim. Moral Education: A Study in tht Thtory & Application of tht 

Sociology of Education . (New York: The Free Press, 1973). 230. 

11 S Lawrence Koblberg. "Stages of Moral Development as a Basis for Moral 

Education," In Moral Development, Moral Education, and Koh/bug, Brenda Munsey, 

F.d., 72. 
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MORAL EDUCATION: WHERE ARE WE NOW? 

Most of moral education today is an outgrowth of early research into 

values and society and Lawrence Kohlberg's theory of moral development. 

Kohlberg asserts that in every human being, a natural process of moral 

development takes place simply by living. The process is enhanced and 

expedited through the use of moral education, which Kohlberg refers to as 

education's "hidden agenda. " 116 He recognizes that education is not simply 

the imparting of factual information, but is also the process of socialization . 
to the norms, values, attitudes and morals of a society. I will refer to this 

process as moral education for the rest of thi~ discussion. 

The terms moral education and religious education serve as 

flashpoints for discussion about the teaching of values in our society . 

Much of the discussion that surrounds these issues is often heated and 

very emotional. Not only do these terms (moral and religious) describe 

certain aspects of our lives, but they are the same terms used to urge, 

defend, and judge those aspects. The result is often inflammatory 

debate. 111 In this discussion of moral education and religious education, I 

will concern myself with the descriptive qualities of the terms and attempt 

to avoid judgment about what moral or religious qualities are good or bad. 

116 For a more detailed exp!Jnation and discussion of lbe "bidden agenda," sec 

Lawrence Koblberg, "Stages of Moral Development as a Basis for Moral Education," 

Moral Dtvtlopmtnt, Moral Education, and Kohlbtrg, Brenda Munsey, Ed. 

117 Olazen, Long110gt of ltwuh EdMcallon, 18· 79 -· . 
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In the previous chapter, we noted three essential problems that exist 

in any discussion about moral education. The first deals with whether 

schools should be involved in moral education at any level. There are 

those who firmly believe that schools should not be teaching values 

through moral education for any reason. Some of this argument extends to 

the liberal religious world. Their reasoning is that if diversi ty of opinion is 

encouraged, how does a school teach just one or even a limited number of 

opinions. The second major _issue of debate is , can one and should one find 

a balance between indoctrination and education. The third, and perhaps 

the largest, issue concerns which values and morals should be a part of 

moral education. The debate surrounding these issues will serve as a 

guide for considering the state of moral education today and what 

direction moral education is taldng as we look toward the twenty-first 

ce ntury . 

DEFINING MORAL EDUCATION 

Prior to any detailed discussion, we need to review several different 

conceptions of moral education. Barry Chazen, a religious educational 

philosopher, has isolated five major conceptual perspectives on moral 

education.118 The first seeks the creation of morally acceptable behavior 

patterns and responses. The student is measured by whether or not s/he 

bas behaved in a morally acceptable manner. The second notion says that 

the moral principle is the most important component of moral education. 

If students are taught moral principles, they will behave morally. Thus, 

teaching the correct principles becomes primary. The third perspective is 

1 l8 OiaUQ. .Language of Jewish Education, 83-85. 
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concerned with the creation of desirable attitudes and inclinations. From 

these a person will be inclined toward moral behavior. This is not a 

thought process. Rather, it is an emotional process toward moral behavior. 

A fourth concept is the type of moral thinking emphasized by Kohlberg. If 

one is taught the skills needed for moral decision making, one can indeed 

make moral decisions. The fifth concept is closer to values clarification. 

The effort is to help learners clarify their own values and thus find values 

in themselves that they jud~e to be moral values. I I 9 

ISSUES IN MORAL EDUCATION 

Most people today agree that we should engage in moral education at 

some level. The real debate is how much moral education we want. Much 

of the discussion focuses around the idea of ethical relativism. Even many 

Christian fundamentalists , who would prefer that no formal moral 

education take place in the schools, encourage a fight against moral/ethical 

relativism.120 They do this because even the most extreme communities 

fear the absence of morality and moral education more than they fear 

moral education contrary to their beliefs. Milton Meller, a high school 

principal in New York, adds, "Values education should be accepted as both 

1 19 Without discussing the finer points of each of these concepts, it is enough to note 

that the first three emphasize the teacher and the methodology. while the last two 

emphasize the learner and his/her personal thoughts and attributes. It should 

further be noted that I am making no effort to judge one perspective as better than 

the others. Rather, by providing a general framework of definitions, the discussion 

can be more wide-ranging and cover a greater amount. 

120 Honia. "Teaching Values Belongs," 9. 
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the foundation and the domain of all courses of study."121 Similarly. 

another educator says ... 

The school is the social organization that serves as the 

socialization agent for society. It prepares young people for 

participation in a democracy; it prepares young people to enter 

the work force; it prepares young people to interact with other 

people; and it prepares young people to appreciate and 

transmit the tradiJions and values inherent in society. In 

effect, the public school is more than an institution concerned 
~ . 

with the transmission of cognitive v,alues. It is a social 

institution whose core value structure is concerned with 

developing citizens who will support and reinforce dominant 

civic and ethical values."122 

Further, it makes sense that schools must teach a certain degree of 

morality and values. If a student is caught ch~ating, is it not right that 

that s/he be punished? And what reason could there be for punishing 

than if that behavior was immoral? And if that behavior was immoral, we 

are judging and teaching morality?l 23 

All of this is not to say that there are no objections to moral 

education. There certainly are. However, most of the objections stem from 

121 Meller, "Incorporate Values Education," JlO. 

122 Raymond L. Calabrese, "Tbe School as an Ethical and Democratic Community," 

NASSP Bulletin, 14, (1990): 10-1 l. 

123 Edward L. Harris and John Hoyle, "The Pros and Cons or Teaching Ethics in the 

Public Scboob,'!.. NASSP Bulletin, 14, (1990): 17-23. 



issues related to whether or not we can judge what is moraJ and whether it 

belongs in the schools. We will discuss this issue further as we look at 

another major apprehension surrounding moral education. 

INDOCTRINATION OR EDUCATION 

A few of the objections to moral education note that it is the 

equivalent of indoctrination. In the secular world, this is a very legi timate 

issue. Proponents of values clarification claim that it can be done in a 

value-free way. The reality, as Rokeach noted in the last chapter, is that 

by virtue of having live teachers with personal viewpoints and behaviors 
• 

that reflect those perspectives, value-free education is impossible.1 24 On 

the other hand, if one believes that certain values should be taught over 

and above other values (that is to say, that some are preferable to others), 

then the assumption is that the teacher wants the learner to glean certain 

bits of knowledge and come to certain predetermined conclusions. That 

might qualify as indoctrination.125 The traditional perspectives concerning 

indoctrination are to be considered under the headings of method, content 

and aim. The issues raised surrounding values clarification touch on the 

first two of these concerns. 

124 Sec explanation by Milton Rokcacb. "Value Education in Educational Settings," in 

Undtrstanding Human Values, F;4. Milton Rokeacb (New York: The Free Press, 1979). 

266-267. 

125 Richard A. Baer. Jr., "Teaching Values in the Schools: Clarification or 

lndoctrinatio_e," _Principal, (1982): 17-18 . 
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The real significant issue is the aim of education.126 Are teachers 

supposed to indoctrinate their students? The question is based on the 

assumption that either one is indoctrinaire or one teaches from a value­

free perspective where everything is acceptable. This assumption 

presumes that there is no middle ground. At least one researcher believes 

there is a middle ground.127 Bruce Suttle notes that moral education as 

indoctrination is wrong only when we attempt to impose morals without 

the accompanying critical thinking skills . to make those morals work. He 

adds that certain moral values should be taught, but only after the critical 

thinking skills (like those described by Kohlberg) are devefoped to a point 

where those moral values can reasonably be discussed. 

Indoctrination in the religious world of education is another issue 

entirely. Chazen believes that the modern practice of religious education is 

the pragmatic case of indoctrination. He asserts this because religious 

education, due to its educational nature, aims to create a religious 

person.128 On the other hand, the educational nature of the goal of 

religious education is to end with a certain type of person who behaves in 

certain ways. Therefore, religious education is indoctrinaire. The reader 

should be aware that this is not necessarily a position that Chazen 

126 Bruce B. Suttle, "The Need for and Inevitability of Moral Indoctrination," 

Educational Studies. 12. (1981): 154 -160. 

127 ibid. 

128 Barry Olazcn, "Indoctrination and Religious Education," Religious Education, 61. 

(July-August, 1972): 243. See also Berard L. Marthaler, "Dilemma for Religious 

Educators: Indoctrinatioll... 9r Indifference," Religious Educatio11, 82 (Fall. 1987). 



supports. Rather, he goes on to argue that there is a need to create a 

methodology for a non-indoctrinating religious education. 

In constructing his argument, Chazen explains that much of the 

discussion surrounding religious education and indoctrination pits 

education against indoctrination as though indoctrination was, exclusively, 

some form of brainwashing and had no educational component. 

Indoctrination, in this view, is all evi l and bad. Even teachers who engage 

in indoctrination of some form do so saying that it is a necessary evil to 

achieve their desired goals. But, they go on to say that such' indoctrinating 

activities should be minimized to the best of the teacher's abilities. 

Chazen goes on to present several conceptions of the word 

indoctrination. The content explanation is based on what one teaches 

rather than how one teaches. Chazen says, ''The contents of indoctrination 

. are doctrines and belief whose validity is uncertain and speculative, in the 

sense that there is not enough evidence for their acceptance by any sane 

and sensible person." I 29 The method concept says the indoctrination takes 

place through and as a result of the methodology of teaching. If there is no 

room for argument and discussion and one must believe all that one is told 

as part of the lesson. then it is indoctrination by method. I 30 Finally, the 

third concept claims that indoctrination is defined by the intent that is the 

basis for the methodology. Chazen says, " ... the intention school argues that 

indoctrination is characterized by the aim of unshakably implanting belief 

129 Chu.en, Languagt of Jtwlsh Education, 60. 

130 ibid., .S9. 
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in others, by the objective of wanting students to accept their beliefs from 

their elders in a non-questioning, non-critical, non-rational manner." 131 

In the end of his discussion, Chazen says that religious and moral 

education can be non-indoctrinary. This is because the desire to persuade , 

logically and rationally, is not the same as indoctrination. This is, he points 

out, the real goal of religious moral education - logical and rational 

persuasion of the individual lear~er toward choosing a specific set of 

beliefs and practices.132 However non-indoctrinary religious education 

may be, it is nevertheless a form of moral education. Are the two the 

same? Clearly. they are not. Notwithstanding their differences, they are. 

to a certain degree, interdependent. Rabbi David Hartman, a philosopher 

living in Israel , points out that he believes it is possible to be an ethical 

person without being at all religious. However, from his perspective, it is 

impossible to be a religious person wi thout also being moral or striving to 

be moral . This is because, as he sees it, morality and moral growth are 

part of what religion requires of a person.133 Thus, a certain amount of 

religious education necessarily is devoted to moral education. 

Still fewer of the objections to moral education note that moral 

education belongs in the home. Those who hold that moral education is the 

right of every person to dictate in their own home, still admit the need for 

131 ibid., 61-62. 

132 ibid., 73-76. 

133 David Hanman. Speaker. Tht Hartman-Sttndahl Evtnt, Cassette Recording. 

Muskegon, Ml (Qcaobcr. 1991). 
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moral education. They differ only on the contents and methodology. It 

should be noted that a majority of the research points to the school as 

being the logical and most successful site for such education.134 Finally, a 

very few individuals contest the potential effectiveness of any form of 

moral education. Even the majority of opponents to moral education 

dismiss this final perspective as baseless. They agree that values and 

morality can be taught , but disagree over whether or not it should be 

taught. 

MORAL EDUCATION METHODOLOGIES 

As we begin to examine specific methodologies and philosophies of 

moral education, we must somewhat narrow the scope of our discussion. 

Up to this point the words morals or morality and ethics were used 

interchangeably. The time has come to specify the differences. Edward 

Wynne notes that ethics is a branch of the overall science of values. Ethics 

have application to specific situations and circumstances. In contrast, 

morals or a moral code are, " ... a set of relatively simple principles of rather 

general applicability ... " 135 

Because morals have such general applicability, they are taught in 

more general terms and thus are more difficult to pin down. Therefore, 

little, if any, effon will be made to identify specific morals at this time. 

134 Berard L. Marthaler, "Dile~ma for Religious Educators: indoctrination or 

Indifference," Religious Education, 82 (Fall, 1987): SSS-S68. 

13S Edward A. Wynne, "Ethics vs. Morality: Should the Conflict Come to the 

Cl~sroom?" NASS!' B"llttln, 14, (1990): 40. -· 
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Rather, attention will be paid to educational methodologies. My effort in 

this section is to identify what major methodologies are in use or under 

consideration in North American schools. The discussion of each method 

will include a look at how it addresses the arguments presented at the 

beginning of this chapter and its potential advantages and disadvantages. 

This undertaking is not an endeavor at judgment. Rather, I want to clarify 

the issues for the reader and allow the reader to decide what might or 

might not be best for them under their own circumstances. In spite of all 

this, or perhaps because of it, I do have preferences and these will be 
• expressed. I believe that for the reader to make use of this analysis. the 

reader should be aware of why I feel certain methodologies are preferable 

over others. 

Current research suggests that moral education is effective at 

creating moral thinking and moral behavior. Some of the research links 
. 

the two, but much of the research does not. The research does agree that 

moral education is superior to simply teaching about values. A thorough 

and integrated process of moral education offers a higher probability of 

success relative to moral action than does a one-dimensional teaching of a 

list of values.136 The result is the modern emphasis on moral education 

and the effort to improve methodologies for moral education. 

Perhaps the most well-known and widely used methodology for 

moral education is that developed by Lawrence Kohlbcrg. I will refer to 

136 James S. Leming. "Curriculu Effectiveness in Moral/Values Education: A Review 

of Rcsean;b," JoMrnal of Moral Ed.cation, 10:3, (1980): 146-161. . -· 



this approach as the cognitive-developmental approach . Kohlberg 

identifies six stages of the moral development of human beings.137 He 

asserts that skills necessary to function at each of the six stages can be 

taught and demonstrated.138 Joanne Glosser, who wrote about Kohlberg 

and Jewish education, points out that Kohlberg is chiefly interested in 

cognitive process and pays little attention to emotional or attitudinal 

process.139 Kohlberg asserts that children have a natural sense of justice 

that is developed through a universal set of stages. By discussing a series 

of moral dilemmas, the student can "push the envelope" of his/her own 

moral reasoning skills and move to ever-higher stages of moral 

reason in g.1 4 0 

Kohlberg's cognitive-developmental approach has a great deal to 

offer the classroom teacher. Through the use of the moral dilemma, the 

137 Sec Appendix C for a detailed list of the six stages. their definitions. and their 

sociological and educational implicaLions. 

138 For thorough discussions of Kohlberg's theories. sec Lawrence Kohlberg. "Stages 

of Moral Development as a Basis for Moral Education," in Moral Developmenr, Moral 

Education , and Koh/berg. Brenda Munsey. Ed. or Barry Cbazen. The Language of 

Jewish Education. Presented in these books are both Kohlberg's theory of moral 

development and considerable discussion about the theory. The discussion in Munsey 

includes a look at some of the criticisms of Koblberg and how bis work integrates 

into a wide variety of other subjects and topics. 

139 Joanne Katz Glosser. "Moral Development and Jewish Education: In Search of 

Synthesis" (MEd. Thesis. Hebrew Union College • Jewish Institute of Religion, 1977). 

2-S. 

140 Lawrence Kohlberg. The Philosophy of Moral Development (Sao Francisco: 

• Harper c\ ~R9w. 1981), 8-14. 



student is confronted with potential conflicts in his/her own values system 

and, at the same time, a peek into other students' value systems. By doing 

this, the student reflects upon his/her own values system and may 

reevaluate the ordering of certain values and even replace certain 

values.141 On the other hand, two significant criticisms arise out of the 

moral dilemma si tuation.142 Pekarsky and others noted that the use of a 

moral dilemma is the equivalent of situational ethics and thus ignores the 

necessity of finding and preservin g universal moral principles of enduring 

values. Rather, the student is encouraged to find only limited solutions to 

very specific problems in his/her own mind. 

14 1 For a clear and brief discussion of the advantages of Koblberg's cognitivc-

devclopmental approach. sec either Moral Devtlopment, Moral Education. and 

Koh/berg. Brenda Munsey, Ed. or Moral Development: A Practical Guide for Jewish 

Teachers by Earl Schwanz or. finally. Barry Chazcn's. Contemporary Approaches to 

Moral Education: Analyzing Alternative Theories. (New York: Teachers College Press. 

1985). The advantage discussed here is related to the observations of Rokcacb and 

Hall that only by coming into contact with other values can a person change bis/her 

own and this can only be done when there is an apparent conflict within the 

individual's own valuing system. For a more detailed discussion of this please refer to 

Chapter I. 

142 Daniel Pckarsky, "Moral Choice and Education." Journal of Moral Education, 12: 1, 

(January. 1983): 3-13 does a nice job synthesizing the arguments against Kohlbcrg's 

cognitive-developmental approach. Clear discussions of the objections can be found 

in more detail in Moral D~tlopmtnt. Moral Education, and Kohlbtrg, Brenda 

Munsey, Ed. and in Barry Chucn, Contemporary Approaches to Moral Education: 

Analyzing Alternative Theories, (New York: Teacbcn College Press, 1985), and in a 

variett of shorter articles and papers. Many of these arc l.isted in the bibliography. 
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This raises the second and far more specific concern. The dilemmas 

Kohlberg proposes are very narrow and one-dimensional. The result is 

that they have little, if anything, to do with the real world in which the 

student participates. Can such a learning experience really help the 

student to cope in a more moral framework with the realities of his/her 

everyday life? Those who support the more Deweyan approach would say 

no.143 One group of commentators on Kohlberg put the problem this way: 

"The problem with such dilemmas is their failure to engage 

people in the richness and ambiguity that real life si tuations 

can offer. A variety of ways to approach and solve the moral 

problem is lacking. Although the questions that follow the 

hypothetical dilemma are open-ended, the situation itself is a 

tight moral package; it contains a narrow focus on the rights of 

the people involved and their outstanding moral obligation, or 

responsibility to others ... In contrast, more 'naturalistic', or 

'true-to-life', moral problems come closer to the ambiguities of 

social experience. More important, real moral problems offer 

the potential for students to act on the solution to the 

conflict." 144 

143 See the comments in both Daniel Pekarsky, "Moral Choice and Education," 

Jo11rnal of Moral Education, and lsraela Ellenberg Aron, "Moral Education: The 

Formalist Tradition and tbt.. Deweyan Alternative," in Moral Dtvdopmtnt, Moral 

Education, and Kohlbtrg. Brenda Munsey, Ed. 

144 Richard Hersh, Diane Pritchard Paolitto. and Joseph Reimer, Promoting 

Growl}I (New York:: Longman, 1979), 143·144 
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While Kohlberg' s theory of cognitive-developmental moral development 

may be useful as a guide for moral education, it appears that some of his 

specific pedagogical suggestions may not be as sound . 

A common attempt at practical application of Kohlberg's cognitive­

developmental approach is found in the moral community approach to 

education . 145 This builds on the idea of moral discussions as originated in 

the research of Blatt and . Kohlberg.146 Blatt held moral discussions with 

students in a classroom and felt that the openness of the discussion would 

enable better moral development. Kohlberg witnessed a communal 

approach to moral discussion and decision-making during a 1969 vis it to 

kibbutz Sassa. He observed the discussions or moral action taking place in 

both the kibbutz as a whole and also in the classrooms of the kibbutz 

school. 

The synthesis of these experiences led Blatt, among others. to look at 

the classroom as an opportunity to act on real-life moral situations. 

Different classroom situations could be used as a focus for discussions of 

moral problems. In the moral community approach there would be a 

consistent pattern of group discussion and decision-making to promote 

14 5 This is also known as the just community approach to education. For a very 

thorough discussion of the moral community approach see Clark Power, "Moral 

Education Through the Development of The Moral Atmosphere of The School." 

Jo11rnal of Educational Thollght, 15:1, (April, 1981). 

146 M. Blatt and Lawrence Koblberg, "Effects of Classroom Discussion on Moral 

Thought," in Lawrence Kohlberg and E. Turiel, Moralization Rtstarch, rht Cognitivt 

Dtvtlo11PJtnlol Approach (New York: Holt, Rineban &. Winston. 1971). 
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moral discussion, activity and growth. Students would have the immediate 

opportunity to live out the moral decisions they made in their classroom 

environment. When there are occasions of misbehavior or rule infraction 

(rules that are set by the class as a whole) , there would be a just 

community approach to corrections and punishment. The class as a whole 

would discuss the problem and decide what would be the morally 

acceptable response to the problem. This response would have to meet the 

test of being universally applicable within the classroom. By behaving and . 
thinking in this way, the class would establish a collective norm under 

• 
which they would function. This hands-on experience would help students 

to apply morality to their everyday lives and to see its usefulness in 

application.147 Although individual teachers tried this on a class by class 

level, I know of no schools that adopted this methodology across the board 

and still have it in use. 

Another response to the perceived need for moral education has 

been the directed moral thinking approach. This approach assumes 

several elements. The most significant of these elements is that the 

teacher or school knows what moral principles are true, which ones need 

to be taught and in what order. Teachers then teach those morals as 

cognitive knowledge for students to acquire. The students do not need to 

discover anything or synthesize information. This method eliminates the 

problem of the student arriving at what may be a less than desirable 

147 For a wider ranging discussion of this, sec Clark Power, "Moral Education 

Through the Development of The Moral Atmosphere of The School," Journal of 

• Educat/A.nal ThoMght. 



moral principle or the ever-present struggle over what are the right and 

true moral principles to be taught in a particular school. For example, the 

Baltimore County public schools developed a list of "vital values" they felt 

their students should have. They are: compassion, courtesy, critical 

inquiry, due process, equality of opportunity, freedom of thought and 

action, honesty, integrity, justice, knowledge, loyalty, objectivity, order, 

patriotism, rational consent , reasoned argument, respect for others' rights, 

responsible citizenship, rule of law, tolerance, and truth .1 4 8 Another . 
example of directed moral thinking can be found in the McGuffy reader, 

which was much in use during the earlier part of this century. Through 

readings, definition exercises, etc ., students would learn what moral values 

the authors felt important, and they were told that these values should 

also be their values. For example the following poem ... : 

"Lazy Ned 

'Tis royal fun; cried lazy Ned. 

'To coast upon my fine, new sled, 

And beat the other boys; 

But then, I can not bear to climb 

The tiresome hill, for every time 

It more and more annoys.' 

So, while bis schoolmates glided by 

And gladly tugged uphill, to try 

A no th er merry race, 

148 Bonnie S. Copeland and Mary Ellen Saterlie, "Designing and Implementing a 

.Values ~on Program: NASSP 8111/erin, (October 1990): 49. 
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Too indolent to share their plays. 

Ned was compelled to stand and gaze, 

While shivering in his place. 

Thus, he would never take . the pains 

To seek the prize that labor gains, 

Until the time had passed; 

For, all his life, he dreaded still 

The silly bugbear of uphill , 

And died a dunce at last. " 14 ~ 

, 

This example tells the student what is the correct moral principle or value 

to be held and what the consequences are for not holding it as part of their 

personal value system. While the directed moral thinking approach may 

be easier in many ways, it also presents certain problems. The greatest 

problem is that a teacher can not necessarily discern principles for bis/her 

students. Further, students may not accept this moral principle as a way 

of life and may merely learn it as a piece of cognitive knowledge. 

A third method of moral education is known as source teaching. This 

method uses sources to define morality. The most significant example of 

this method can be found in the last few years' trends concerning civics 

education in public schools. With the recent anniversaries of both the 

Constitution and the Bill of Rights, many teachers used this opportunity to 

149 Jacques S. Benninga. "An Emerging Synthesis in Moral Educ11ion," Phi Dtlta 

Kappan. 69:6, (February, 1988): 416. Yet another example can be found in the work of 

the AJSociation for Supervision and Curriculum Development wbicb developed a 

-profile of..-tbe. morally malUJ'C person for me in clllltOOllls. Sec Appendix D. 
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teach from those documents. By taking the document and trying to discern 

the values inherent in the source, students learn about their own values 

and what correct values for the United States community ought to be. The 

Cincinnati public school system adopted such a methodology when it asked 

teachers to use the Bill of Rights and apply the "rights" to classroom 

situations with their students. 15 o 

The significant advantage with this method is that it creates a sense 

of cultural and communal identification among the learners . The source 

document must be accepted by them as imp~rtant and they all build a 

moral code out of that document. Problems arise if the students do not see 

the source as important or if they disagree with the interpretation as 

offered in class. This method also has significant implications for religious 

moral education, which will be discussed in greater detail later in this 

c hapter. 

In an age when civics education is receiving renewed interest and 

inquiry, political moral teaching becomes another methodology for 

consideration. This is an updated version of John Dewey's vision of a 

better and more moral citizen. Within this conception is the duty of the 

schools to prepare students to live as productive and cooperative citizens 

in a larger social contract-based society. This is done by emphasizing 

social contract. The values highlighted arc those that help the society. For 

example, one writer on civics-based moral education notes, "Schools should 

150 David Shepard. former principal at Walnut Hills High School, Cincinnati, Ohio, 

·interview _Wi ... lh author, June. 1991. 
... ~ ... ; 
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teach the fundamental values of our democratic political system... the 

chance for long-term enjoyment of pluralism will be enhanced by a 

commitment to common good as we go through this difficult passage. At 

least for now, a little less pluribus and a little more unum." 151 

This is a clear case of socialization for morality. But it also reminds 

one of Pete Seeger's song about little boxes all looking alike. There is little 

• individuality in this system, .and the goal of the society is then to quash 

individualism. The other crucial problem with ,this method is that it 

presumes to know the values of our political ~d civil system. I suspect 

that in our society there would be little or no agreement on this issue. On 

the other hand, however noble the goals are, the means can be found in a 

variety of the methodologies mentioned in this review. 

A group in Illinois known as the Century II Foundation has 

developed another approach to modem moral education. It is similar to 

values clarification 152 and depends heavily on Rokeach's approaches 

discussed in the last chapter. The group calls its approach valuing analysis 

and describes it this way: 

"Valuing Analysis is an exercise in critical thinking about the 

principles involved in moral valuing. The process involves an 

examination of past and contemporary ideas that influence the 

quality of life in our world, and creates increased awareness of 

IS l R. Freeman Buus, "Curriculum for the Educll.Cd Citizen," Educational Ltadtrsllip, 

43 (October, 1980): 6-8. 

152 Sec "'the discuuion of "Values and Education" in Cl:aapter 1. 
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the common moral standard required in an open society. The 

result is a workable paradigm representing the inextricably 

interrelated principles - philosophic, economic, and scientific -

involved in decision making and problem solving. Valuing 

Analysis provides both method and content for moral 

education. The method is personal, Socratic discovery of both 

the dynamics and structure of valuing. The exercise in moral 

reasoning uncover~ the paradigm of reality principles operating 

in all personal relationships." 15 3 

It is assumed that if the student learns how values are developed 

and held, the student will likewise discover the "true" values to hold. This 

is something of a leap of faith . The group offers a certain degree of 

research to support its notion that children better understand what values 

are when they understand the structure of valuing and value 

development. However, there is little empirical evidence to support the 

conception that this knowledge leads to the development of certain values. 

On the other hand, this approach treats students like intelligent human 

beings who need a knowledge base to support values they may come to 

hold later in life. The creators of valuing analysis point out that by 

understanding the structures, students will understand how values work 

1S3 Arthur I. Melvin, Donald D. Reber, and Marian R. Melvin, "Valuing Analysis - A . 
Practical Approach to Teaching Moral Education," NASSP Bullttin, 68 (November, 

1984): 99. 
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later in life and will be less tempted to "blow with the wind " with regard 

to their personal value systems.154 

A subcategory of the moral dilemma school is known as situational 

ethics. In the situation ethics approach, moral decision making is still 

paramount. However, the dilemmas one faces are all real-life situations 

and the decisions one makes are different from the standard moral 

~ilemma approach characterize$! by Kohlberg. William Hare notes, 

"Situation ethics, on the other hand, rejects the view that moral 

decision making is merely a matter of trying to determine 

which moral rule applies in a particular situation. It also takes 

the view that circumstances can even alter principles, thus 

recognizing that general principles may need to be revised in 

the light of specific judgments." 155 

This approach addresses some of the basic concerns of Kohlberg's 

concept. It has real-life moral dilemmas and admits that moral principles, 

while enduring, are not permanent and thus subject to variation and 

change. The greatest problem with this approach is that it, by virtue of 

being situational, deals with the very specific and not with the generally 

applicable. This is similar to the distinction between ethics and morals 

made earlier. Finally, situation ethics assumes that a person is open­

mindcd enough to be willing to change in almost any situation. The reality 

154 ibid .• 97-104. 

lSS William Hare, "Open-Mindedness in Moral Education: Three Contemporary 

Approacbes, t:... /ov~na/ Of Moral EdMcallon, 16:2, (May. 1987): 102. 
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is that most people have some firmly held moral beliefs that might be 

inflexible in certain situations.15 6 

Many of the methodologies discussed above were developed by men 

and have what may be called a male bias. This has led to a separate, but 

parallel, discussion of femini st approaches to moral education. Much of the 

discussion focuses not on what may be a new or uniquely femini st 

methodology, but on what existing methodology best serves the feminist -. 
community's goals. Anne Higgins, a feminist writer, suggested what she 

• 
believes to be the best alternative from among those discussed herein. She 

I 

says, 

"I argue that the just community approach [referred to above 

as the moral community approach] is the best available values 

education program in the high schools for meeting the primary 

goal of feminism, the elimination of in~ustices due to sexism. In 

order to eliminate sexism, I suggest we look beneath 

educational policies and practices to the social and value 

structures of schools as institutions." 15 7 

While Higgins' argument makes sense as constructed, many of the other 

methodologies would, I believe, equally serve her needs. However, as a 

form of education on the subject of feminism, Higgins is absolutely correct. 

The moral community approach has a great deal to offer feminists. 

156 ibid., 103. 

157 Ann Higgins, "A Feminist Perspective on Moral Education," Journal of Moral 

Ed.11cotlo11, 16:l.. .(Occober, 1987): 240. Items in bncteta arc mine. 
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Finally, another derivative of the Kohlberg moral dilemma approach 

is the moral role-taking methodology. In this approach, discussion is 

elevated to role playing. Students play out the moral dilemma by acting 

the parts of those involved in the dilemma. They then step out of their 

parts and engage in the same discussion of the dilemma as was outlined rn 

the Kohlbergian approach. The feeling is that if students are exposed to 

the affective side of a moral dilemma, it will better help them to make 

moral decisions and to think morally. This approach grew out of a 

perceived shortcoming with the Kohlbergian approach. In the "real'' world, 

people face not just cogni tive dilemmas, but also affective dilemmas. That 

is, moral thinking is not just thinking, it is also feeling . The approach was 

developed to help students to feel as well as think. 

RELIGION AND RELIGIOUS MORAL EDUCATION 

As soon as one talks about moral education and religion in the same 

breath, opinions from every possible perspective come flying forth. There 

are those who feel that all religion is really moral education and those who 

believe that moral education is separate from religion. Finally, there are 

those who took the middle ground and declared that religion and religious 

education have a moral education component but religion is not wholly 

moral education.158 To better discuss this issue, we need a definition of 

religion that is sufficiently wide-ranging to allow for a variety of 

1 SS For a fuller discussion of tbe issues involved in the mergin1 of religion and 

moral education, sec E. 0 . lbeoma. "The Role of Religion io Moral Education," Jo11rnal 

Of Moral ~Ion, 1S:2. {May 1986): 139-149. 
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perspectives of moral education. I suggest the noted theologian Paul 

Tillich's definition : 

' 

"Religion is the state of being grasped by an ultimate concern, a 

concern which qualifies all other concerns as preliminary and 

which itself contains the answer to the question of the meaning 

of life." 159 

In Jewish education there. is a rising call for a review of the current, 

modern emphasis on moral education . Jewish education is a multifaceted 

and often loaded term. Chazen describes two major forms of Jewish 
• 

education. The first is classical Jewish education. This describes the 

situation of Jewish education as described in the Torah and the subsequent 

rabbinic texts . The second area and the area of Jewish education I plan to 

address is modern Jewish education.160 In the modern world of Jewish 

education there are two schools of operating methodology. First, is the 

Orthodox Yeshiva approach. The second is the Reform and Conservative 

approach which, of necessity, blends modernity with history, secular 

concerns with religious concerns. For the purposes of this discussion, the 

Reform and Conservative approach to Jewish education will be our focal 

point. 

lS9 Paul Tillich. Christianity and tJu Encounter of tht World Religions, (New York: 

Columbia University Press, 1963). 4. 

160 See Outzen, The Language of Jewish Education for a detailed discussion of the 

distin~tions within the world of Jewish education. -· 



All of the methodologies discussed earlier that are, or were, at use in 

the secular educational world do now or have existed in the Jewish 

educational world. Many of them show a certain degree of effectiveness m 

one forum or another. However, there are no conclusive results that show 

one method absolutely superior over the others. The debate over how 

Jewish education should approach moral education has been raging for 

more than two decades. Friedman points out that since the early 1970s 

there has been agreement that the Jewish educational system has not been 

meeting the acknowledged goal of educating for "me,nschlichkeit ." At the 

same time, however, there is no agreement as to \Vhat the best strategy 

might be. The proposed solutions include many of those discussed 

elsewhere in this chapter.161 In recent years, the debate has turned from 

what is moral education to what is the best methodology for our schools. 

Joan Davidson has synthesized the work of rpany thinkers in this 

field and developed a religious school model of moral education. It is a 

three-pronged model that moves from caring to judging to acting.16 2 

These are the three essential components to morality as described by the 

Koblbergian school of moral development.163 A general application 

161 Jerry Friedman, "New Approaches to Jewish Moral Education," Jewish Education . 

56:3. (Fall, 1988): 3-5 

162 Joan Davidson, "A Religious School Model of Moral Education," The Pedagogic 

Reporter 36:4 (November, 1985):1-2. 

163 ibid., 1. - . -
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perspective of this model created by Rabbi Samuel Joseph may be found in 

the appendix. I 64 

Caring focuses upon creating the reasons for caring behavior. This is 

done by beginning the process of caring for oneself and for others so that 

one would want to act morally towards them. This is the significant 

affective component of the model. Students and teachers use their 

emotions and their imaginations to better understand how they can and do 

feel about others, themselves and certain situations. Davidson says, "This 
' 

aspect of caring focuses on an exploration of feelings. our and others', to 
I 

ge.nerate solutions to problems." t 65 

Judging is a method for objective thinking based on moral principles 

derived from Judaic sources, individual values and "other sources." 166 This 

is where the students learn to apply what they feel to what they know. 

Here· the stu.dents learn about moral principles and their own values and 

value systems and try to apply the feelings they encountered earlier. 

Davidson adds, "The focus of this aspect is the ability to think through 

Jewish moral obligations." 167 

164 Sec Appendix E. 

165 Davidson. "A Religious School Model of Moral Eaucation," 2. 

166 ibid. 

167 ibid . 
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Finally, acting is the opportunity to put the derived principles into 

action. The goal of almost all moral education and all religious education is 

to promote activities and actions outside the classroom and school 

community. In this phase of the model , students discuss how a principle 

might be acted upon and develop action plans or strategies for action 

outside the classroom. Moreover, students are given specific, well ­

structured opportunities for suc h action. 

The creation and discussion of the religious school IJlOdel of moral 

education does not preclude the need for, exploration of, even the use of, 

other moraJ education methodologies within the religious school setting. 

As noted earlier, many of the secular models are currently in use in 

religious schools throughout North America . I shall try to make note of 

some of these and comment on their current application in religious 

schools. Rather than restating the descriptions of each ~pproach, I will 

attempt only to elaborate on what is unique about this approach for Jewish 

education . 

Perhaps the most obvious and most popular of those in use in Jewish 

schools is the text-based model of moral education.168 In many ways this 

fits well as a part of the religious school model of moral education. The 

presentation of Jewish texts serves to stimulate discussion for the judging 

section of the program. It is, of course, also used alone. Students work 

with texts to determine what Jewish moral principles are and should be. -
168 For a full discussion of this approach, please refer to its description earlier in 

this chapter. 
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They then look to the texts for models of how to implement those moral 

principles into everyday life. This is largely a cognitive activity in most 

schools. 

A modification of this text-based approach is what I will refer to as 

the literal approach. It seeks out clear statements of moral action and 

discusses them at face value. Students find Mitzvot (caring for the elderly. 

visiting the sick, thou shall not~ kill . etc.) and try to conven each Mitzvah 

into action. For success. this relies heavily on th~ students own conception 

of what is a Mitzvah. The rationale behind the Mitzvah is taken to be 

"because God said so" and thus action is all that we, as human beings, are 

obligated to perform. If, on the other hand, Mitzvah is seen as good deeds. 

then the teacher must show how their appearance m the text is in some 

way an obligating force. Barry Holtz assens that by using traditional texts, 

we create a sense of context and connection that allows students to have 

their own sense of participation in Judaism's moral principles. I 69 

In the late 1970s and early 1980s there was, in Jewish education, a 

resurgence of the values clarification approach as discussed in chapter one. 

Many of the Jewish applications for values clarification were designed by 

Dov Peretz Elkins and his growth associates group.170 The thinking was 

that by giving students an opportunity for autonomous valuing, they 

169 Barry Holtz, "Why Text," The Ptdagogic Rtporttr 36:4 (November, 1985): 6-9. 

170 Sec Friedman, "New Approaches to Jewish Moral Education," 4-S for a further 

discussion or-vilues clarification in the Jewish cducationaJ world. 
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would engage m moral action. Elkins' work is more affective than 

cognitive and relies heavily on humanistic psychology theories.111 

A few words are in order about the state of Kohlberg's cognitive 

developmental model for moral education within Jewish education. 

Friedman characterizes this as the most popular approach now in use 

within Jewish education. However, he notes that most of the textbooks 

n_ow available are not well-constructed for this purpose. He highlights two 

texts and a program currently in use as based almost entirely on 

KohJberg's work.172 He cites Schwanz's Moral Development: A Practical 

Guide for Jewish Teachers and Kaye et. al.'s Why Be Good as excellent 

examples of tex tbooks designed for use in a curriculum based on Kohlberg. 

He also describes a comprehensive curriculum based on Kohlberg and 

designed by Norman Amsel called LA VE: Life and Value Education. LA VE 

relies on trigger films to present moral problem' and to initiate disc ussions 

on moral problem solving. 

Friedman ends his discussion of moral education in Jewish schools 

with the following comment. 

171 ibid. 

"A comparison of the text-centered, value clarification and 

Kohlbergian approaches to moral education suggest the 

following conclusion: It seems that a modified Kohlbergian 

cognitive-developmental approach to moral education which 

focuses on curriculum content reflecting Jewish values and 

171 • ibid.. 5-W. 



ethics using moral dilemma discussions - in a non-threatening 

classroom atmosphere which encourages free expression -

would be the ideal structure for an effective Jewish moral 

education curriculum." 17 3 

A few words are also in order concerning textbooks for schools. All 

of the major Jewish publishers made an attempt to respond to the needs 

moral education curricula aroun'1 the country. At this time, I will not 

attempt to evaluate each book. A more detailed discussion of some of the 
I 

books currently available can be found in the aRl)endix.174 Very few of 

these textbooks are whole curricula, and even fewer claim to address 

themselves to a particular curriculum. There are a few , like those noted 

above, that offer the teacher a clear methodological direction for their use. 

Still others offer no clear direction and can be employed in a variety of 

settings. 

JEWISH MORAL EDUCATION INTO THE TWENTY-FIRST CENTURY 

Clearly, moral education is alive and well in Jewish education. There 

is a great deal of interest and awareness about the need for and the use of 

moral education. The effects of moral education are proven and there is no 

shortage of available methodologies. The need for the future is to 

integrate Jewish tradition with those methodologies most applicable to that 

tradition and to the unique school structure of the modem Jewish 

community. Jewish tradition is an almost limitless reservoir of moral 

173 ibid .. 10. 

174 $ee Appc:Adix f . 
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principles and ethical teachings. Within it can be found the values of a 

people. Teachers in the next century must consider what and how much to 

drink from this reservoir and the best way to share that liquid hi story 

with their students. 



CHAPTER Ill 
I 

VALUES EDUCATION: A RATIONALE 



All of the consideration given to studying values and moral 

development leads to two general conclusions. The first is that values and 

moral development can be understood in a human context. We know how 

values come to be and how a person develops morally. The second 

important conclusion is that, given our understanding of values and moral 

development, we can influence, even change, the values a person holds and 

the process through which a person develops his/her moral character. 

Underlying both of these conclusions and the research that led up to them 

is ttie concept of desirability. We want to know about values and how to 

change them so that we £.all. change them. We want to know about moral 
• 

development and what influences that process so that we can influence 

that process. 

TOWARD A RATIONAL CHANGE IN VALUES 

The assumption is that the person desiring to make a change or to 
. 

influence the process does so out of a conviction that what they have to 

offer is good, as opposed to bad, and better, as opposed to worse. We want 

to make the world a better place to live, our lives fuller, and ourselves 

more sentient human beings. In tbe educational world there is growing 

agreement that the path to this destination is found in the teaching of 

values.175 If Milton Rokeach is correct about our ability to influence our 

1 1 S Proof of this growing conscnsuf" can be found in the extraordinary increase in 

the number of articles on the subject from the 1970s to the 1980s and beyond. The 

discussion of the subject bas overlapped into a variety of disciplines, and an 

increasing amount of research is being published on the subjecL 



own values and our children 's values, I believe that it becomes incumbent 

upon us to do so to the best of our ability.176 

Further, Rokeach asserts that no education is truly value free. 177 As 

responsible people, it is our obligation to ensure that if values can not be 

excluded from the classroom, the "right" or ''better" values be the ones that 

are taught. I am somewhat hesitant to make such a statement. Although 

the Jewish tradition never hesitates to affirm those values 1t considers . 
better than others, there is an inherent problem when one chooses to 

' 
encourage one set of values over another. 

For centuries aggressors , conquerors, dictators and propagandists 

used values as a rationale and justification for their actions. In the name 

of teaching or promoting "correct" values, cultures have been destroyed 

and millions killed. Rokeach and others hav~ pointed out that values are, 

by definition, subjective. That is to say, they are not absolute and 

provable. As discussed in chapter one, values must be derived and 

determined . 

The reader should be aware that although distinctions between values education and 

moral education may have been important in other aspects of this discussion. for the 

purposes of this chapter they arc used interchangeably. 

176 Sec the discussion "Value Change," in Chapter I. Sec also Rokeach. & Grube, "Can 

Values Be Manipulated Arbitruily," in Understanding Human Values, Milton 

Rokcach Ed, 241. 

177 Rokcach. "Value Education in Educational Settings," in Understanding Human 

Val1u.s. F4. ..Milton Rokcacb, 266-267. 
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No one is more sensitive to this problem than the Jewish community. 

It repeatedly has been a victim of another community's sense of which 

values are the right ones. Nevertheless, it is this very sensitivity that I 

believe offers significant hope that we can direct the moral growth and 

value development of our young people without straying over the line of 

indoctrination and brainwashing. The Jewish tradition offers a unique set 

of "guide posts" for determining moral action and the values that motivate 

that action. The values of this generation of Jews ~re the product of 
\ 

generations dating back to Abraham and before. 

SHOULD VALUES BE TAUGHT? 

Recent population studies have shown that American Judaism finds 

itself at a crossroads. American Jews find themselves in a significantly 

changed circumstance from twenty years ago. As the Jewish community 

girds itself to face the next century, there is a quest for answers to the 

problems our community faces . The Council of Jewish Federations, as part 

of its search for solutions, undertook a National Jewish Population Study. 

"The data of the 1990 National Jewish Population Study (NJPS) 

suggest serious problems for the future of American Jews. 

They are less likely to marry than others with similar 

backgrounds; they have a smaller binhratc than other groups 

in the population; they have a higher divorce rate; and their 

rate of intermarriage is high and increasing steadily. These 

behavioral ttaits mean... the Jewish population is likely to 

steadily decline. 

-· -



• 

"Education is obviously the principal mechanism to 

socialize succeeding generations to be Jewish, and to stimulate 

adult Jews and Gentile spouses to foster the religious and 

secular interests of the community. To a considerable degree , 

what the Jewish community of the future will look like 

occupationally, culturally, and Jewishly , will be a function of 

education ... " 178 

Over and over, the data of the NJPS reveal that the more Jewish 
• 

education a person has, the more involved and ,.:ommitted that person is 

Jewishly . 179 That is, in my opinion, the fundamental rationale behind 

Jewish education in America today. The question then is narrowed to what 

kind of Jewish education is best. 

It is the secular world that has, to date, offered the most 

comprehensive answers to that issue .1 80 For many years, the secular 

178 Seymour Lipsct. "Education Findings from the Jewish Population Study · 

Executive Summary" (New York. 1991): 1. 

179 Highlights of tht CJF 1990 National ltwlsh Population Survty, Council of Jewish 

Federations (New York. 1990): 31. The figures concerning education arc listed on this 

page of the "Highlights" report. However, throughout the report correlations are 

made concerning, among other factors , the level and depth of Jewish educational 

experience . 

180 Although values were ccrtai.!1y discussed in the Jewish community and in the 

context of the educational process, there was little debate over role and use of values 

education. Rather. the assumption was that values were an important pan of the 

Jewish educational model. This is highlighted by the writings of the Mnur 

movemc.nt llMl the laier work of liberal Jews in discussing the ethical folllldations of 
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educational community has debated the role and place of values within the 

educational framework .1 81 This debate has provided fertile ground for the 

nurturing of a variety of viewpoints about the use and place of values m 

education. An overview of the argument is that values are a skill 

necessary for succeeding in the world today. And the school 's role is to 

prepare young people to live in the world and to give them the skills to do 

so. 

The argument is summarized by William Schubert of the University 

of Illinois at Chicago. 

"Separating knowledge and ski lls from values, attitudes, and 

appreciation is, at best, confusing the results of analysis with 

reality. We analyze things, take them apart, to look more 

carefully, but we must put them back together. Biologists 

study the several body systems ... , but they realize that all the 

systems work together in the living organism. Similarly, skills, 

knowledge, and values are inseparable in the mental 

storehouse of the human mind." 1 82 

Judaism as separate from the ritual traditions. For a more complete discussion of this 

separation, please refer to Michael Meyer. Rtsponst to Modernity: A History of tht 

Reform Movtmtnt in Judaism, (New York. Oxford University Press. 1988) specifically 

the sections concerning ethics and education. 

181 This discussion began in a formal sense_ at the tum of the current century with 

the work of John Dewey. as discussed in Chapter I. 

182 William, H. Schubert. "The Many Faces of Values Education," C11rrlc11lum R~iew 

19:3 .(June. 1980): 211. .... - _ 
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Schubert goes on to accentuate the role that values instruction can 

potentially play in the learning process of the student. 

" ... telling others what is right or good neglects a matter of great 

importance: it does not teach them how to value. To give 

students a value may help them in a specific situation, but to 

teach them how to value equips them to grow for a lifetime .... .If 

we act, it can be assumed that we have values that the actjons 

represent, but if we learn to articulate those values we come to 

know ourselves better. " 1 a 3 

WHY TEACH VALUES? 

The role that schools play in the formation of values is, therefore, 

vital. As educators, we become obligated to teach values and valuing to 

the young people who are entrusted to our care for education. Horace 

Mann put it this way over a century ago, "When the teacher fails to meet 

the intellectual wants of a child, it is the case of asking for bread and 

receiving a stone; but when he fails to meet the child's moral wants, it is 

giving a serpent." 184 The arguments for teaching values in secular and 

religious situations fall into three general categories. There is, of course, a 

wide variety of opinion on the subject. However, the three categories 

cover the bulk of the reasoning most commonly used. 

-
183 ibid., 212. 

184 AB quoted in Honig, "Teaching Values Belongs in our Public Schools," NASSP 
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The first view asserts that because schools are already teaching 

values, that effort should be an organized one. I shall refer lo this as the 

default argument. The second view asserts that to create better citizens 

(or better Jews), there is a need to teach values. In this argument , the 

society is seen as the ultimate beneficiary. This I shall refer to as the 

better citizen/conformity argument. Finally, my own argument addresses 

the interdependence of the needs of the individual for values and the 

needs of a society to have individuals who are responsive to societal 

values. I refer to this as the Messianic Age argument. 

THE DEFAULT ARGUMENT 

In chapter one, Milton Rokeach argued that values clarification or 

values education was a necessity because we already teach values in our 

present educational system. He said, 

"The purpose of values clarification is alleged to be the 

clarification, but not the modification, of values. Such a view is, 

I believe, an untenable one. How would one proceed to 

demonstrate the effectiveness of a classroom procedure that 

seeks to clarify but not to change values? If it is demonstrated 

not to affect values, can one claim it is effective? If it does 

have effects, it must surely effect values to one extent or 

another, in which case, can one claim it is value-free?"1 B5 

This argument is similar to what Kohlberg refers to as the "hidden agenda" 

of modem education. He asserts that because there are people teaching in 

18S Rokcacb. "Value Education in Educational Settings; in Undt.rstandlng Human 

Val11t.1. Ed. t?:filton Rolceacb, 266-267. 
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the classrooms, and these people have values of their own, and because it 

is impossible for human beings to completely mask or disguise their 

feelings and behaviors, values are being transmitted in the classroom. 1 as 

The default argument asserts , with little contradiction, that values 

are a part of our everyday experience. To a certain extent, that experience 

can be controlled and/or altered. However, that experience can not be 

suppressed. Our human senses allow us to take in sensory input, and our 
' 

brains process that input around the clock. This view says, "Educators 

cannot avoid influencing, either directly or indire<:tly, the values of 
( 

students. Most of the activities in which teachers are engaged suggest that 

they subjectively value some idea, topics, and behaviors as more important 

for students to consider. Pure objectivity in education is an 

illusion."187 Supporters of this argument for teaching values say that 

because some input will be absorbed and processed, we should control that 

input and teach the correct or proper values. In some cases this may mean 

deciding what values to teach and not to teach. In other cases, some 

educators advocate the simple organization and conscious application of 

that which has been going on in a disorganized subconscious fashion . 

Edward Wynne summarizes the argument in this way. 

186 Kohlberg's discussion on tbc_.subjcct and a critique of his view can be found in 

Moral Dtvtlopmtnt, Moral Education, and Kohlbtrg, Brenda Munsey, Ed. 

187 Edward L. Harris & John Hoyle, "lbe Pros and Cons of Teaching Ethics in the 

Public Schoo!! •. " _NA.SSP B111letin, 74, (1990): 23. Bold print added. 
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" ... there is nothing wrong with such tacit shaping of character. 

Most of us, in our family and our work Jives, similarly follow 

routines which express your own personal values. And, while 

we do not frequently examine such patterns consciously, the 

patterns are usually the outcome of incremental, deliberate 

decisions. Still , it is a good idea for educators to occasionally 

engage in more deliberate analysis of the values they practice 

and transmit. ... We . hope to better equip readers to identify the 

values already being applied in their own schools and . 
classrooms, and to consider some alternative approaches for 

transmitting the values they most wish students to learn. "188 

THE BETTER CITIZEN/CONFORMITY ARGUMENT 

John Dewey felt that the real reason to have values and morals 

taught to students was for the eventual societal benefit. There was little 

concern for what might be right for the individual. Rather, supporters of 

this argument believe that by teaching certain societal values and moral 

principles, people can be conditioned to behave in certain ways beneficial 

to the society. The goal is to create conformity through education. 

In the Jewish community, the sense is that teaching the right values 

will, in tum, create Jews who are more committed. The intent, by itself, 

may not be all bad. However, the problem arises when one examines the 

intent in detail and in context. The objective is to create a more committed 

188 Edward A. Wynne &: Herbert J. Walberg, "Chanel.Cr Building: Transmitting Values 

in Schools," CMr~tc11lum Rniew 26 (October, 1986):18 . 
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Jew so as to benefit the community. There is little concern whether or not 

this is the best course of action for the individual. The end result, not the 

process, is what is important. How a person becomes a more committed 

Jew is not the issue here. Rather, the only concern is that the individual 

does become such a committed Jew. 

The argument says that as changes in society demand, similar 

changes in education of values .will be made to adapt to the societal 
• 

changes. For example, in the secular community, jlS crime in the 

community increases, there needs to be a concutrent increase in anti -crime 

related values education. It would follow, based on this argument , that as 

intermarriage in the Jewish community increases, there will likewise be an 

increase in anti-intermarriage related values education. At no point is the 

individual left to find out what is important to him/her. Nor is the 

individual given the tools necessary to determin~ his/her own values in 

the future. 

One civics educator puts it this way, "Americans cherish individual 

freedoms and self-expression, but our youngsters must also understand 

that ethical codes are necessary if that freedom is to endure. "189 Another 

says, "An efficacious civic education will recognize that students have 

different backgrounds, interests, and capabilities, but the goal is to achieve, 

as much as possible, common understanding and common commitment to 

democratic value claims." 190 Finally, Thomas Lickona encourages the 

189 Honig, "Teaching Values Belongs in our Public Schools," NASS/> B"llttln. 74,:7. 

190 Butta, "Cwriculum for the Educ11ed Citizen," Ed"cational Ltadtrshlp, 43,: 7. 
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teaching of responsibility along wi th teaching opportunity when it comes 

to values. 

"Because smart and good are not the same, societies since the 

time of Plato have made moral education an essential part of 

schooling. Our own Founding Fathers argued that moral 

education was crucial for the success of a democracy. Citizens 

in a democracy must understand and be committed to its moral 

underpinnings - such as r~spect for law and the rights of 

individuals, voluntary participation in public life, and concern 

for the common good." 191 

It is clear that if consensus can be reached about what are societal values, 

then they can be taught for the ultimate benefit of the entire society. 

THE MESSIANIC AGE ARGUMENT 

This argument is one that I have formulated bas~d on the other 

arguments presented and the research presented in the first chapter of 

this work. This argument supports the significance of both process as well 

as result. Certainly, better Jews and better citizens are important. But, 

their preparation is equally as important. Individuals need to know not 

just what values are important, but how to arrive at those values and how 

the existing values were derived. Further. the process becomes important 

in another way. By teaching the process of valuing and moral 

development, individuals learn the tools necessary to make good decisions 

about themselves and the values they will hold. 

191 _ Thomas Lickona.. "Educating the Moral Olild," Principal 68:2. (November, 1988): 6. 
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The effort then becomes one of persuasion. The instructor of values 

needs to persuade the student of both the significance or rightness of the 

values, as well as the importance of the value's end result . In other words, 

it is necessary to persuade the individual that Judaism, and thus those 

values derived from Judaism, have something to offer that individual and 

are right for him/her and his/her context. 

Noted Jewish philosopher Max Kiddushin points out, "Jewish value 

concepts are pan of a moral vocabulary that spells out a moral life." 192 In 

the traditional Jewish view, the family has been the primary cransmitcer of 

values. "However, the Jewish family has undergone a number of radical 

changes in our generation. As a result of these changes, many Jewish 

families are unable to transmit basic Jewish value concepts to their 

children." 193 Families in this situation and their children require special 

assistance to teach values. James Cooper supports this , saying, "However, a 

person's lifestyle may be so limited or different from the lifestyles of 

others that he or she requires assistance in learning the public elements of 

concepts." 194 Guth adds, 

192 Max K.iddushin. Worship and Ethics: A Study in Rabbinic Judaism. (Evanston. 

lllinois: Northwestern University Press, 1964), 21. 

193 Kuen Debra Guth. "Teacbmg Jewish Values in the Middle School: Four Leaming 

Units - Hasbavat Avadab, Gimelut-Olasadim, Lashon Han and K.ibud Av V'Aim" (MA 

thesis, University of Judaism, 1987), 1. 

194 James M. Cooper, Classroom Ttaching Skills, (Lexington, Mass.:D.C. Heath, 1990), 

204~ 



" ... a major problem within the Jewish community today is that 

our children's lifestyles are so limited in terms of Jewish 

learning that they require assistance in learning the elements 

of basic Jewish value concepts. If we as Jewish educators are 

to be successful in our work, we must begin to help fill the void 

left by the lack of Jewish value concept learning."195 

I believe that values and . values education must be a part of every 

aspect of the teaching and learning experience. Values can not and should 
I 

not be taught in a vacuum. Rather, only when t~e values and moral 

principles are made a part of the total experience of learning and not 

separated will they be absorbed as part of the total learning experience . 

Milton Meller makes this argument most cogently. 

"Values are taught best by example. This is especially true in 

the lower grades where role-playing r:iUgbt be effective. In 

higher grades, values education may be included in a more 

subtle way, in formal developmental lessons. In some 

instances merely a rhetorical , thought-provoking question may 

be sufficient Every opportunity must be seized to stress 

values. Here are some ideas: 

• While reading a novel or shon story in which a 

character is faced with a critical decision, his or her 

options should be discussed in terms of underlying 

values ... 

l 9S Guth, '7aclllng Jcwilb Values in the Middle School: 1. 

, ....... : 



• Values held in the past and present, as reflected in the 

fine arts and music of the times, should be stressed. "196 

MA TIERS OF METHOD 

The integration of values and overall education I am suggesting is 

not foreign to the traditional Jewish learning experience. Rabbi Samuel 

Joseph notes that moral study and the study of morality are not different 

from one another. Similarly, t~e value of learning and the learning of 

values are not different from one another. 

"There is non division between moral ity and religion, both are . 
one and the same. Together they form an organic unity that is 

centered on the fact of God. God is the source of religion and 

morality, and all human beings strive to be God-like in their 

lives. In the classic Jewish sense one lives in a godly way 

through the study of Torah, and the adherence to its teachings. 

The study of classic Jewish sources is itself a moral act, the 

texts themselves are valuable as moral truths which lead to a 

more moral-religious life... The assumption is that it is relevant 

to study texts, and the student will uncover the moral values 

inherent in the text during the course of that study." 197 

196 Meller, "Incorporate Values Education." 110-111. Please note that the second idea 

could also apply to a historical or ..traditional text, such as Bible, Talmud. or other 

nbbinic writings. 

197 Samuel K. Joseph. "Caring. Judging, Acting: How to Promote Jewish Values in the 

ReliJioua SchQQI." Compass. 9:2 {Winter, 1987): 8. 



This view of text study and its link to Jewish values and action is 

supported by Dr. Kerry Olitsky. 

"Although cognitive learning does not necessarily imply that 

affective learning will take place (if moral behavior can be 

placed in this category), a combination of study in creed and 

deed (via Pirke A vot) will foster moral and ethical behavior 

within the context of the Jewish system of Mitzvot. " 1 98 

Finally, Rabbi Daniel Gordis asserts that there is a critical need to 

infuse modern Judai sm with passion and intensit} .199 I believe that this 

intensity and passion are part of the need for and the potential of a 

moctern Jewish values education. Our schools need to teach values not 

because they want to produce good Jews, but because they want to hasten 

the coming of the Messianic Age. I believe that this change in philosophy 

will serve to stimulate this type of passion among both the teacher and the 

learner. It also gives the values a modern context. No longer is the reason 

to learn because the teacher wants you or the Jewish community to behave 

in a certain way. Rather, the reason to learn becomes a personal effort to 

bring on the Messianic Age. 

Both the passion and the context for Jewish values can be found, I 

believe, in Jewish texts. These texts represent both the value concepts that 

198 Kcny Olitslcy, "Teaching Mitz'lOt Using Pirke Avot," Pedagogic Reporter, 34:4 

(October, 1983): 13. 

199 Daniel H. Gordis, "Jewish Love, Jewish Law: Cao Liberal Judaism Weather the 

lntcDQarriage ~rjsis," Jewish Spectator 56:3 (Winter 1991-92): 6-1 1. 
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have supported and nurtured the Jewish people for hundreds of years and 

the intensi ty that makes these concepts a living tradition. Even the rabbis 

of the Talmud understood this and were moved to write the following. 

"The question was raised: which is greater study or action? 

Rabbi Tarfon said, 'Action is greater!' Rabbi Akiva said, 'Study 

is greater! ' Then they all said that study is greater because 

study leads to action. "200 

In the same Mishnah that the r~bbis say that Gemilur Hasadim is among 

"the things in this world that are without measure" and that "the fruits 

thereof are enjoyed in this world and in the world yet to come, "20 1 they 

also point out that "The study of Torah is equal to them all. "202 

Subsequent commentaries and glosses on this section point out that the 

reason study is equal to all the wonderful values and behaviors listed is 

because study leads to all of those values and actions.203 

The rabbis understood what modern thinkers are only recently 

coming to grips with. Text study is, as mentioned earlier, a moral act in 

and of itself, and by engaging the traditional texts of the Jewish people, 

individuals learn not just what the values of that people are, but how they 

are arrived at and how they are to be applied. Through the study of 

200 Talmud Bavli. Megillah 40b. The translation is mine. 

201 Mishnah, Pe'ah 1: 1. The translation is mine. 

202 ibid. 

203 A thorough discussion of this can be found in Jacob Neusner's translation of the 

Talmud Ycrusbalmi. See also Talmud Bavli, Sbabbat 1271 for an expansion on this 

theme. 



traditional Jewish texts, one learns more than just the answer to the 

question of what are Jewish values. One is also given the question(s) that 

lead to that answer. Finally, and most significant, the learner is exposed to 

and taught about the process by which Judaism finds answers and 

discovers values. Contributing to this line of thought, Elliot Dorff writes. 

"Perhaps the most obvious goal for those who use text study 

for moral education is to inform about what is good and bad. 

The classical literature of a tradition announces its norms 

through maxims, laws, poetry and stories, and those who study 
I 

that literature therefore learn how Judaism identifies the good 

' and the bad... In sum, text study contributes to moral education 

by informing students about the whole range of moral values, 

motivating them to achieve them, training their powers of 

moral Judgement, and inculcating specific moral values in the 

process of learning - not the least of which is the value of study 

itself. " 204 

As a part of his article, Dorff points out that this thinking is not unique to 

modern educational theorists. Rather, Jewish thinkers throughout the ages 

have seen the same useful connection between text study and the teaching 

and learning of Jewish value concepts. Mordecai Kaplan points out, 

"The main purpose in teaching the bible ... should be to fortify 

Jewish consciousness and to give it ethical and spiritual 

cootent .... Tbus the study of Torah is the process of training 

oneself and others in the development of character through 

204 Elliot N. Dorff, "Study Leads 10 Action," RtligioMs Edllcation 1S:2 (March-April, 

1980): 17S, 185. . - ,. 
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whatever thought, feeling, and behavior is directed toward the 

building of a better and happier world for the generations to 

come .... As Jews we should be concerned particularly with what 

the study of Torah as a system of character training might 

contribute to a better future for mankind."205 

Samson Raphael Hirsch makes a similar comment with reference to 

Talmud. 

"The study of th6Se writings is the finest training both in 

theoretical and practical reasoning, all the more so because 

their subjects are the circumstances ' of actual life. In them the 

rules laid down in the 'scripture' are given precision and made 

practically applicable. Their form is such that the youthful 

mind is continually trained to analyze statements presented 

synthetically in order to find the principles underlying them, to 

apply such principles, whether given or discovered, to new and 

analogous cases, and to discern the real disparity between 

cases which seem analogous and the real analogy between the 

cases which seem disparate. In a word, .. . in the study of 

Talmud we have the finest school for forming logical and 

ethical judgments. "206 

20S Mordecai M. Kaplan, Tht Fiintrt of tht Amtrican Jew (New York: Macmillan, 

1948), 468.488. 489. 

206 Samaon Raphael Hirsch, Judaism Eternal, L Grunfeld. Trans. (London: Soncino 

Prill. 19S9)~Vot.. L 201-202. 
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More than just the values of the Jewish people are to be found in 

Jewish texts. Within the pages of hundreds of volumes lie both the content 

and the methodologies for teaching values at every level of Jewish 

education. What is more, each of these texts has the expressed purpose of 

not just making people better Jews but of bringing about the Messianic 

Age. Despite varying interpretations, this is a goal that Jewish educators, 

and indeed Jews the world over, have embraced and worked toward for 

&l!nerations. The need now is to redefine the learning experience in terms 

of the learning and application of Jewish values oor the purpose of setting 

the stage for the Messianic Age. 

~ ... ' 
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CHAPTER IV ( 

A JEWISH CORE VALUE: 
GEMILUT HASADIM 



• 

WHOSE VALUES? 

Throughout our discussions about values, the same issue arises again 

and again. On a theoretical level, we defined values and their role in our 

lives. The teaching of values was covered, as well as practical applications 

of that theory. A fundamental problem is what values to teach? Long 

before the language of values was in vogue, Jewish tradition and text 

focused on behaviors and concepts that it saw as part of the ideal Jew or 

ideal person. It is these concepts that form the foundation of what we now 

refer to as the "Judeo-Christian tradition." 

The Talmud and other early rabbinic writings made an effort to 

delineate how to live a life that is in keeping with Jewish law. The rabbis 

were concerned with outlining methodologies for such a life. The goal of 

leading this life was to create a whole world, one in which the Messiah 

could be a part.207 During this effort to outline a way of life for the Jew, 

the rabbis promulgated laws that would dictate this proper way of life. 

These laws evolved out of the rabbinic interpretation of the Torah. 

The rabbis saw guidelines for living in the words of Torah. These 

guidelines are concepts that continue to guide the Jew in his/her life today. 

In the Pirke A vot, the rabbis made an effort to highlight those concepts 

that guided them in their interpretation. The second Misbnah of the first 

2.07 For a comprehensive review of Jewish philosophy please refer to Guu.man, -· -Phl/01ophlts of 11'dalsm (New York: Schocken, 1964) . .. ~ . . .. 



• 

Perek of Pirke Avot quotes Simon the Just saying, "The entire world relies 

upon three concepts: Torah, Divine service and Gemilut Hasadim . "208 

Like so many discussions involving both values and Jewish concepts. 

defining the concept, in this case the phrase Gemilut Hasadim, is no easy 

task. Before we can proceed with a discussion of Gemi/ur Hasadim as a 

value, we must first examine what the phrase meant to the rabbis who 

coined it and to those who now. use it. The most obvious answer is to 

simply translate the phrase Gemilur Hasadim . 

However, translation does not ease the burden of definition. By 

translating the phrase, some of the original meaning is lost or concealed. 

An additional effort can be made to translate the meaning and the context 

of the phrase. Yet, this too falls short of perfect. In this case, the translator 

brings to bear his/her understanding of what the. limits of meaning and 

context are and thus alters the phrase being translated. 

A. Alan Steinbach notes, "The art of translation from one vernacular 

to another... entails complexities resulting in a certain degree of loss. It is 

,, like putting old wine into new bottles; there is an inescapable diminution 

in bouquet, in essence and depth. "209 This is the potential pitfall any 

208 The translation is mine. Without engaging in a detailed explanation of the 

phrasing of this Mishnab, this translation best reflects the actual meaning of the 

phrase. For a more complete cxadl"mation of all the ramifications of the phrase and 

each of the three concepts. see Irving M. Bunim, Ethics From Sinai, (New York: 

Feldbeim, 1964). 

209 ·A. Alan ~ach, "Special Reviews,• CCAR JoMrnal 18:3 (June, 1971), 84. 
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translator or translation faces. This is not to say that attempts have not 

been made at translation. However, the variety of solutions to this 

problem underscore the difficulty and the absence of a single correct 

translation. The most popular translation of Gemilut Hasadim is "acts of 

loving kindness. "21 O Even the Soncino translation of the Babylonian 

Talmud recognizes the shortcomings and difficulties in translating this 

phrase and has thus appended a lengthy footnote to further explain its 

translation. The translator notes, 

"This is the literal meaning of the phrase, Gemilut Hasadim. It 
• 

is sometimes translated, 'the practice of ~htiri ty .' but that is 

inexact. Every act of kindness is regarded as done out of one's 

Jove for his fellow beings ... [The inner meaning of the phrase is, 

'making good,' 'requiting' - a making good to man for goodness 

of God, and it is concerned with tenderness and mercy to all 

men and all classes.]"211 

Still others translate the phrase as "the practice of kindness"212 or 

"benevolence"21 3 or "good deeds"214 or "the bestowal or loving 

21 O Sec the Soncino translations of the Babylonian Talmud and the Midrasb Rabbah. 

See also the many publications currently available for classroom use. Most of these 

use the phrase "acts of loving kindness." Finally. virtually all UAHC publications and 

Reform-related publications use this translation. 

21 1 Footnote to the Soncino translation of the Babylonian Talmud. Baba Mczia, 30b. 

212 Birnbaum, Philip, .4 Boole of Jewish Concepts. (New York: Hebrew Publishing 

Company1. 127. 

213 ibid. - ..... 



kindness"215 and "charity."216 The inadequacy of these translations can be 

found in their lack of use in the very texts in which they were translated. 

The authors and editors have chosen not to translate the phrase except 

where absolutely necessary for understanding. Rather, they have chosen 

to use the phrase. intact, as a technical Hebrew term for this particular 

concept. 

An alternative process allows the. translator to begin with an intent 

and translate according to the need . Jacob Neusner calls this process 

"analytical translation. "217 This is because during the prn~ess of 

translation the translator analyzes the piece in question and ascribes to it 

certain qualities and attributes. Some of these are derived from the work, 

and others are applied to it by the translator's analysis. Translation is, on 

the one hand, perhaps the only way to expose a great Hebrew concept to 

an English-speaking population . On the other hand. the original work is 

altered, irreparably, by the process. 

It is with all of this in mind that I have concluded that the best 

alternative for this paper and, I believe for teaching, is to retain the 

Hebrew original as a Hebrew technical term. I have also come to the 

214 Bunim. Ethics From Sinai. 39-53. 

215 Encyclopedia Judaica, Vol. 7. (Jerusalem: Keter). 373. 

216 ibid. 

217 Jacob Neusoer, Translating tht Classics of Judaism. (Scholars Press: Atlanta. 

Geprea. 1989~. 1-s. 



conclusion that an acceptable definition of Gemilut Hasadim would be "the 

virtue of loving kindness." This is close enough to the literal meaning 

of the Hebrew and stiJl retains the depth of meaning and diversi ty that 

exists in the technical use of the phrase. 

IS GEMILUT HASADIM A JEWISH VALUE? 

Jewish tradition has always been divided into two categories -

Halachah and Aggadah. There is little talk of values or concepts. Thus, in 

the tradition of interpretation, it becomes the modern reader's role to 

determine those values that existed in the text at the time of i ts writing. 

How is this done? We must first determine what is a Jewish value. What 

does it look like? How it is distinguished from Jewish law and Jewish 

action (ri tual and otherwise)? 

There is no real discussion of Jewish values in the traditional texts . . 
ltather, the rabbis wrote out of their own sense of what God had 

commanded for the Jewish people. This is true of both action and thought. 

This is not to say that all Jewish law and writing concerning thought and 

action exists in a vacuum. The consistency that has existed in this writing 

throughout the ages can be due only to a certain degree of reliance upon 

foundational concepts that have always guided Jewish thinking.2 18 

218 For a more thorough discussion of the guiding principles and processes of the 

traditional texts. sec the discussions of text found in the introductory essays to C.G. 

Montefiorc an~ H. Lowe, A Rabbinic Anthology, ( New York: Scbocken Books, 1974). 

Sec also the relevant chapters in Barry Holtz, Ed .• Back to tht Sources, (New York: 

Summjt Books. 1984). It is in these discussiODB th11 a detailed analysis of Jewish 

textual composition takes p~~.: ll ii particularly bclpful to understand the. 
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These are what I believe to be foundational Jewish values. These 

values have served to inspire, guide, and even limit, Jewish writers for 

generations. The values in Judaism can be found in what they are and in 

what they are not. For example, a Jew's life is dictated by the law - rules 

which tell the Jew how to and how not to act. Each of these rules is specific 

enough to be precisely followed and that following precisely measured. 

This is not true of the values. T~ey are, of necessity, general and often 

vague, with the specifics left open to interpretation and redefinition by 
I 

each generation. 

To define a value, we must discriminate between the value and the 

behaviors and actions that grow out of the value. Further, in the Jewish 

legal system there is a differentiation between foundational concepts upon 

which laws are based and the laws that evolve from those concepts. 

Finally, is Gemilut Hasadim still a value for Jews? 

Gemilut Hasadim does not really fall into either the category of 

Aggadah or Halachah. It is discussed in both areas. and yet neither is the 

source of the concept. Gemilut Hasadim is not an action in the classic sense 

of the word. It can not be measured or specifically defined. There are, 

however, actions that stem from the value of GemilUJ Hasadim. These 

actions are measurable and definable. In legal terms, failure to perform 

this so-called action would not be punishable or even actionable in a court 

of law - Jewish or non-Jewish. Again, however, the specific actions that 

personalities involved in the transmission of these ideas and their historical 

contexts. 



this value motivates are actionable in court, and one can be punished for 

failure to perform certain actions. 

Throughout the texts that discuss Gemilut Hasadim or any other 

Jewish value, a tension exists between actionable laws, H alachah, and non­

actionable concepts, values. The texts were designed as guides for living. 

As such, the text attempts to offer specific guidelines for leading a Jewish 

life. While concepts (values) are ~eJpful to that drscussion, onJy by doing 

the Mitzvahs does one actually lead the Jewish life conceived of in the text. 
• 

The authors of these texts strived to find a balance , between the doing, 

Mitzvahs, and the values, concepts, that are the basis for that doing. The 

result of this tension is the occasional blurring of the line between value 

and action, between Halachah and concepts. In practical terms, this leads 

to an occasional effort by some Jewish writers to portray Gemilut Hasadim 

as a measurable, actionable Halachah or Mitzvah. 

We have shown that Gemilut Hasadim is not an action. We must now 

show that Gemi/ut Hasadim is also not an attitude. The Jewish tradition's 

discussion of Gemilut Hasadim isolates it as an ethical guide for aJI 

generations for all times. The tradition does this in Pirke Avot ( l :2) with 

the statement, "The entire world relies upon three concepts: Torah, Divine 

service and Gemilut Hasadim." In another discussion, the first Mishnah of 

Pe'ah says that Gemilut Hasadim is among "the things in this world that are 

without measure" and that "the fruits thereof are enjoyed in this world 

., .-



and in the world yet to come."219 Nowhere does it say that Gemilut 

Hasadim is an approach or attitude toward something, even the entire 

world. Rather, the text spells out the conceptual make-up of this value by 

saying that it does not fit in with the other rules and regulations of 

Judaism. It is accorded a separate and unequal status. This status 

distinguishes Gemilut Hasadim as a value. Moreover, the general rule is 

that rewards found m this world are at the expense of rewards in the 

world to come.220 The fact that Gemilut Hasadim is considered to offer . 
rewards in both this world and the world yet to come identifies it as a 

guide that is useful for both living life and for fulfilling the commandments 

that give meaning to the life of a Jew. 

The RaMBaM notes that Gemilut Hasadim is essentially an ethical 

guide which has many manifestations. In his Yad HaHazakah RaMBaM 

points out that many different Jewish behaviors fall under the rubric of 

Gemilut Hasadim. The individual practices and behaviors tend to become 

redundant as they are all aspects of the single Jewish virtue of Gemilut 

Hasadim.221 

219 Mishnah Pe'ah I: I . The translation is mine. Please refer to the comments on 

translation earlier in this chapter. 

220 Encyclopedia Judaica, Vol. 7. (Jerusalem: Kctcr), 373. 

221 Maimonidc§1 MJsbncb Torah, HiJcbot Evcl 14:1. 



In modem discussions of Gemilut Hasadim , the common mistake is to 

consider it the same as Tzedakah (charity). Nothing could be further from 

the truth. Out of the tension between Halachah and value discussed 

earlier, some commentators assert that Gemi/ut Hasadim consists of actions 

perfomed by the body (i.e. burying the dead) and actions performed with 

money (i.e. Tzedakah and the redemption of captives).222 However, there 

are already Halachot that address these issues. To add Gemilut Hasadim as 

another catagory would be superfluous, Rather, it becomes clear that 

Gemilut Hasadim is not the actions noted above, it is a core Jewish value. 
I 

The differences between the two are illustrative of Gemilut Hasadim 

as a value, and Tzedakah as a behavior motivated by that value. Many 

textbooks currently or recently in use in Jewish schools use these terms 

interchangeably. They are unable to give specific expression to the value 

of Gemilut Hasadim , as opposed to the behavior of T zedflkah . As a result, 

the 'definitions have been blurred. 

Unlike Tzedakah , Gemilut Hasadim is not actionable. There is a 

history of and methodology for taking a person before a Bet Din (rabbinical 

court) because that individual has not given enough Tzedakah. Moreover, 

the Jerusalem Talmud in its discussion of the Mishnah from Pe'ah notes 

that Tzedakah is done only with money, whereas Gemilut Hasadim is done 

with personal (physical, mental and emotional) service.223 It also 

highlights the fact that the value of Gemilut Hasadim is unlimited in scope 

222 for ~ overview of this argument sec Ba.ncnora to Mishnab, Pe'ab 1.1. 

223 !erusalan Talmud- ~·ab, lSb. 



and action, while the behavior of Tzedakah is of necessity limited to no 

more than one-fifth of one's possessions.224 

Thus, Gemilut Hasadim encompasses a wider range of delivery than 

does Tzedakah . Tzedakah can be given only to the poor, while Ge mi /ut 

H asadim can be applied to both rich and poor. Similarly, Tzedakah can 

only be done for the living, but Gemilut Ha sadim can be applied to those 

both living and dead.225 The clea,est statement is that of Rabbi Eleazer: 

"Rabbi Eleazer stated, greater is he who performs Tzedakah 

than [he who offers] all the sacrifices, for, It is said, 'to do 

Tzedakah and justice is more acceptable to the Lord than 

sacrifice.' 

Rabbi Eleazer further stated, Gemilut Hasadim is greater than 

Tzedakah, for it is said, sow yourselves according to your 

Tzedakah, but reap according to your Hes~d, if a man sows, it is 

doubtful whether he will eat [the harvest] or not, but when a 

man reaps, he will certainly eat. Rabbi Eleazer further stated, 

the reward of Tzedakah depends entirely upon the extent of 

Hesed in it for it is said, sow yourselves according to your 

Tzedakah, but reap according to your Hesed. ''226 

224 Sec also Babylonian Talmud, Sukbh, 49b. 

225 Babylonian Talmud, Sukkah, 49b. 

226 ibid.~ 
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The rabbis also discuss motivation as a way to distinguish Tzedakah 

from Gemilut Hasadim. They note that because Tzedakah is done only for 

the living, one might, albeit in a distant and remote way, believe that there 

might be some reward to come from the recipient and not from the act 

itself. However, because Gemilut Ha sadim can be applied to the dead as 

well as the living, performing acts in accordance with Ge mi lut H asadim is 

truly altruistic; the dead person can not reward the individual for their 

actions, only their actions can serve as their reward.22 7 

Finally, is Gemilut Hasadim still a value for the Jewish people? Did 

the value apply at one time only, or was it intended to be a value for all 

times? The same rabbinic texts that have guided the previous discussion 

speak to this issue as well. Avot DeRabbi Nathan points out that Gemilut 

H a sadi m is the replacement for the Temple as far as its ability to guide the 

Jewish people is concerned . 

227 

"As regards Gemilut Hasadim, it is said, 'I desire Hesed and not 

sacrifice.' At the beginning the world was created only by the 

virtue of Hes e d as it is said, 'the world is built by love.' It once 

happened that Rabbi Y ohanan Ben Zakkai went forth from 

Jerusalem and Rabbi Yehoshua went out after him and be saw 

the Temple destroyed and be said, 'Woe unto us, for the place 

where the sins of Israel find atonement is destroyed. Then 

Rabbi Y ohanan said, 'Grieve not, for we have an atonement 

Sec the diSC.!BJiOD in Tanhuma. Va-Yccbi, 3. 
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equal to that of the Temple. And what is this, it is Gemilut 

Hasadim' as it is said, 'I desire Hesed and not sacrifice."'228 

The rabbis felt that from the time of the destruction of the Temple 

until the time of the Third Temple (the Messianic Age), Gemilut Hasadim 

would be the guiding principle of Jewish life. This sense is repeated and 

expanded upon in Ecclesiastes Rabbah, where it is explicitly stated that 

Gemilut Hasadim is fundamental to Judaism on a conceptual level. "Rabbi 

Judah said, 'Whoever denies the virtue of Gemilut Hasadim is as if he has 

denied the root. "229 The 'root' is the very foundation of faith, of Judaism, . 
even of God. That is to say that Gemilut Hasadim is the ultimate value of 

Judaism in this time and for all times. A passage in Ketubot(8b) adds that 

Jews are a people characterized by their value of Gemilut Hasadim 

throughout the generations.230 

Clearly, Gemilut Hasadim is a Jewish value, at least within the Jewish 

construction of what might be a foundational concept or value. However, 

the final test must be a secular one. Using the definition of value espoused 

by Rokeach earlier. is Gemilut Hasadim a value?231 We established that 

228 Avot DeRabbi Nathan Perck 4. Section 5. (My translation) 

229 Ecclesiastes Rabbab 7: 1 (My translation) 

230 See also Babylonian Talmud, Beitzah, 32b for a similar statement. 

231 Rokeacb's definition of value is as follows: "A value is an enduring belief that a 
specific mode of conduct or end·state of cxist.ence is personally or socially preferable 

!<> an opposite o~ converse mode of conduct or end-state of existence. A value system 

.· 
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Gemilut Ha sadim is, indeed, an enduring belief. It has been discussed from 

the earliest rabbinic writings to this very day. It is a belief in that as a 

value Gemilut Hasadim can be both prescriptive and proscriptive. Gemilut 

Ha sadim is a belief that people hold and then act upon based on a 

preference for this belief. 

For the Jew, this belief is both personally (rewards to be attained in 

this world and the world to come) and socially (given the communal 

aspects of Jewish law and philosophy) preferable. Gemilut Hasadim could 

be both a mode of conduct or an end-state of existence. Its application 

could be a means to an end or the universal application of Gemilut 

Hasadim as a value could be the end desired. I believe it is clear that 

Gem ii u t Has ad i m is a value both in secular tenns and in terms of the role it 

plays within Jewish tradition. 

In the Pirke A vot, the Mishnayot that follow the statement of Simon 

the Just go into detail to specify how one applies Torah, A vodah, and 

Gemilur Hasadim to the world in which the Jew lives. The value, Gemilut 

Hasadim, then finds expression in all efforts of goodwill, receiving others 

cheerfully, loving peace and striving for pcace.232 

is an enduring organization of beliefs concerning pteferable modes of conduct or 

end-state of cxirt.ence along a oontiouum of relative importance." 

232 Sec Bunim. Ethics From Sinai. commentary on Pe:rek I. -· 
· 1. 



CHAPTER V 

GEMILUT HASADIM: 
IMPLEMENTING A JEWISH CORE VALUE 

FOR A LOCAL SCHOOL 



As demonstrated in previous chapters, there is both a compelling 

need for teaching and the ability to teach Jewish values to our young 

people. Over the last few yea.rs many teachers in many schools have 

begun this process. Often, their efforts have been haphazard and even 

unconscious. During this same period, textbook writers and publishers 

have begun to emphasize moral education as part of their book offerings 

and their curricular suggestions. 

Unfortunately, the organized Jewish educational community has not 

taken the lead in encouraging, creating or implementing quality moral 

education programs. This absence of educational leadership creates a 

situation in which teachers are not motivated to engage in moral education. 

There is a need to introduce teachers to the advantages and methodologies 

of moral education. 

Because values education is needed in the schools of our Jewish 

community, the issue becomes a matter of methodology and not whether 

or not to have such a program. The logical starting point for a program of 

values education is with teachers. Before a values education program can 

be brought to the students, the teachers need to feel their own sense of 

ownership of the program. Further, students know when their teachers 

value the subjects they are teaching. Therefore, teacher support is 

essential to a successful values education program. 

-There are a number of methodologies available to introduce a 

school's faculty to values and values education. For the purposes of this 

thesis, I have chosen a weekend retteat format for this inttoduction. The - -

,_ 



need is great to get a school started on an intensive program of values 

education. The intensive nature of a weekend workshop serves to 

dramatize this and serves as an opportunity to bring the school's faculty 

together around a single important teaching issue. 

The imaginary school I have chosen consists of teachers who teach 

kindergarten through tenth grade in a Reform supplementary school. The 

faculty of 22 includes classroom tea~hers and specialists who work with 
' 

any number of different classes. Teachers are being asked to come to a 
I 

local camp for the entire weekend. Teachers wiJJ be pp ld extra for the 

weekend to help ensure that this will be quality time. It is best if this 

workshop could take place before the beginning of the school year. Goals, 

objectives and a schedule for the weekend follow. 

specific activities for the weekend follow that. 

GOALS; 

Participants m this workshop will: 

Descriptions of the 

1. Experience an environment that reflects the Jewish value of Gemilut 

Hasadim and explore how Gemilut Hasadim is a part of the learning 

process and bow values, in particular Gemilut Hasadim, affect their 

classrooms. 

2. Explore their own values and those of their colleagues, and assess the 

perceived and actual values of their school. 

3. Support the basic theories and philosophies of values and valuing. 

OBJECTIVES; 

At~ the conclusion_ of this weekend, participants will be able to: 



1.1. Understand the textual basis for Gemilut Hasadim as a core Jewish 

value . 

1.2. Identify how Gemilur Hasadim as a core value can and does affect 

their classroom and their teaching. 

1.3. Develop role-play situations to better understand the role of Ge m ii u r 

Ha sadim as a core value in their classroom and their teaching. 

1.4. Identify the ideal qualities of a school with Gemllur Ha sadim as a core 

value . 

1.5 Develop a plan to incorporate Gemilut Hasadim af a core value into 

their school culture. 

2 .1. Identify their own values, the ideal values of thei r school, and the 

values of their school. 

3.1. Describe what values are and how they operate. 

3.2. Define values, moral education, and Gemilut Hasadim 

SCHEDULE; 

FRIDAY 

3:00-4:00 

4:00-5:00 

5:00-6:30 

7:00-8:15 

8:30-10:00 

10:00-??? 

SA1URDAY 

7:00-7:30 

7:30-8:30 

8:3P- tO:oo_ 

Welcome/Arrival & Regis rration/Get Settled 

Getting to Know Each Other 

Dinner 

Services 

Mitzvah Project 

Late Night 

Services (Optional) 

Breakfast 

A Lesson in Values 
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10:00-10:15 

10:15 - 11 :45 

11 :45-1 2:30 

12:30- 1:15 

1: 15-2:00 

2:00-3 :00 

3:00-3:15 

3:15-4:30 

4:30-6 :00 

6:00-7:00 

7:00-7 :30 

7 :30-10:00 

SUNDAY 

7:30-8:30 

8:30- 10: 15 

10:15-10:30 

10:30- 12:30 

12 :30-1 :30 

1 :30 

Break 

Core Value Activity 

Begin School Balloon Activity 

Lunch 

Finish School Balloon Activity 

Text Study 

Break 

Gemilut H as@dim in the Classroom 

Creating Role-Plays 

Dinne r 

Break 

Role-Playing 

Breakfas t 

An Ideal Gemilut Hasadim School 

Break 

Putting Gemi/ur Hasadim into our School 

Lunc h 

Thanks for Coming! 

FRIDAY 

Because teachers are coming to the camp from their very hectic 

week, everything Friday night is designed to help them relax, integrate 

into a new environment, and introduce (or reintroduce) them to one 

another. ' 



GEITING TO KNOW EACH OTHER 

Objectives: 1.2 

Resources : Large puzzle pieces cut from white paper each with a number 

on the backside, new boxes of crayons, welcome handouts233, snacks. 

drinks. 

Activities: 

SET INDUCTION: The teachers will be arriving in smaU groups over a 

period of time. The opening program and welcome need to accommodate 

this sporadic arrival. Upon arrival each person will be given a welcome 

handout. The welcome handouts will explain where the sleeping cabins 

are and the weekend's schedule and goals and objectives. The second 

sheet will ask participants to use their crayons to draw some action they 

did or saw in the last two weeks that reflects their own conception of the 

virtue of loving kindness. They are to use no words on the page. Give the 

participants puzzle pieces and ask them to begin coloring. DO NOT TELL 

THE PARTICIPANTS THAT THE SHEETS ON WlDCH THEY ARE COLORING ARE 

TO BE PUZ2LE PJECES! 

PRIMARY ACTIVITY: The facilitator will ask the participants to introduce 

themselves. tell what grade and content they teach, describe why they 

wanted to become a religious school teacher, and what was their greatest 

teaching moment. If there is time, begin the process of asking each person 

233 See >tppendix Q.. . 



to describe to the assembled group the picture s/he drew, why s/he chose 

to draw that particular action , and how that action is reflective of the 

Jewish virtue of loving kindness. 

CLOSURE: Ask participants to write (or color) their name on the back of 

their puzzle piece and to leave it in a pile near the door to the room. 

SERVICES 

Objectives: 1.1, l.2 

Resources: Gates of Prayer prayerbooks. 

For reasons of consistency and comfort, the service used will come from 

the Gates of Prayer. In keeping with the theme of the weekend, I suggest 

the use of Shabbat evening service IV (p. l 76ff). This service focuses on 

justice, Gemilut Hasadim, and the role we play in bringing these values into 

our society. This service will assist in setting the tone for the rest of the 

weekend and, let us hope, for the religious school year. The opening song 

should be Al Shlosha Devarim and the closing song, Im Ein Ani Li Mi Li. 

Consider adding any or all of the following readings to the body of the 

service: 

• Rabbi Eliezer said: Let the honor of your fell ow be as dear to 

you as your own. 

' 



How is this so? This teaches that even as one looks out for 

one's own honor, so he should look out for his fellow' s honor.234 

• Rabbi Eleazar said: Since the destruction of the Temple the 

gates of prayers are locked .... But, even though the gates of 

prayers are locked, the gates of tears are not. 

Rabbi Hisda said: All gates are locked except the gates through 

which pass the cries of people who have been wronged.235 

• Disciples increase the wisdom of the\f teacher and broaden 

his mind. The sages said, "I learned a great deal of wisdom 

from my teachers, more from my colleagues, and the most from 

my students. "236 

• Seven attributes serve before the thr<?ne of glory, they are: 

wisdom, righteousness, justice, the virtue of loving kindness, 

compassion, truth and peace. As it is said, "And I will espouse 

you forever: I will espouse you with righteousness and justice 

and with goodness and mercy. And I will espouse you with 

faithfulness; then shall you be devoted to the Lord. "237 Rabbi 

Meir says: Why does the verse say "Then you shall be devoted 

234 Avot DeRabbi Natan, lS.1,2. 

235 Babylonian Talmud, Baba Metzia, S9a. 

236 Maimonides, Misbneh Torah, Hilchot Hinucb, S:13. 

237 Hosea 2:21~. - This is the Jewish Publication Society's translation. 

---



to the Lord?" To teach that whoever has all these attributes 

knows the will of God .238 

MITZV AH PROJECT 

Objectives : 1.2, 1.5 

~esources: Giant puzzle board in the shape of the world hidden under a 

sheet, several glue sticks. 

Activities : 

SET INDUCTION: Continue the process of asking each person to describe to 

the assembled group his/her picture, why s/he chose to draw that 

particular action, and how that action is reflective of the Jewish virtue of 

loving kindness. When they have concluded, unveil the puzzle board . . 
Then ask each person, in numerical order, to place his/her drawing within 

the outlines of the matching numbered section on the puzzle board. At the 

conclusion it will be clear that one puzzle piece will be missing. 

PRIMARY ACTIVITY: The facilitator should tell participants that, as Jews, 

our role in this world is its repair - Tikun Olam. The world is unfinished -

a piece is missing - and we, as teachers, are engaged in replacing and 

repairing the missing and broken pieces. S/he can then lead a brief 

discussion based on the following questions: -
1. How are we, as teachers, engaged in Tikun Olam? 

238 Avot Deltabbj NII.ID, 37:4. 
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2. What is the virtue of loving kindness? 

3. How is the virtue of loving kindness connected to Tikun 

Olam? 

4. What specific classroom programs and techniques (not 

content) reflect the virtue of loving kindness? 

CLOSURE: Thank and congratulate the participants for their openness and 

efforts this evening. Explain that we all understand how difficult it is to 

make the transition from the busy week to a Shabbat of study and 
• 

learning. Distribute copies of the articles "Moral ,Development" and 

"Values" from the Encyclopedia of the Social Sciences, Barry Chazen's "Holy 

Community and Values Education," Joan Davidson's "A Religious School 

Model of Moral Education," and Elliot Dorffs "Study Leads to Action ."239 

Ask participants to skim all the articles and read carefully the two 

encyclopedia articles. 

LATE NIGHT 

Objectives : 1.1 , 1.4 

Resources : Song leader, song sheets, comfonable room. 

Activities: 

As this evening comes at the end of a long day and a long week, the goal is 

to keep the intellectual stress _!.evel low and the enjoyment level high. 

Therefore, the rest of the evening will be spent just sitting around singing. 

_ 239 ·See Appatdix !f· 



This will allow participants to turn their attention from the cares of the 

week to the joy of Shabbat and the goals of the weekend. See the 

appendix for a list of suggested values/Gemilut Hasadim related songs.24 0 

SATURDAY 

Following the optional Shacharit service and breakfast, the entire group 

will gather in a large, comfortable room with sturdy chairs and tables at 

which to work. 

A LESSON IN VALUES 

Objectives: 3. 1, 3.2 

Resources: Small pads of paper for taking notes, pencils. 

Activities: 

SET INDUCTION: The facilitator should again thank everyone for coming to 

the weekend and spend a few moments leading a discussion about the 

following questions, keeping in mind that there are no right or wrong 

answers: 

1. How would you define the word hvalue"? (Facilitator may 

want to read the many dictionary definitions. ) 

2. ln your own mind, what songs from last night represent 

what values? 

240 See Appendix I. -· -
· . .. . 
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PRIMARY ACTIVITIES : The facilitator leads a lesson on values from the 

following outline, using the information presented in chapters I and II of 

th is thesis: 

I. Why study values? 

A. Values are pervasive in our society. Milton Rokeach, the 

leading theorist in the area of values and value systems, said 

the value concept, "more than any other, should occupy a 

central position across all the social sciences - sociology. 

anthropology, psychiatry. poli tical science, education, economics 

and history. More than any other concept, it is an intervening 

variable that shows promise of being able to uni fy the 

apparently diverse interes ts of all the sciences concerned with 

human be hav ior. "241 

B. Values, by their very nature, affect every behavior we have 

and that our students have. 

II. How do we define values? 

A. Discuss the participant's own value definitions. 

B. Discuss the definitions from the encyclopedia article. 

C. Repeat Rokeach's definition from chapter I and explain that: 

•Values are not stable but they are enduring. 

•Values have a relative quality relative to other values. 

•Values can not be isolated because we do not live in 

isolation. 

•Values affect beliefj. and thus affect actions. 

241 Milton Rokeach, Tht Nature of Hllmlln Values, 3. 



•If values affect behavior then there are also certain 

skills that can be taught to affect the value and thus the 

behavior. 

D. Explain that m the definition of values, the word "belief" 

carries two definitions. The first is existential, a belief is either 

true or false. The second is evaluative, a belief is either good 

or bad. Further, there are three kinds of values. 

I . Cognitive - we know what is right or wrong, correct or 

incorrec t. 

2. Affective - the feelings we have abom certain values 

and the people who display those values. 

3. Behavioral - when these values are activated, it leads 

to action on our part. 

E. Finally, divide values into two categories. Terminal or ends 

values are those that signify an ideal end stat~ of being or 

existence. They fall into the realm of personal and social 

values. Instrumental or means values are those that signify 

the best methods of achieving the terminal or ends values a 

person has. They fall into the realm of moral and competence 

values. 

Ill. How do values operate in our lives? 

A. Values operate within a system. 

1. Values are prioritized. 

2. The prioritization is done relative to the other values 

one bolds. 

B. An example of a values system is a non-linear spiral line 

that bas _values, represented as bells, all along the spiral. When 



one bell is sounded (when a panicular value is activated) all 

the bells (values) resonate with a certain harmony. However, 

when one attempts to incorporate a value that is not in tune 

with the entire system , either the system must change or the 

value must change. 

C. At the center of the values spiral is a person's core values. 

When these are rung, all .the outer values resonate along with 

them. However, when an outer value is rung, only those 

nearest that value will resonate. Core values are the most 

difficult to change and the most important values a person 

holds . 

IV. Can values be taught? Rokeach suggests the following five-part 

plan for teaching and changing values: 

• Djscussion This is the opportunity for teacher and students 

to discuss the findings of the Rokeach profile and how they 

might be projected to the future. 

• Exploratiop The students must now explore their own 

values and those of others. Their values and value systems are 

being challenged both from within and from without. 

• Sbarine By sharing their own values and ranking 

preferences with others, a students have the opportunity to 

hear and contrast others' views with their own. This provides 

a check and balance for their own views. 

• Tbeorizipc Having identified their own values and 

. comp8!,ed_ them with others, students have the opportunity to 

--
·. 



consider what might be the ideal and how that ideal might 

function in a partiQ.llar society. They further postulate 

whether universal values exist and what they might be. 

• R e leyapce This is a time of synthesis. Students discover 

how the original discussion of their own values and the later 

discussion of ideals and universal values come together. 

V. Call participants' att~ntion to the fact that all of the articles they 

were given last night discuss some aspect ~f values education and 

would serve as excellent resources for bo h theoretical and practical 

ideas. 

CLOSURE: Discuss again what songs were reflective of what values. How 

do those values fit into the understanding of values we've created? End 

the discussion by asking participants to rank those values along the spiral 

continuum discussed earlier. 

CORE VALUE ACTIVITY 

Objectives: 2.1, 3.1 

Resources: Large pieces of white paper, pencils, pens. 

·-



Activities: 

SET INDUCTION: Hand out list of possible values and ask if anyone needs a 

definition of one of these.242 

PRIMARY ACTIVITIES: Divide the group into groups of four or five. Tell 

panicipants to take as much time as necessary to choose the fifteen (15) 

values that most represent their own values system, rank those values in 

numerical order. Participan.ts may add values, especially. Jewish ones, they 

do not feel are represented on this list. As part of the ranking process, 

they should indicate whether the value they are ranking is a Jewish or a 

secular value. 

Now, in the small group, try to do the same assignment for the religious 

school in which the participants teach . We're trying to find out the core 

values of our school. 

CLOSURE: Each group should present to the larger group what values it 

feels are part of the school. Participants should give the rationale for 

choosing those values, as well as the reason for their particular ranking. 

SCHOOL BALLOON ACTIVITY 

Objectives: 2.1, 1.4 

Resources: Large sheets of white butcher paper, markers. 

242 Sec Appet)dix J. 
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Activities: 

SET INDUCTION: Divide into small groups again. Tell participants that they 

are about to take a trip. Ask them to close their eyes and get comfortable, 

and describe to them the following: 

Picture a peaceful spring field. All the flowers are in bloom and the 

smell is fantastic . Look around, all the trees, flowers , children 

laughing and playing. . .. Now you· are looking down on the field . You 

are riding in the air, able to see everything around ' you and beneath 

you. You are riding in a colorful balloon with a glass bottom that 

allows you to silently float above the field and see everything 

without disturbing anything. . .. The balloon continues to drift, and m 

the distance you see a building. As you get closer, you see that the 

building is the synagogue at which you teach. As you get even 

closer, you notice that something is different. The · roof and walls are 

gone. They have been replaced by glass. You can see everything 

that is going on inside your school. However, you can not bear 

anything. Inside you see yourself and your colleagues teaching your 

regular students. Now, please open your eyes. 

PRIMARY ACTIVITIES: Ask participants to, on the paper provided, write 

down the behaviors they see. What are the teachers doing? What are the 

students doing? Who else do you see? What are they doing? What do you 

see in the classrooms? What do you ~e in the other parts of the 

synagogue? Remember, you can only describe behaviors you see, not 

feelings or verbalizations. You can only describe your observations. 

' t ...... . 



After you have described the situation in your school as you saw it, list, 

next to each behavior, the value that behavior reflects. What value 

causes/motivates the behavior you have described ? 

CLOSURE: Now, compare the list of values you thought your school held 

and the list of values you discovered from the balloon. What are the 

differences, the similarities? Each small group should share their 

observations wit~ the entire group. Create a .master list of values you 

OBSERVED in your school. Rank those values. 

TEXT STUDY 

Objectives : 1.1 , 3.2 

Resources : Handouts with the texts printed on them, paper, pencils. 

Activities: 

SET INDUCTION: Distribute Barry Holtz's article "Why Texts: Literature and 

Jewish Education. "243 Ask participants to read the article. Discuss, for a 

moment, the use of texts in Jewish education. 

PRIMARY ACflVITIES: Divide into new small groups. Hand out the text 

handouts. Each handout should have one of the following eleven texts 

printed on it with the following questions: 

24 ~ Sec Appendix K. 
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• "Rabbi Eleazer stated, greater is he who performs Tzedakah than 

[he who offers] all the sacrifices, for it is said, 'to do Tzedakah and 

justice is more acceptable to the Lord than sacrifice ."'244 

• ''Rabbi Eleazer further stated, Gemilut Hasadim is greater than 

Tzedakah, for it is said, sow yourselves according to your Tzedakah, 

but reap according to your Hesed, if a man sows, it is doubtfu l 

whether he will eat [the harvest] or not, .but when a man reaps , he 
' 

will certainly eat. Rabbi Eleazer further stated, the reward of • 
Tzedakah depends entirely upon the extent of Hesed in it (or it is 

said, sow yourselves according to your Tzedakah, but reap according 

to your Hesed."245 

• "As regards Gemilut Hasadim, it is said, 'I desire Hesed and not 

sacrifice.' At the beginning the world was created only b¥ the virtue 

of H esed as it is said, 'the world is built by love.' It once happened 

that Rabbi Yohanan Ben Zakkai went forth from Jerusalem and Rabbi 

Yehoshua went out after him and he saw the Temple destroyed and 

he said, 'Woe unto us, for the place where the sins of Israel find 

atonement is destroyed. Then Rabbi Y ohanan said, 'Grieve not, for 

we have an atonement equal to that of the Temple. And what is this, 

Babylonian Talmud, Sukkah, 49b. 

245 ibid. ... . -
:... . "":" 
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it is Gemilut Hasadim' as it is said, 'I desire Hesed and not 

sacrifice.' "246 

• "Rabbi Judah said, 'Whoever denies the virtue of Gemilut Ha sad im 

is as if he has denied the root. "24 7 (The "root" is the very foundation 

of faith, of Judaism, even of God.) 

• "Simeon the Just was one of the las t survivors of the Great 

Assembly. He used to say, 'The world depends on three things: 

Torah, Divine Worship, and the virtue of loving kindness."'248 

• "Our rabbis taught, 'When Rabbi Eleazar Ben Perata and Rabbi 

Hannia Ben Teradion were arrested, Rabbi Eleazar Ben Perata said to 

Rabbi Hannia Ben Teradion, 'Happy are you that you have been 

arrested on one charge. Woe is me, for I have been arrested on five 

charges.' Rabbi Hannia replied, 'Happy are you who have been 

arrested on five charges but will be rescued. Woe is me who, though 

having been arrested on only one charge, will not be rescued. For 

you have occupied yourself with Torah as well as the virtue of loving 

kindness, whereas I occupied myself with only Torah."'249 

Avot DeRabbi Nathan Perck 4, Section 5. (My translation) 

247 Ecclesiastes Rabbah 7:1 (My translation) 

248 Mishnah, Pirke A vot. 1 :2 

249 Babyloo.jan Talmud, Avodah .Zarah. 17b. 



• In their explanation of the Hebrew Aleph-bet, the Rabbis said, 

"Gimmel Dalet, show loving kindness to the poor. Why is the foot of 

the Gimrnel stretched out to the Dalet? because it is fittin g for those 

who have the virtue of loving kindness to run after the poor. "25 o 

• "Rabbi Yohanan said in the name of Rabbi Bana'ah, 'What is the 

meaning of the verse, 'blessed are you that sow beside the waters, 

that sent for the feet of th~ ox and the ass?' It means this, 'Blessed 

are you,' when you occupy yourselves with Torah and the virtue of 

loving kindness. Their inclination is mastere-d by them, not they by 
I 

their inclination... For what is meant by 'sow'? The virtue of loving 

kindness . " 25 1 

• Seven attributes serve before the throne of glory, they are: 

wisdom, righteousness, justice, the virtue of loving kindness, . 
compassion, truth and peace. As it is said, ''And I ill espouse you 

forever: I will espouse you with righteousness and justice and with 

goodness and mercy. And I will espouse you with faithfulness ; then 

shall you be devoted to the Lord." Rabbi Meir says: Why does the 

verse say "then you shall be devoted to the Lord?" To teach that 

whoever has all these attributes knows the will of God.252 

250 Babylonian Talmud, Shabbat, h . 

251 Babylonian Talmud, Avodah Zarah, Sb. 

252 Avot DeR.ebbi Natan, 37;4. 



• "These are the things for which there is no fixed measure: 

Gleanings, First Fruits, the Feast Offering, the vi rtue of loving 

kindness, and the study of Torah."253 

• "These are the things whose rewards a person enjoys rn this world 

and in the world to come: 

Honoring father and mother 

The virtue of loving kindness 

Making peace between a person and his/her fellow, and 
• 

The study of Torah is equal to them alJ."254 

QUESTIONS: 

1. Based on these texts, what is the virtue of loving kindness? 

2. Of what importance is the virtue of loving kindness? 

3. Why do we concern ourselves with the virtue of loving 

kindness ? 

4. What behaviors might be related to the virtue of loving 

kindness? 

CLOSURE: Return to the large group, where each small group should share 

the text they read and the conclusions they drew based on that text with 

the large group. 

253 Misbnah, Pe'ah, 1:1 

254 ibid. 



GEMILUT HASADIM IN THE CLASSROOM 

Objectives: 1.1 , 1.2, 1.4 

Resources: Large sheets of white butcher paper, markers, paper, pencils . 

Ac tivities: 

SET INDUCTION: Review the poteptial behaviors that might be related to 

Gemilut Hasadim. Ask partic ipants to list some of their own teaching 

behaviors that they believe are related to Gemi/ut H~sadim - be specific . 

PRIMARY ACTIVITIES: Break into new small groups. Each group should 

be instructed to answer the question, How might Gemilut Hasadim affect 

my classroom in the area of: 

• Behavior/Discipline (Teacher and Student) 

• Content 

• Holidays 

• Observance/Ritual 

CLOSURE: Return to the large group, where each small group should share 

their conclusions with the large group. Take notes on large sheets of 

butcher paper and tape these on the walls of the room when finished. 

CREATING ROLE PLAYS 

Objectives: 1.2, 1.3, 1.5 -



Resources: Large sheets of white butcher paper, markers. 

Activities: 

SET INDUCTION: Review the suggestions of how Gemilut Hasadim relates to 

the classroom in the different areas mentioned. 

PRIMARY ACTIVITIES : Break intQ new small groups and in each of the 

four areas mentioned related to classroom activity, create a role-play 
I 

situation based on the way Gemilut Hasadim might affect a classroom in 

the school. The four areas were: 

• Behavior/Discipline (Teacher and Student) 

• Content 

• Holidays 

• Observance/Ritual 

The role play in each area should be clear enough for anyone to 

understand and act out. They should have a duration of about five 

minutes each. It is acceptable for them to be open-ended so the actor can 

decide what to do based on suggestions offered as part of the role play. 

ROLE PLAYING 

Objectives: 1.2, 1.3, 1.4, l.S 

Resources: The role-plays written earlier. 

Activities: 



SET INDUCTION: Meet as a large group. List the four areas under 

discussion that Gemilut Hasadim might affect in the classroom, then review 

the suggestions of how Gemilur Hasadim relates to the classroom in those 

areas . 

PRIMARY ACTIVITIES: Break into small groups, give each group a role­

play or two, and ask them to be ready to act it out in ten minutes. No 

group should have the role-play it wrote. Return to the large group and 

begin watching the role-plays. After each one, ask for comments on what 

other ways a person might have handled the si tuation and if teachers 

would want to try this in their own classrooms. 

SUNDAY 

AN IDEAL GEMILUT HASADIM SCHOOL 

011.jectives : 1.2, 1.4, 1.5, 3.2 

Resources : Large sheets of white butcher paper, markers. 

Activities: 

SET INDUCTION: Divide into small groups again. Tell participants that they 

are about to take another trip. Tell them the following : 

-· 

You are again riding in a colorful balloon with a glass bottom that 

allows you to silently float above the field and see everything 

without disturbing anything. . .. The balloon continues to drif~ and in 

the distance you see a building. As you get closer, you see that the 

b~g is the synagogue BUT NOT THE ONE AT WHICH YOU TEACH. 



nns SCHOOL IS ONE that HAS DONE A PERFECT JOB AT INTEGRATING 

GEMILUT HASADIM INTO THE CLASSROOM AND THE SYNAGOGUE AS 

WHOLE. As you get even closer, you notice that something is 

different. The roof and walls are gone. They have been replaced by 

glass. You can see everything that is going on inside the school. 

However, you can not hear anything. Inside you see PEOPLE LIKE 

yourself and your colleagues teaching ideal regular students. Now, 

please open your eyes. 

PRIMARY ACTIVITIES: Ask participants to, on tpe paper provided, write 

down the behaviors they see. What are the teachers doing? What are the 

students doing? Who else do you see? What are they doing? What do you 

see in the classrooms? What do you see in the other parts of the 

synagogue? Remember, you can only describe behaviors you see. not 

feelings or verbalizations. You can only describe . your observations. 

After you have described the situation in the school as you saw it, list next 

to each behavior the actions that might motivate the value that behavior 

reflects. What value causes/motivates the behavior you have described? 

CLOSURE: Now, compare the master ranked list of values and behaviors 

you observed in YOUR school with those of this ideal school. What are the 

differences, the similarities? Each small group should share their 

observations with the entire group. 

_, . 
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PUTI'ING GEMILUT HASADIM INTO OUR SCHOOL 

OQjectives: 1.4, 1.5 

Resources: Large sheets of white butcher paper, markers. 

Activities: 

SET INDUCTION: Review the many ways in which Gemilut Hasadim can be 

a part of a school based on , their own school and on their view of the ideal 

school. Consider as a large group what their school might do to better 

incorporate the value Gemilur Hasadim . 

PRIMARY ACTIVITIES: Divide into small groups to plan the different 

aspects of an all-school kick-off for their Gemilur Hasadim program. 

Groups should communicate with one another and learn what the others 

are doing. Items to consider include, but are not limited to: 

• Will there be a large program? 

• What will each classroom do? 

• How will teachers be made partners and not just implementors of 

the program? 

• When will this take place? 

• How will students learn about Gemilut Hasadim? 

• What affective resources will be used? 

• What cognitive resources will be used? ...... 

• What publicity will there be? 

• How will parents be involved and infonned? 

• What kind of home follow-up will be planned? 

.. ,. 
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• How will the rest of the congregation be a part of this? 

• What kind of publicity wi ll be done? 

SUMMARY 

Several suggestions come to mind that might be implemented during 

the course of the weekend.. It might be interesting to ask participants to 

make one of their meals a reflection of their commitment to Gemilut 

Hasadim . Following the meal , ask them to discuss what was different 

about the meal, their behavior during the meal, and the way the m~al felt 

to them as a result. Another meal might be spent discussing only 1 topics 

related to Gemilut Hasadim . Ask the participants how this meal was 

different. 

At the conclusion of the weekend, the teachers should each leave 

with as much of the paperwork as they want to keep. That which .is left 

should · be transported to the school and posted in the teacher's lounge or, if 

appropriate, in the hallways. To reinforce the import of the weekend, 

individual thank-you notes should be sent to the participants from the 

director of education, the president of the congregation, and from the 

rabbi. A bulletin article about the weekend should also be published. 
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ROKEACH VALUES PROFILE 

Instruct ions 

On the next pages are 18 values listed in alphabetical order. Your 

task is to arrange them in order of their importance to YOU, as guiding 

principles in YOUR life. Each value is printed on a gummed label which can 

be easily peeled off and pasted in the boxes on the left-hand side of the 

page. 

Study the list carefully and pick out the one value which is the most 

important for you. Peel it off and paste it in Box 1 on the left. 

Then pick out the value which is second most important for you . Peel it 

off and paste it in Box 2. Then do the same for each of the remaining 

values. The value which is least important goes in Box 18. 

Work slowly and think carefully. If you change your mind, feel free 

to change your answers. The labels peel off easily and can be moved from 

place to place. The end result should truly show how you really feel. 



A COMFORTABLE LIFE (a prosperous life) 

AN EXCITING LIFE (a stimulating , active life) 

A SENSE OF ACCOMPLISHMENT (lasting contribution) 

A WORLD AT PEACE (free of war and confl ict) 

A WORLD OF BEAUTY (beauty of nature and the arts) 

EQUALITY (brotherhood, equal opportunity for all) 

FAMILY SECURITY (taking care of loved ones) 

FREEDOM (independence, free choice) 

HAPPINESS (contentednessf 

INNER HARMONY (freedom from inner conflict) · 

MATURE LOVE (sexual and spiritual intimacy) ' 

NATIONAL SECURITY (protection from attack) 

PLEASURE (an enjoyable, leisurely life) 

SALVATION (saved, eternal life) 

SELF-RESPECT (self-esteem) 

SOCIAL RECOGNITION (respect, admiration) 

TRUE FRIENDSHIP (close companionship) 

WISDOM (a mature understanding of life) 

WHEN YOU HAVE FINISHED. GO ON TO THE NEXT PAGE. 

,._ 



. . 

Below is another list of 18 values. Arrange them in order of importance, 

the same as before. 

AMBITIOUS (hard-working, aspiring) 

BROADMINDED (open-minded) 

CAPABLE (competent, effective) 

CHEERFUL (lighthearted, joyful) 

CLEAN (neat, tidy) 

COURAGEOUS (standing up for your beliefs) 

FO'RGIVING (willing to pardon others) 

HELPFUL (working for the welfare of others) 

HONEST (sincere , truthful) 

IMAGINATIVE (daring, creative) 

INDEPENDENT (self reliance , self-sufficient) 

INTELLECTUAL (intell igent, reflective) 

LOGICAL (consistent, rational) 

LOVING (affectionate, tender) 

OBEDIENT (dutiful, respectfu l) 

POLITE (courteous, well-mannered) 

RESPONSIBLE (dependable, reliable) 

SELF CONTROLLED (restrained, self disciplined) 

--; 



Bokeacb Value Change Instrument 

VALUE SURVEY -PART 1 

NAME SEX: MALE FEMALE 

BIRTHDATE CITY AND STATE OF BIRTH 

This is a scientific study of value systems. There are no right or wrong 

answers in this study. The best answer is your own personal opinion . 

This questionnaire is intended not only to gather new scientific facts, but 
• 

also as a teaching devise. In return for your cooperation, we hope to 

provide you with some interesting insights into yourself. 

Below is a list of 18 values in alphabetical order. We are interested in 

finding out the relative importance of these values to you. 

Study the list carefully . Then place a 1 next to the value which is most 

important to you , place a 2 next to the value which is second most 

important, etc. The value which is least important should be ranked 18. 

When you have completed ranking all the values, go back and check over 

your list. Feel free to make changes. Please take all the time you need to 

think about this, so that the end result truly represents your values. 

__ A COMFORTABLE LIFE (a pro~perous life) 

__ AN EXCITING LIFE (a stimulating, active life) -__ A SENSE OF ACCOMPLISHMENT (lasting contribution) 

__ A WORLD AT PEACE (free of war and conflict} 

--.-- A ~ORLD OF BEAUTY (beauty of nature and the arts) 

- ' . ~ ' . 



__ EQUALITY (brotherhood, equal opportunity for all) 

__ FAMILY SECURITY (taking care of loved ones) 

__ FREEDOM (independence, free choice 

__ HAPPINESS (contentedness) 

__ INNER HARMONY (freedom from inner conflict) 

__ MATURE LOVE (sexual and spiritual intimacy) 

__ NATIONAL SECURITY (protection from attack) 

__ PLEASURE (an enjoyablE?, leisurely life) 

__ SALVATION (saved, eternal life) 

__ SELF-RESPECT (self-esteem) 

__ SOCIAL RECOGNITION (respect, admiration) 

_ _ TRUE FRIENDSHIP (close companionship) 

__ WISDOM (a mature understanding of life) 

When you finish this page , go right on to the next page. 



Now we are interested in knowing how you feel about the way you ranked 

these 18 values in general. Please circle one number on the following 

scale : 

2 3 4 5 6 7 8 9 1 0 1 1 

I care very It does not 

much about make much 

the order in difference 

which I ranked which order 

these values. I put them in. 

Below you will find the same 18 values listed again. This time, rank them 

in the order you think MSU students on the average would rank them. 

__ A COMFORTABLE LIFE (a prosperous life) 
__ AN EXCITING LIFE (a stimulating, active life) 
__ A SENSE OF ACCOMPLISHMENT (lasting contribution) 
__ A WORLD AT PEACE (free of war and conflict) 
__ A WORLD OF BEAUTY (beauty of nature and the arts) 
__ EQUALITY (brotherhood, equal opportunity for all) 
__ FAMILY SECURI (taking care of loved ones) 
__ .....ocu;J~olVll'\. d endence, free choice) 
__ HAPPINESS (contentedness) 
__ INNER HARMONY (freedom from inner conflict) 
__ MATURE LOVE (sexual and spiritual intimacy) 
__ NATIONAL SECURITY (protection from attack) 
__ PLEASURE (an enjoyable, leisurely life) 
__ SALVATION (saved, eternal life) 
__ SELF-RESPECT (self-esteem) 
__ SOCIAL RECOGNITION (respect, admiration) 
__ TRUE FRIENDSHIP (close companionship) 
__ WISDOM (a mature understanding of life) 

You have now completed Part I of the Value Survey. 

. . 
' 

When you finish this page, go right on to the next page . 

... , ...... . 
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VALUE SURVEY - PART 2 

Please do not sign your name I 

Now copy your answers from the value scale on Page 1 (your own value 

rankings) onto this page. 

MY OWN VALUE SYSTEM 

A COMFORTABLE LIFE --
--AN EXCITING LIFE 

__ A SENSE OF ACCOMPLISHMENT 

__ A WORLD AT PEACE 

A WORLD OF BEAUTY --

--EQUALITY 

-- FAMILY SECURITY 

__ FREEDOM 

__ HAPPINESS 

__ INNER HARMONY 

__ MATURE LOVE 

__ NATIONAL SECURITY 

__ PLEASURE 

__ SALVATION 

__ SELF-RESPECT 

__ SOCIAL RECOGNITION 

__ TRUE FRIENDSHIP 

__ WISDOM 

When you have finished this page: 

1 . Hand in Part /. 

2. Wait for further instructions. DO NOT GO ON TO THE NEXT 

PAGE. 



Now, I would like to tell you some th ings we have already found out about 

the value systems of Michigan State students. I am sure that many of you 

would like to know what they are. 

This same value system scale was filled out by 298 students in 

Psychology 151 . The responses of these students were obtained and 

averaged together. The table below shows the results . 

TABLE 1. RANK ORDER OF IMPORTANCE TO 

298 MICHIGAN STATE STUDENTS 

1 3 A COMFORTABLE LIFE 
1 2 AN EXCITING LIFE 

6 A SENSE OF ACCOMPLISHMENT 
10 A WORLD AT PEACE 

1 7 A WORLD OF BEAUTY 
1 1 EQUALITY 

9 FAMILY SECURITY 
1 FffHXJv1 
2 HAPPINESS 

8 INNER HARMa-N 
5 MATURE LOVE 
1 6 NATIONAL SECURITY 

18 PLEJ&JRE 

14 SALVATION 

15 SOCIAL RECOONITION 
4 SELF-RESPECT 
7 TRUE FRIENDSHIP 

3 WISOCM 



.. . .. .. 

One of the most interesting findings shown in Table 1 is that the students, 

on the average, felt that freedom was very important - they ranked it 1; 

but they felt that equality was considerably less important - they ranked 

it 11 . Apparently, Michigan State students value freedom far more highly 

than they value equality. This suggests that MSU students in general are 

much more interested in their own freedom than they are in freedom for 

other people . 

. 
Feel free to spend a few minutes comparing your own rankings on the 

preceding page with those of the 298 students. shown in Table 1. After 

doing that, please stop and wait for further instructions. DO NOT GO ON TO 

THE NEXT PAGE. 
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We have one other finding which we think is unusually interesting. In 

order to make this finding more meaningful and relevant to you personally, 

you should first answer honestly the following question on civil rights: 

Are you sympathetic with the aims of the civil rights demonstrators? 

_ Yes, and I have personally participated in a civil rights demonstration . 

_ Yes, but I have not participated in a civil rights demonstration. 

No. 

The 298 students who participated in the previous study of value systems 

were asked this same question. They were divided into three groups, 

according to how they responded. Table 2 shows the average rankings of 

Freedom and Equality for each of these three groups. 

TABLE 2. AVERAGE RANKINGS OF FREEDOM ANO EQUALITY BY MSU 

STUDENTS FOR ANO AGAINST CIVIL RIGHTS 

Yes, and Have Yes, But Have No, Not Sympathetic 
Participated Not Participated to Civil Rights 

AHlXM 6 1 2 
EQUALITY 5. ll 1.Z 
DIFFERENCE +1 -1 0 -1 5 

Notice in Table 2 that: -
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1. Pro and anti-civil rights students all value freedom highly. Of 

18 values all groups rank freedom among the top six. 

2. Students who are strongly for civil rights value equality 

rather highly - they ranked it 5; but those against civil rights place a 

much lower value on equality - they ranked it 17 to importance. Those 

who are sympathetic but nonparticipants ranked equality 11 . 

3. The distance between freedom and equality is + 1 for the strong 

civil rights group, -1 O for the middl~ group, and -15 for the anti-civil 

rights group. 

Apparently both freedom and equality are important to some people, while 

to others freedom is very important but equality is not. 

This raises the question whether those who are against civil rights are 

really saying that they care a great deal about their own freedom but are 

indifferent to other people's freedom. Those who are for civil rights are 

perhaps really saying they not only want freedom for themselves, but for 

other people too. What do you think? 

1 2 3 4 
I agree 
strongly with this 
interpretation . 

(Please circle one number) 

5 6 7 
I'm not 
sure. 

8 9 1 0 11 
I disagree 
strongly 
with this 
interpretation. 

Before you go on to the last part of this questionnaire, please spend a few 

minutes comparing your own rankings from the first page with these 

results. Then go on to the next page. 

- .. -



We would now be most interested to find out how you feel about the 

method we have used to teach you something about the value systems of 

Michigan State students. 

Did you find it thought-provoking? 

1 2 3 4 
Extremely 
thought-provoking 

5 6 7 8 9 1 0 11 
Extremely 

boring 

Do you think this technique of teaching will lead Y.OU to do some more 

thinking about your own values? 

1 2 
Yes, very 
much 

3 4 5 6 7 8 9 1 0 11 
No, not 

at all 

Do you feel that your responses were somewhat hypocritical? 

1 2 3 
Yes, very 
hypocritical 

4 5 6 7 8 9 1 0 11 
No, not at all 
hypocrit ical 

Right now, how satisfied do you feel about the way you have ranked the 

eighteen values? 

1 2 3 
Extremely 
satisfied 

4 5 

GOON TO THE NEXT PAGE. 

6 7 8 9 10 11 
Extremely 

dissatisfied 



Now look again for a moment at your own rankings on the first page. 

Which rankings do you now fee l satisfied or dissatisfied with? (Please 

indicate whether you now feel satisfied or dissatisfied with each one , by 

a check mark or an X) 

I am satis­
fied with my 
ranking of: 

- ·-

--

I am dis­
satisfied with 
my ranking of: 

--·--

--
- -
- -
- -
- -

- -
- -

--

A COMFORTABLE LIFE 

AN EXCITING LIFE 

A SENSE OF ACCOMPLISHMENT 

A WORLD AT PEACE 

A WORLD OF BEAUlY 

EQUALllY 

FAMILY SECURllY 

~ 

HAPPINESS 

INNER HARMO'N 

MATURE LOVE 

NATIONAL SECURllY 

PL.EA.$URE 

SALVATION 

SELF-RESPECT 

SOCIAL RECOGNITION 

TRUE FRIENDSHIP 

WISDOM 



In your own opinion, do you think that the Michigan State findings I have 

described to you are scientifically valid? 

___ Yes ___ No 

In the space below, please explain why you answered the previous question 

the way you did. 

Do you have any other comments you wish to make about th is study? . 
Please comment in the space below. Remember, everything in this 

questionnaire is absolutely confidential , and to be used only for scientific 

purposes. 

Thank you for your cooperation. 

. . -. ... ~-.; 
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!NTBODUCTIQN 

VALUES AND THEIR DEFINITIONS 

List of 125 Values 

These definitions are brief and are not intended to be comprehensive. 

They do provide a working guideline for persons seeking to understand the 

meaning of a value. 

1. Accountability /Ethics: The . ability that flows from one's 
• 

personal awareness of one's own system of moral principles to enrich 
• 

others by addressing their conduct in relationship to their value system. 
I 

This assumes the capacity to understand another's level of ethical 

maturity . 

2. Achievement /Success : Accomplishing something noteworthy and 

admirable in the world of work or education. 

3. Adaptablllty / flexlbllity : To adjust one's self readily to 

changing conditions and to remain pliable during ongoing change. 

4. Administration/Control: Having the authority to be in command 

and to exercise specific management functions and tasks in institutions. 

5. Affection/Physical: Physical touching which expresses fondness 

or devotion. 

6. Art/Beauty/as Pure Value: Experiencing and/or providing 

pleasure through that which is aesthetically appealing, in both natural and 
..... 
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person-made creations, for the mental and emotional stimulation and 

pleasure it provides. 

7. (Self) ~n/Directness: The will to put one's self forward 

boldly regarding a personal line of thought or action. 

8. Being Liked: To experience friendly feelings from one's peers. 

' 
9. Being Self: The capacity to own one's truth about one's self and 

I 

the world with objective awareness of personal stren~ths and limitations, 

plus the ability to act both independently and cooperatively when 

appropriate . 

1 O. Care/Nurture: To be physically and emotionally supported by 

family and friends throughout one's life from childhood through aging and 

to value doing the same for others. 

11 . Collaboration/Subsidiarity: The ability of an organizational 

leader to cooperate interdependently with all levels of management to 

insure full and appropriate delegation of responsibility. 

12. Communication/Information : Effective and efficient 

transmission and flow of ideas and factual data within and between 

persons, departments and divisions of an organization. 

13. Communlty/Personallst: Sufficient depth and quality of 

commitment to a group, its members and its purpose so that both - -

.. 



independent creativity and interdependent cooperation are maximized 

simultaneously . 

14. Community/Supportive: The recognition and will to create a 

group of peers for the purpose of ongoing mutual support and creative 

enhancement of each individual. It is the additional awareness of the need 

for such a group in the work environment and with peer professionals 

necessary to enable one to detach from external pressures that deter one 

from acting with clarity on chosen values and ethical principles that 

might be otherwise compromised. 

15. (Self) Competence/Confidence: Realistic and objective 

confidence that one has the skills to achieve in the world of work and to 

feel that those skills are a positive contribution . 

16: Competition: To be energized by a sense of rivalry, to be first or 

most respected in a given arena, e.g. sports, education or work. 

17. Congruence: The capacity to experience and express one's feelings 

and thoughts in such a way that what one experiences internally and 

communicates externally to others is the same. 

18. Construction/New Order: To develop and initiate a new 

institution for the purpose of creatively enhancing society. This assumes 

technological, interpersonal and management skills. 

. - -· -



• 

19. Contemplation/Asceticism : Self-discipl ine and the art of 

meditation that prepares one for intimacy with others and spirituality. 

20. Control/Order/Discipline: Providing restraint and direction to 

achieve methodological arrangement of persons or things according to the 

prescribed rules. 

21 . Convivial Technology: .Jhe capacity to creatively apply 

technological expertise, both organ izationally and y.iith technical 

instruments, to develop means to improve social ~ond itions in the world 

by improving means of distributing the basic necessities of li fe . 

22. Cooperation/Complementarity : The capacity to enable persons 

in a corporation or institution to work cooperatively with one another 

such that the unique skills and qualities of one i'ldividual supplement, 

support and enhance the skills and qualities of the others in the group. 

23. Corporation/New Order: The skills, capacity and will to create 

new organizational styles or to improve present institutional forms in 

order to creatively enhance society. 

24. Courtesy/Hospltallty: Offering polite and respectful treatment 

to others as well as treating quests and strangers in a friendly and 

generous manner. It also includes receiving the same treatment from -
others. 



25. Creativity/Ideation: The capacity for original thought and 

expression that brings new ideas and images into a practical and concrete 

reality in ways that did not previously exist. 

26. Criteria/Rationality : The trained capacity to think logically and 

reasonably based on a formal body of information . The capacity to 

exercise reason before emotions. 

27. Decision/Initiation: To feel that it is one's responsibility to 

begin a creative course of action , or to act on one's conscience without 

external prompting. 

28. Design/Pattern/Order: Awareness of the natural arrangement of 

things plus the ability to create new arrangements through the initiation 

of arts, ideas or technology; e.g. architecture. 

29. Detachment/Solitude: The regular discipline of non-attachment 

that leads to quality relationships. 

30. Detachment/Transcendence: Exercising spiritual discipline and 

detachment so that one experiences a global and visionary perspective. 

31 . Dexterity/Coordination: Sufficient harmonious interaction of 

mental and physical functions to perform basic instrumental skills. 



32 . Discernment/Communal: The capacity or skill to enable a group 

or organization to come to consensus decisions relative to long term 

planning through reflection and honest interaction . 

33. Duty/Obligation: Closely following established cus_toms and 

regulations out of dedication to one's peers and a sense of responsibility 

to institutional codes. 

34. Economics/Profit: Accumulation of physical wealth to be secure 

and respected. 

35. Economics/Success: To attain favorable and prosperous financial 

results in business through effective control and efficient management of 

resources. 

36. Ecority/Aesthetics: The capacity, skills and personal , 

organizational or conceptual influence to enable persons to take authority 

for the world and to enhance its beauty and balance through creative 

technology in ways that have worldwide influence. 

37. Education/Certification: Completing a formally prescribed 

process of learning and receiving documentation of that process. 

38. Education/Knowledge/Insight: The experience of ongoing -
learning ·as a means of gaining new facts, truths and principles. 



39. Efficiency/Planning: Thinking about and designing acts and 

purposes in the best possible and least wasteful manner before 

implementing them. 

40. Empathy: Reflecting and experiencing another's feelings and state 

of being through a quality of presence that has the consequence of them 

seeing themselves with more clarity, without any words necessarily 

having been spoken. 
' 

41 . Endurance/Patience: The ability to bear difficult and painful 

experiences, situations or persons with calm stability and perseverance. 

42 . Equality/Liberation: Experiencing one's self as having the same 

value and rights as all other human beings in such a way that one is set 

free to be one's self and to free others to be themselves. T.his is the 

critical consciousness of the value of being human. 

43. Equilibrium: Maintaining a peaceful social environment by averting 

upsets and avoiding conflicts. 

44. Equity/Rights: Awareness of the moral and ethical claim of all 

persons, including one's self, to legal, social and economic equality and 

fairness, plus a personal commitment to defend this claim. 

45. Evaluation/Self System: Appreciating an objective appraisal of 

one's self and being open to what others reflect back about one's self as 

necessary for Sflf-awartne§s and personal growth. . . 



• 

.. 

46 . Expressiveness/Freedom/Joy: To share one's feel ings and 

fantasies so openly and spontaneously that others are free to do the same. 

47. Faith/Risk/Vision: Behavioral commitment to values that are 

considered life-giving even at risk to one's life. 

48 . Family/Belonging: The people to )Vhom one feels primary bonds of 

relationship and acceptance and the place of dwelling of one's parents. 
I 

49 . Fantasy/Play: The experience of personal worth through 

unrestrained imagination and personal amusement. 

50 . Food/Warmth/Shelter: Personal concern about having adequate 

physical nourishment, warmth and comfort and a place of r~fuge from the 

elements. 

51 . Friendship/Belonging: To have a group of persons with whom one 

can share on a day-to-day basis. 

52. Function/Physical: Concern about the ability to perform minimal 

manipulations of the body to care for one's self and concern about the 

body's internal systems and their ability to function adequately. 

-53. Genero•lty/Servlce: To share one's unique gifts and skills with 

others as a way of serving humanity without expecting reciprocation. 

-



54. Growth/Expansion: The ability to enable an organization to 

develop and grow creatively. This assumes skills in management design 

and organizational development at a corporate level. 

55. Health/Healing/Harmony: Soundness of mind and body that flows 

from meeting one's emotional and physical need through self-awareness 

and preventive discipline. This includes an understanding that 

commitment to maintaining one's inner rhythm and balance relates to 

positive feelings and fantasy. 

56. Hierarchy/Propriety/Order: The methodical, harmonious 

arrangement of persons and things ranked above one another in conformity 

to established standards of what is good and proper within an 

organization . 

57. lionor: High respect for the worth, merit or rank of those in 

authority, e.g. parents, superiors and national leaders. 

58. Human Dignity: Consciousness of the basic right of every human 

being to have respect and to have her/his basic needs met that will allow 

her/him the opportunity to develop her/his maximum potential. 

59. Human Rlght1/World Social Order: Committing one's talent, 

education, training and resources to creating the means for every person 
-in the wDrld to experience her/his basic right to such life-giving 

resources as food, habitat, employment, health and minimal practical 

education. 



.. 

60. Independence: Thinking and acting for one's self in matters of 

opinion, conduct, etc., without being subject to external constraint or 

authority . 

61 . Integration/Wholeness: The inner capacity to organize the 

personality (mind and body) into a coordinated, harmonious totality. 

62. Interdependence: Seeing and acting on the awareness that 

personal and inter-institutional cooperation are always preferable to 
4 

individual decision-making. 

63. (Self)lnterest/Control: Restraining one's feelings and 

controlling one's personal interests in order to survive physically in the 

world . 

64. Intimacy: Sharing one's full personhood -- thoughts, feelings, 

fantasies and realities - mutually and freely with the total personhood 

of another on a regular basis. 

65. Intimacy and Solitude as Unitive: The experience of personal 

harmony that results from a combination of meditative practice and 

mutual openness and total acceptance of another person which leads to 

new levels of meaning and awareness. 

66. Justice/Global Dl8trlbutlon: Commitment to the fact that all 

persons havt equal value but different gifts and abilities to contribute to -· . 



society, combined with the capacity to el icit inter-institutional and 

governmental collaboration that will help provide the basic life 

necessities for the poor in the world. 

67. Justice/Social Order: Taking a course of action that addresses, 

confronts and helps correct conditions of human oppression in order to 

actualize the truth that every human being is of equal value . 

. 
68. Knowledge/Discovery/Insight : The pursuit of truth through 

I 

patterned investigation. One is motivated by increased intuition and 

understanding of the wholeness of reality. 

69. Law/Gu lde: Seeing authoritative principles and regulations as a 

means for creating one's own criteria and moral conscience, and 

questioning those rules until they are clear and meaningful. 

70. Law/Rule: Governing one's conduct, action and procedures by the 

established legal system or code. Living one's life by the rules. 

71. Lelaure/Freesence: Use of time in a way that requires as much 

skill and concentration as one's work but that totally detaches one from 

work so that the spontaneous self is free to emerge in a playful and 

contagious manner. 

72. Llfe/Self/Actuallzatlon: The I nner drive toward experiencing 

and expressing the totality of one's being through spiritual, psychological, 



physical and mental approaches which enhance the development of one's 

maximum potential. 

73. Limitation/ Acceptance: Giving positive mental assent to the 

reality that one has boundaries and inabilities. This includes an objective 

self-awareness of one's strengths and potential as well as weakness and 

inability. The capacity for self-criticism. 

74. Limitation/Celebration: The recognition that on~·s limits are the 

framework for exercising one's talents. The ability to laugh at one's own 

imperfections. 

75. Loyalty/Fidelity: Strict observance of promises and duties to 

those in authority and to those in close personal relationships. 

· 76. Macroeconomics/World Order: The ability to manage and direct 

the use of financial resources at an institutional and inter-institutional 

level toward creating a more stable and equitable world economic order. 

77. Management: The control and direction of personnel in a business 

or institution for the purpose of optimal productivity and efficiency. 

78. Memberships/Institution: The pride of belonging to and 

functioning as an integral part of an organization, foundation, 

establishment, etc. 

... -



79. Mlnessence: The capacity to miniaturize and simplify complex 

ideas or technological instruments (tools) into concrete and practical 

objectifications in a way that creatively alters the consciousness of the 

user. 

80 . Mission/Objectives: The ability to establish organizational goals 

and execute long-term planning that takes into consideration the needs of 

society and how the organization co,.ntributes to those needs. 

81 . Mutual Responsibility/ Accountability: The skills to maintain a 
t 

reciprocal balance of tasks and assignments with others So that everyone 

is answerable for her/his own area of responsibility. This requires the 

ability to mobilize one's anger in creative and supportive ways so as to 

move relationships to increasing levels of cooperation. 

82·. Obedience/Duty: Dutifully and submissively complying with moral 

and legal obligation established by parents and civic and religious 

authorities . 

83. Obedience/Mutual Accountability: Being mutually and equally 

responsible for establishing and being subject to a common set of rules 

and guidelines in a group of persons. 

84. Ownership: Personal and legal possessions of skills, decisions, and 

property that gives one a sense of Personal authority. 

. - -· -



85. Patriotism/Esteem: Honor for one's country based on personal 

devotion, love and support. 

86. Personal/Authority/Honesty: The freedom to experience and 

express one's full range of feel ings and thought in a straightforward, 

objective manner. This ability comes from a personal integration of 

thoughts and feelings and results in experiencing one's own integrity and 

power. 

87. Physical Delight: The joy of experiencing a_JI the senses of one's 

body. 

88 . Pioneerism/lnnovatlon/Progress: Introducing and originating 

creative ideas for positive change in social organizations and systems and 

providing the framework for actualizing them. 

89 . Play/Recreation: A pastime or diversion from the anxiety of day­

to-day living for the purpose of undirected, spontaneous refreshment 

(which provides for a potential self to be experienced) . 

90. Presence/Swelling: The ability to be with another person that 

comes from inner self-knowledge which is so contagious that another 

person is able to ponder the depths of who he or she is with awareness and 

clarity . 

91. (Self) Preservation: Doing what is necessary to protect one's 

self from physical harm or destruction in an alien world. 
' _. -



92. Prestige/ Image: Physical appearance which reflects success and 

achievement, gains the esteem of others and promotes success. 

93. Productivity : To feel energized by generating and completing 

tasks and activities and achieving externally established goals and 

expectations. 

94. Property/Control: Accumulating property anp exercising personal 

direction over it for security and for meeting one's b asic physical and 

emotional needs. 

95. Prophet/Vision : The ability to communicate the truth about global 

justice issues and human rights in such a lucid manner that the hearer is 

able to transcend her/his limited personal awarenes~ and gain a new 

perspective on herself/himself and the needs of the disadvantaged. 

96. Relaxation : Diversion from physical or mental work which reduces 

stress and provides a balance of work and play as a means of realizing 

one's potential. 

97. Research/Orlglnallty/Knowledge: Systematic investigation and 

contemplation of the nature of truths and principles about people and 

human experience for the purpose of creating new insights and awareness. 

98. Reaponalblllty: To be personally accountable for and in charge of 

a specifip area <!. ~urse of action in one's organization or group. . ~ ,, 



99 . Rights/Respect : The moral principle of esteeming the worth (and 

property) of another as I expect others to esteem me (and mine). 

100. Ritual/Communication: Skills and use of liturgy and the arts as a 

communication medium for raising critical consciousness of such themes 

as world social conditions and awareness of the transcendent. 

101 . Rule/Accountability: The need to have each J.l0rson openly explain 

or justify her/his behavior in relationship to the established codes of 

conduct, procedures, etc. 

102. Safety/Survival: Concern about the ability to avoid personal 

injury, danger of loss and to do what is necessary to protect one's self in 

adverse circumstances. 

103. Search/Meaning/Hope: A personal exploration arising from an 

inner longing and curiosity to integrate one•s feelings, imagination and 

objective knowledge in order to discover one•s unique place in the world. 

104. Security: Finding a safe place or relationship where one 

experiences protection and is free from care and anxieties. 

105. Sensory Pleasure/SexualltJ: Gratifying one's sensual desires 

and experiencing one's sexual identity. 

-· -



, 106. Service/Vocation: To be motivated to use one's unique gifts and 

skills to contribute to society through one's occupation, business, 

profession or calling. 

107. Sharing/Listening/Trust : The capacity to actively and 

accurately hear another4s thoughts and feelings and to express one's own 

thought and feelings in a climate of mutual confidence in each other's 

integrity. 

108. Simplicity/Play: The capacity for deeply appreciating the world 

combined with a playful attitude toward organizations and systems that 

is energizing and positive. The ability to see simplicity in complexity and 

to be detached from the world as primarily material in nature. It can 

include the mutual sharing of property within a group. 

. . 
109. Social Affirmation: Personal respect and validation coming from 

the support and respect of one's peers which is necessary for one to grow 

and succeed. 

110. Support/Peer: To have persons who are one's equals who sustain 

one in both joyful and difficult times. 

111 . Synergy: Experiencing the relationships of persons within a group 

to be harmonious and energized so that the outcome of the group far -
surpasses its predicted ability based on the total abilities of its 

individual members. 



112. Technology/Science: Systematic knowledge of the physical or 

natural world and practical applications of the knowledge through man­

made devices and tools. 

113. Territory/Security : Provision for physically defending property , 

a personal domain or nation state. 

114. Tradition: Recognizing the importance of ritual izing family 
• history, religious history and national history in one's life so as to enrich 

I 

its meaning. 

115. Transcendence/Global Equality : Knowing the practical 

relationship between human oppression, freedom and creative ecolog ical 

balance based on a simultaneous awareness of the finite and the infinite 
. 

so that tone can influence changes that promote greater human equality. 

116. Truth/Wisdom/Integrated Insight: Intense pursuit and 

discovery of ultimate truth about all other activities. This results in 

intimate knowledge of objective and subjective realities which converge 

into the capacity to clearly comprehend persons and systems and their 

inter-relationships. 

117 Unity/Diversity: Recognizing and acting administratively on the 

belief that an organization is creatively enhanced by giving equal 

opportunity to persons from a variety of cultures, ethnic backgrounds and 

diverse training. 



118. Unity/Uniformity: Harmony and agreement in an institution that 

is established to achieve efficiency, order, loyalty and conformity to 

established norms. 

199. Wonder/Awe/Fate: To be filled with marvel, amazement and fear 

when faced with the overwhelming grandeur and power of one's physical 

environment. 

120. Wonder/Curiosity/Nature : A sense of marvel and amazel'}'lent 

about the physical world coupled with a desire to learn about it and 

explore it personally. 

121 . Word : The ability to communicate universal truths so effectively 

that the hearer becomes conscious of her/his limitations such that life 

and hope are renewed in the individual hearer. 

122. Word/Labor : To have skills and rights that allow one to produce a 

minimal living for one's self and one's family. 

123. Workmanship/ Art/Craft: Skills requiring manual dexterity that 

produce artifacts and modify or beautify person-made environment. 

124. Worship/Faith/Creed: Reverence for and belief in God that is 

expressed and experienced through a commitment to doctrines and -
teachings of religious belief. 



125. Self Worth: The knowledge that when those respects and esteems 

really know her/him, they will affirm that she/he is worthy of that 

respect. 
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The Six Stages of Moral Judgment 

Leyel A. Preconyentlonal Leyel 

Stage 1. The Stage of Punishment and Obedience 

Content 

Right is literal obedience to rules and authority, avoiding 

punishment, and not doing physical harm. 

1. What is right is to avoid brepking rules, to obey for obedience 

sake, and to avoid doing physical damage to people and prqperty. 

2. The reasons for doing right are avoidance of punishment and 

the superior power of authorities. 

Socjal Perspective 

This stage takes an egocentric point of view. A personal at this 

stage doesn't consider the interests of others or recognize they differ 

from actor's, and doesn't relate two points of view. Acti~ns are judged in 

· terms ·of physical consequences rather than in terms of psychological 

interests of others. Author's perspective is confused with one's own. 

Stage 2. The Stage of Individual Instrumental Purpose and 

Exchange 

Content 

Right is serving one's own or other's needs and making fair deals in 

terms of concrete exchange. 

1. What is right is following rules when it is to someone's -
immediate. interest. Right is acting to meet one's own interests and needs 

and letting others do the same. Right is also what is fair; that is, what is 

an equal exchange, a deal, an agreement. -· - --



2. The reason for doing right is to serve one's own needs or 

interests in a world where one must recognize that other people have 

their interests, too. 

Socja! Perspectjye 

This stage takes a concrete individualistic perspective . A person at 

this stage separates own interests and points of view from those of 

authorities and others. He or she is aware everybody has individual 

interests to pursue and these conflict, so that right is relative (in the 
' concrete individualistic sense) . The person integrates or relates 

conflicting individual interests to one another through instrumental 
( 

exchange of services, through instrumental need for the' other and the 

other's goodwill, and through fairness giving each person the same amount. 

Level B. Conventional Level 

Stage 3. The Stage of Mutual Interpersonal Expectations, 

Relationships, and Conformity 

Content 

The right is playing a good (nice) role, being concerned about the 

other people and their feelings, keeping loyalty and trust with partners, 

and being motivated to follow rules and expectations. 

1 . What is right is living up to what is expected by people close 

to one or what people generally expect of people in one's role as son, 

sister, friend, and so on. "Being good" is important and means having good 

motives, showing concern about others. It also means keeping mutual 

-relationship~. maintaining trust. loyalty, respect and gratitude. 

2. Reasons for doing right are needing to be good in one's own 

eyes and those of others, caring fo~ others, and because if one puts . -



oneself in the other person's place one would want good behavior from the 

self (Golden Rule) . 

Socjal Perspectjye 

This stage takes the perspective of the individual in relationship to 

other individuals. A person at this stage is aware of shared feelings, 

agreements, and expectations, which take primacy over individual 

interests. The person relates points of view through the "concrete Gold 

Rule," putting oneself in the other person's shoes. He or she does not . 
consider generalized "system" perspective. 

I 

Stage 4. The Stage of Social System and Con"9cience 

Maintenance 

Content 

The right is doing one's duty in society, upholding the social order, 

and maintaining the welfare of society or the group. . 
1 . What is right is fulfilling the actual duties to which one has 

agreed. Laws are to be upheld except in extreme cases where they 

conflict with other fixed social duties and rights. Right is also 

contributing to society, the group or institution. 

2. The reasons for doing right are to keep the institution going as 

a whole, set respect or conscience as meeting one's defined obligations, or 

the consequence "What if everyone did it?" 

Socja! perspective 

This stage differentiates societal point of view from interpersonal 

agreement or motives. A person at thif" stage takes the viewpoint of the 

system which defines roles and rules. He or she considers individual 

relations in terms of place in the system. 



Leyel B/C. Transitional Level 

This level is postconventional but not yet principled. 

Content of Transjtjon 

At Stage 4 1/2, choice is personal and subjective. It is based on 

emotions, conscience is seen as arbitrary and re lative, as are ideas such 

as "duty" and "morally right." 

Transjtjonal Socja! perspectjye 

At ttiis stage, the perspective is that of an individual standing 

' outside of his own society and considering himself as an individual making 
c 

decisions without a generalized commitment or contract with society. 

One can pick and choose obligations, which are defined by particular 

societies, but one has no principles for such choice. 

Leyel C. postconyentional and Principled Leyel . 
. Moral decisions are generated from rights, values, or principles that 

are (or could be) agreeable to all individuals composing or creating a 

society designed to have fair and beneficial practices. 

Stage 5. The Stage of Prior Rights and Society Contract or 

Utlllty 

Content 

The right is upholding the basic rights, values, and legal contracts of 

a society, even when they conflict witn the concrete rules and laws of the 

group. 



1. What is right is being aware of the fact that people hold a 

variety of values and opinions, that most values and rules are relative to 

one's group. These "relative" rules should usually be upheld, however, in 

the interest of impartiality and because they are the social contract. 

Some nonrelative values arid rights such as life, and liberty, however, 

must be upheld in any society and regardless of majority opinion. 

2. Reasons for doing right are, in general, feel ing obligated to 

obey the law because one has made a social contract ta. make and abide by 
• 

' laws for the good of all and to protect their own rights and the rights of 

' others. Family, friendship, trust, and work obligations are also 

' commitments or contracts freely entered into and entail respect for the 

rights of others. One is concerned that laws and duties be based on 

rational calculation of overall utility : "The greatest good for the greatest 

number." 

Socjal persgectjye 

· This stage takes a prior-to-society perspective - that of a rational 

individual aware of values and rights prior to social attachments and 

contracts. The person integrates perspectives by formal mechanisms of 

agreement, contract, objective impartiality, and due process. He or she 

considers the moral point of view and the legal point of view, recognizes 

they conflict, and finds it difficult to integrate them. 

Stage 6. The Stage of Universal Ethical Principles 

Content 

This stage assumes guidance by universal ethical principles that all 

humanity should follow . 

... . -
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1. Regarding what is right, Stage 6 is guided by universal ethical 
...... 

principles. Particular laws or social agreements are usually valid because 

they rest on such principles. When laws violate these principles, one acts 

in accordance with the principle . Principles are universal principles of 

justice; the equality of human rights and respect for the dignity of human 

beings as individuals. These are not merely values that are recognized, 

but are also principles used to generate particular decisions. 

2. The reason for doing right i~ that, as a rational person, one has 

seen the validity of principles and has become committed to them. 
I 

Social perspectjye 

This stage takes the perspective of a moral point of view from 

which social arrangements derive or on which they are grounded. The 

perspective is that of any rational individual recognizing the nature of 

morality or the basic moral premise of respect for other persons as ends, 
!# 

not means. 
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The Morally Mature Person 

What kind of human being do we want to emerge from our efforts at 

moral education? What are the characteristics of the morally mature 

person? 

A moment's reflection tells us that moral maturity is more than just 

knowing w,hat is right. The world is full of people who know what is righ t 

but set moral considerations aside when they find it expedient to do so . 

To be moral means to value morality, to take moral obligations seriously. 

It means to be able to judge what is right but also to care deeply about 

doing it - and to possess the will, competence, and habits needed to 

translate moral judgment and feeling into effective moral action . 

We submit that the morally mature person has six. major 

characteristics, which are derived from universal moral and democratic 

principles. These characteristics offer schools and communities a 

context for discourse about school programs and moral behavior. 

The morally mature person habitually: 

1. Respects human dignity, which includes 

• showing regard for the worth and rights of all persons, 

• avoiding deception and dishonesty, 

• promoting human equality, 

• respecting freedom of cqriscience, 

• working with people of different views, and 

• refraining from prejudiced actions. 

2. Cares about.Jhe welfare of others, which includes . -.....: 
~ ~ -.: 



.. • recognizing interdependence among people , 

• caring for one's country, 

• seeking social justice, 

• taking pleasure in helping others. and 

• working to help others reach moral maturity. 

3. Integrates individual interests and social responsibilities, whi ch 

includes 

• becoming involved in community life, 

• doing a fair share of community work. 

• displaying self-regarding and other-regarding moral virtues 

- self-control , diligence, fairness, kindness, honesty , civility 

- in everyday life. 

• ful filling commitments, and 

• developing self-esteem through relationships with others. 

4. Demonstrates integrity, which includes 

• practicing dil igence, 

• taking stands for moral principles. 

• displaying moral courage, 

• knowing when to compromise and when to confront, and 

• accepting responsibility for one's choices. 

5 Reflects on moral choices, which includes 

• recognizing the moral issues involved in a situation, 

• applying moral principles (such as the golden rule) when 

making moral judgments, 

• thinking about the consequences of decisions, and 

• seeking to be informed about important moral issues in 

society and the world. 
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6 Seeks peaceful resolution of conflict, which includes 

• striving for the fair resolution of personal and social 

conflicts, 

• avoiding physical and verbal aggression . 

• listening carefully to others, 

• encouraging others to communicate, and 

• working for peace. 

In general, then, the morally mature person understa9ds moral 

principles and accepts responsibility for applying them. 

-ASCD Panel on Moral Education 
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CARING 

The Bible states "Love thy neighbor as thyself." Caring is feeling support 

for self and concern for others. Caring moves us to work for the welfare 

of others. Caring is not just an emotion . It includes our ability to 

understand the situation of another. We care only in relation to how much 

we understand. We as teachers can promote the desire and ability to care . 

Ideas for Promoting Caring in the Classroom 

1. Learning to listen to others: Have students practice restating 

classmates' words in their own words. In pairs have students tell 

something about themselves as the other listens closely. Then. the other 

student reports what s/he heard to the class. 

2. Make holiday cards for classmates or shut-ins. 

3. Care for class pet. Care for class plants. 

4. Set up peer tutoring for Hebrew studies . 

5. Make a bulletin board about friendship. 

6. Study Jewish texts on compassion . 

Exodus 22:20-23-"You shall not wrong a stranger or oppress him .... " 

Leviticus 19 :9-10-"Leave the corners of your field for the poor. .. . " 

Maimonides' Ladder of Tzedakah 

Ethics of the Fathers 

JUDGING 

When we look at certain actions and we say they are right or wrong , ought 

or ought not to be done, we are making moral judgments. We also make 

moral judgments about people, motives, or traits of character; for 

example, "Sarah was a good woman." In other cases, we-make statements 

about what the godly way consists of, and what should be classified and 

passed on to the next generation. 
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Questions of moral judgment confront us every day. Should we lie to 

a dying patient? Should we conceal from a child that s/he is adopted? 

Should we tell the store owner that we saw a 'poor looking person' steal 

some food? 

As teachers, we must provide opportunities in school for our 

students to learn how to make moral judgments and the chance to practice 

making them. 

Ideas for Learning About and Practicing Moral Judgments in 

Class 

1. Practice solving moral dilemmas. See: Moral Development: A 

Practical Guide for Jewish Teachers by Earl Schwartz (Denver, Colorado : 

A.RE., 1983). 

2. Do values exercises and discuss. Examples may be found in The 

Jewish Experimental Book, by B. Rissman (New York: Ktav, 1979). 

Clarifying Jewish Values, by Dov Elkins (Rochester, N.Y.: Growth 

Associates , 1977). 

3. Have regular class meetings regarding moral issues in the news. 

Give each student a specific role: Chair, Recorder, Agenda Writer, 

Paraphraser, Summarizer, Silencer, Speakers' Order. 

ACTING 

All teachers hope that what they teach is somehow lived out by the 

students outside of the classroom. We can learn and practice all we want, 

but students must have real world experiences too. Students need to feel 

a part of the larger community, with the opportunity to use their caring 

and judging values. 



Ideas for Action Projects 

i . Have a member of the synagogue's Social Action Committee meet 

with the class. 

2. Attend a meeting of the Jewish Community Relations Council (JCRC). 

3. Assist with collecting food for the local foodbank. 

4. Work in a night shelter for the homeless. 

5. Take part in a demonstration to free Soviet Jews. 
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There is an ever-increasing number of religious school textbooks 

that claim they teach ethics or are in some way engaged in moral 

education. The following comments are an attempt to list some of those 

books and evaluate them based on what has been presented in this thesis. 

They are listed, in no particular order, by publisher. 

KTAV 

EXPLORING JEWISH WISDOM I & II (Grades 2-3) This uses values 

clarification strategies along with Midrashim. It emphasiies situational 

ethics with a Jewish flavor. The exercises are excellent. However, the 

instructor will need to do a great deal of their own preparation and 

follow-up for these exercises. 

LErS DO A MITZVAH (Grades 3-4) This uses Jewish texts and asks 

very affective , value related questions. Although traditional in focus, it 

has a great deal to offer any group of young people. 

LET'S TALK ABOUT BEING JEWISH (Grades 3-4) This book attempts to 

define basic Jewish ethical dn value concepts for the student. the 

definitions are not always clear, but they are well tied into Jewish texts 

and language. The values clarification exercises are not well explained 

but can be adapted for use as a set induction for a particular unit. 

JOSEPH & ME (Grades 4-6) There are some excellent value concepts 

illustrated through the use of texts and questions. However, their 

placement in a 'Holocaust textbook' is difficult to overcome with students. 

CHOOSING TO BE CHOSEN (Grades ..6-8) this is less about values than it 

is about situational ethics. In that respect it does an adequate job. Again, 



. . . 

the use of traditional sources to illustrate modern points is a welcome 

addition . 

EXPLORING RABBINIC JUDAISM (Grades 7-8) This is an excellent 

effort at teaching values through texts. Its one significant shortcoming is 

that the work on values is too brief relative to the work on texts. 

ALTERNATIVES IN RELIGIOUS EDUCATION 

TEACHING MITZVOT This teacher's helper is valuable tor teachers of 

any grade. it serves as an excellent how to teach values guide for the 

beginner and as a great supplemental source of intormaticn, ideas, and 

sources for the more advanced moral educator. 

TOBAH AURA PRODUCTIONS 

This company does not offer a particular text for teaching values. Bather, 

their catalog says of their entire line of books, "The central goal 

of ... curriculum is to facilitate each learner's dynamic relationship with 

the ... text. A relationship goes far beyond the acquisition of basic 

knowledge, the mastery of basic skills, and the internalization of basic 

values. "260 Their books all use a text based approach and are thus very 

useful to a values curriculum. However, there is little guidance for the 

teacher as to how to use either the texts or the textbooks as part of a 

values curriculum. One exception to that is the JEWISH LAW REVIEW 

series. Text and values are nicely woven together in these books. 

260 Torah Aura Productions, Curriculum Catalog. 1991-1992 . ... 
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BB-IBMAN HQ,JSE 

STORIES FROM OUR LIVING PAST AND LESSONS FROM OUR LIVING 

PAST (Grades 2-3) these companion volumes offer a rich blend of 

traditional Midrash and modern storytelling. However, they are more 

moralistic than they are moral education related. According to Kohlberg's 

stages this may well be the most appropriate method for this age group. 

THE TEN COMMANDMENTS (Grades 3-4) This book does a very good job 

making the connection between Jewish text and Jewish action. Children . 
respond well to it and the questions asked ignite excellent discussions. 

MITZVAH (Grades 6-7) the use of traditional Jewish texts re lated to 

values is excellent. However, the book is difficult to work with if the 

teacher is unfamiliar with either the material or value theory . 

WHY BE DIFFERENT (Grades 6-8) This is a fairly good values 

clarification book. However, its links to Judaism, Jewish texts and 

traditional Jewish thought are buried so far beneath the surface, students 

will find it difficult to make the connection without a great deal of 

teacher intervention. 

These books represent a selection of the many books available for 

use in a values education program for a religious school. All of them have 

strengths and all have weaknesses. The common thread to the good books 

is that they support the teacher and create a connection through 

traditional Jewish text. In closing it should be noted, all of the books 

mentioned, and many that were not, require good teacher intervention and 

support. They do not teach themselves. Teachers engaged in values 

education should be prepared to follow-up the efforts begun in the 

textbooks. 

- .. 
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The welcome handouts will explain where the sleeping cabins are as well 

as the locations of other faciJitjes . 

Welcome to: 

GEMILUT HASADIM: I.MPLEMENTING A CORE VALUE FOR OUR SCHOOL. 

Your presence is yet another indicator of your commitment to our school 

and to the transmission of Jewish values from one generation to the next. 

Enjoy yourself this weekend. Although we will be working hard. there wi ll 

be time to enjoy yourself. Expect to work hard and to learn a lot. 

GOALS: 

Participants in this workshop will : 

1. Experience an environment that reflects the Jewish value of Gemilut 

Hasadim and explore how Gemilur Hasadim is a part of the learning 

process and how values, in particular Gemilut Hasadim, affect thei r 

classrooms . 

2. Explore their own values and those of their colleagues and assess the 

perceived and actual values of their school. 

3. Support the basic theories and philosophies of values and valuing. 

OBJECTIVES: 
At the conclusion of this weekend, participants wi JJ be able to: 

1.1. Understand the textual basis for Gemilut Hasadim as a core Jewish 
value . 

1.2. Identify how Gemilut Hasadim as a core value can and does affect 

their classroom and their teaching. 

1.3. Develop role play situations to better understand the role of Gemilut 

Hasadim as a core value in their classroom and their teaching. 

1.4. Identify the ideal qualities of a school with Gemi/ut Hasadim as a core 

value. 

1.5 Develop a plan to incorporate Gemilut Hasadim as a core value into 
their school culture. 

2.1. Identify their own values, the idtfal values of their school, and the 

values of their school. 

3.1. Describe what values are and how they operate. 

3.2. Define values, moral education, and Gemilut Hasadim 
.... 

~ . . 
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SCQEDULE: 

FRIDAY 
3:00-4:00 
4:00-5:00 
5:00-6:30 
7:00-8: 15 
8:30- 10:00 
10:00-??? 

SAilJRDAY 
7 :00-7:30 
7:30-8:3 0 
8:30 - 10:00 
l 0:00-10: 15 
10 : 15 -11 :45 
11 :45 -12 :30 
12 :30- 1: 15 
l : 15 -2:00 
2 :00 -3: 00 
3:00-3: 15 
3: 15 -4 :30 
4:30-6:00 
6 :00 -7:00 
7 :00-7 :30 
7 :30- 10:00 

SUNDAY 
7:30-8:30 
8:30-10:15 
10:15-10:30 
10:30-12:30 
12:30- 1:30 
1 :30 

Welcome/Arrival & Registration/Get Sett led 

Getting to Know Each Other 

Dinner 

Service s 

Mitzvah Project 

Late Night 

Services (Optional} 

Breakfas t 

A Lesson in Values 

Break 

Core Value Activity 

Begin School Balloon Activity 

Lunch 

Finish School Balloon Actjvity 

Text Study 

Break 

Gemi/ur H asadim in the Classroom 

Creating Role Plays 

Dinner 

Break 

Role Playing 

Breakfas t 

An Ideal Gemilur Hasadim School 

Break 
Putting Gemilur Hasadim into our School 

Lunch 

Thanks for Coming! 



The strange shaped piece of paper you received when you arrived is 

important. In many ways, it is a symbol for what this weekend will be 

about. As many of us have learned from our own children. there is little 

that is as fun as a new box of still sharp crayons. That is why you were 

given your very own box of new crayons. Enjoy yourself!! 

Please take a few moments to think about the following questions: 

• How is Gemilut Hasadim - the vi rtue of loving kindness - reflected 

in our actions? 

• In \Vhat actions have you re:cently engaged that reflect the virtue 

of loving kindness? 

• What actions have you witnessed recently that refle.:t the vi rtue of 

loving kindness? 

On the strange shaped piece of paper please use your crayons to draw 

some action you did or saw in the last two weeks which reflects your own 

conception of the virtue of loving kindness. Be prepared to share your 

drawing with the group later tonight. 

. . . .. ., : 
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VALL' ES 
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THE CONCT.PT o r VALlJU 

The term -\·alues- mav rerer 1Ci mrerests, pleas­
ures, likes. preferen ces, duues . moral obligations, 
desires. wanrs. needs, a\lers1ons and attractions. 
.llld many other modahues of selec tive orienratJon 
{Pepper 1958, p. i ). Values . In other words, are 
round In the large and diverse univene or seltt­
uve behavior. Presumably sheer reflex behavior 
does not man1fest values or valuing : neither an 
tnvoluntary eyeblink or knee jerk nor any one of 
numerous biochemical processes in the human 
body constirures value behavior. However, it Is Vfi'Y 
doubt.ful that any one descriptive definition can do 
complete justice to the fuU range and dlverslcy of 
reoogn.lz.able value phenomen1.. 

The limits of value may be conceived very 
broadly or qwte narrowly, but the limits should 
never be arbitrarily ser, and thelr location ought 
10 be Justified In any particular case. A broad, c:om­
prebemt.e conception of value bu the advmtage 
oC calling attention to posaibie value elemmts in 
alltbdavior save the most rigidly lmtincd?e or 
&utOrnatic. A narrow ddinidoa may ban: the 'ftr. 
~ of rped&:lty and definiteness but may lead 

ID ann lf the excluded phenomena are not cUen 
into account through ooncept1 cJt.ly related to 
tht Idea ot ... alue.· 

One of the more widely accepted de&nidoos tn 
the sodll 9dmce Utennue considen ..i.. to be 
COtlcepdons ot the dest.rable, lnftuendi.j ieiecdn: 
bdllYior. In thJs resaicdve deflnldon, a dlsdncdon 
b ~between what ll desired and what II de­
sirable, the latter betna equated with what we 
OU&bt to dtllre: nlues resuJate -UUpube sadsfao.,. 
t1on tn accord wttb the whale uny of blenrchleal # 
tndurfna pb of the penonalJty, the requlranentl 
of boda penanallty and .oc:tocuJtwal system Far 
ordtt, the need for rapectJn1 tbt lnteracs of 
Olhea and of the poup as a whole tn IOdal livtng• 
<IOuctbobn 1951, p. 399). This ls a highly social· 
ircd'1ew or values, which rules out, for lnst.ance. 
Pllrely hedonic values. 

"------

In 1hc broadt'r \lew , any1h1ni; ~ood or bad 1s a 
value ( Pepper 1958 . p i ). o:- a vJlue 1s J n )'lhtni: 
or Inc crest 10 a human sub1ec1 <Perr' 1954 ) :-ten 
a re nor indifferent to the world rhey do not ~•op 
With a sheerly factual view or rherr experience 
( Kohler 1938 ) Explichly or 1mpllc1tly they aie 
continually regarding rhrngs as good or b:id, as 
rrue or fa lse. as virtues or vices. A comprehensive 
view of t.he total field of valuing seems most use­
ful 10 begin wilh . more specific conceptions can 
then be developed for panicular purposes. 

Accordingly, we iook first io the common fea­
tures of all value phenomena. It seems that au 
values contaln some cognitive elements ( although 
some definitions do not Include this ). that they 
have a telective or dJrecd<mal quality , and that 
they lnvolve some aJtecdve componr:ot. Values 
serw • criteria for aelection ID action. When 
mmt e.q>Udt and fully .conceptuallz.ed. nlues be­
C:ome criteria far Judgment. preference. and choice. 
When l.mpUdt and unreftecdve, values neverthe­
less perform as if they ooostltuted grounds for 
decisions in behavior. Men do prefer some thing» 
co otben; they do select ane coune of act.Ion rather 
than another out of a ranie of possibWdes: they 
do judge the conduct ol other men. 

Evidently purposive actions fall within the 
boundaries of evaluative action. Within purposive 
act.ions we can Identify three main kind.t of value : 
con alive ( desire. lilting), achievement ( JUe<:ess 
venus frustration), and affective ( pleasure versus 
pain or unpleasantness). Within any purposive 
act , these values may be suung our or disaibuted 
along the total history of the act ( Pepper 1958, 
pp. 304-305 ). 

In ordinary speech the term ·value· Is .used ln­
rerc:hangeably 1n two senses that must be lcept sep­
arate here. In one meaning, we refer to the specific 
evaluarioft of any object, u 1n "tndusaialJzed 
counaiea place a high nli.te on formal education· 
or •pernmental reguladOD II worthless: Here we 

~ are told how an object ls rated or otherwlie ap­
praised, but not what standards are used ~o make 
the judgments. The second meaning or value re­
fen co the criteria, or standuds 1n terms of which 
enluadons are made, u 1n •ectucatlon Is good be­
came It lnc::zuses economic eflidency.• Value-u­
c:rita1oo ls usually the more imponant usage for 
~ of 90d.a1 ldendlc analysll ( Williams 
I 1951 I 1960, p. 401 ). 

1be cJdnltion of nlue we u.e foe purposes of 
ancborlng and dartfytna the discussion of , ·:llues 
ls a deecdpd" ddnltioft. which ls continually 
beln& confronted by the tests of adequacy imposed 
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by actual behJvior Thus the de~cripuon must be 
empincJUy verified or II must be chan:(ed ; •the 
value facts themselves are the ulumate t-valuauve 
cr1teria· ( Pepper 1958, p . 300 ). The value facts 
are implicit an evaluauve acts. therefore. eKJJUcit 
definitions or value are always potenually open to 
refonnulatJon 1n the face o( new evaluaove 4cts. 
That which is 1mplic11 In evaluat:ive acts t• a ·selec· 
tive system· or ·natural nonn: 
Rela1~ concepu. Value as an eKJJlku concept 

was in early use i.n va.nous narrow technical mean­
ings in the field o r economics. Only ln the last 
three decades or so have value concepcs found 
widespread use among the other social ,Oenc:es. 
although a p1ooeering etron \ll'as made by Tbomu 
and ZnamecltJ prior to the 1920s In The Poluh 
Peasant in Europe and America ( 1918 ). Paycbole>­
gists haft employed an anay af related 1e:nn1t> 
atdtudel, needs. sentiments. dfsposidom, Interests. 
preferences, motives, cathues, valences (Smith 
1963, pp. 32&-331 ). Anthropologtsm hne spoken 
of obllgadon ( Brandt 1961 ). ethos, culture pattern . 
themes, and life style . Sociologists and polldcal 
scieolists have refert'ed to interes11. ethlcs, ldeo&­
Ogies, mores, norms. atotudes. aspira tions, obUga­
uons. rights. and sancOOOI. 

/ Oearly there ts no poin t ID extmd1n1 the roe&& 

lng of the. tam IO broadly that there it no way of 
distinguishing between values md other determi­
nants of behav!OT. Human social behavior ls the 
outcome of physiological states and capadties of 
the organism . of the stimulus field to which lt 
reacts , of the conceptual schemes within wh1c.h It 
uuerprets Its environment, and of "modves• or 
"needs· which are not Identical with the value ele­
ments which en ter lnto them. Values constltute 
only one among several classes of tacton that 
$hould be ta.ken lnto account if one seeks to pre­
dict and understand human behavior . 

Althou gh It Is oCten difficult in specific lnat.anca 
to distinguish between values and such related 
concepts as beliefs, needs, or motlves, reuonably 
clear distinctions can be drawn in general terms. 
When, for example, we think of values u oompe>­
nents or personality, It Is clear that values are not 
the same as needs or desires. Needl derive from 
deficiency or disruption. Desires are wtahea or a~ 
petltJons directed toward oert.ain objects or atat.ea.. 

Desires may become so lntense as to become needs. 
and nee<h are typically Intermingled with corn· 
spondlng desires. In any case, however, It b pos· 
sible for there to be a need or a desire ( for eum­
ple, for food ) In which values are not the only, or 
even the most Important. componen L On the other 
hand, values themselves may be a source of needs 
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and desires . as when one seeks to remove the 
pangs or not fulfillmg -one's d u ty· or posiuvely 3~. 
p1res to live u p to high stand ards or craftsman~htp 

Values are not motives. Many particular motives 
may reinforce comm itment to a given value . -A 
given value may have a s1.rength that is rela tively 
independent or any particular motive, though it 
remains in some sense a function or the total mo. 
uvational system" (KJuckhohn 1951. p. 425 ) . 

Values a.re not the same as norms for conduct 
Norms a.re rules for beh aVlng : they say more or 
less specifically what should or should not be done 
by particular types of actors in given circum­
stances. Values a.re standards of deslrabillry that 
are more nearly independent or specific s irua tions 
Tbe same value may be a point of reference for a 
great many specific norms: a particular norm may 
represen t the slmuJtaneous appUcaUon of several 
separable values. Thus the value premise •equali ty" 

" may enter into norms for relatJonships between 
husband and wife, brother and brother , teacher 
and student, and so on: on the other hand , lhe 
norm ·a teacher mus( not show favoritism in 

grading" may ln a panlcular Instance involve the 
values of equality, bonesry, humanitarianism, and 
several others. Values, as standards ( critena ) for 
establishing wb:u should be regarded as desirable. 
provide the grounds for accepong or rejecting par­
dcular norms. Thus achJevement values. stressing 
active lnsu:umental accomplishment against a 
standard of exceUence, may be reflected in norms 
for spons, games, occupadonal actlvlde1, commu· 
n lty service, political Ute. education, science, and 
so on. The u.me principle holds for values oonsld· 
ered as desirable objects or states: for example, a 
high positive evaluation of ·rreedom· or ·author· 
ltf' may be one of the grounds for a grea t many 
specliic norms In various areas or llOdety. culture. 
and personality. On the other hand, many norms 
are multivalued. relating 11.multaneously, for ex· 
ample, 10 bedonJc .criteria, oonaideradoru o f effi· 
clency, and value1 of social Integration. A minor 
but clear case ln point mlghl be norms of etiquette 
for social dining. 

As one moves along a scale of Increasing gen· 
ecallty, In which norms become more and more de· 
tac.bed from partkulu clrcwnstances, a potnt 
nenruaUy wtl1 be reached at which '"dorm· be­
comes practically lndhdngul.ahable from value. 
Marginal cases naturally an debatable and difficult 
to classify, but a knowledge of the context usually 
pennJts a reasonably satisfactory assignment of 
the concrete spec:Ulcatloiu of conduct to the. class 
or ·norms• and the s tandards or desirability to the 
category of ·values: The Injunction ·se honest· 



11as the appe:irance o{ :i norm, but unless we know 
what behavior qualifies as honest in various cir­
cumstances we have no reJl guide to particular 
conduct. we know only that something caJJed 
"honesty" is regarded as a desirable thing. Careful 
swdy of a large sample of norms dealmg with hon­
est'.' typically rs' required to disenr:mgle the ~eneral­
ized value pnnclple from the admixture of olher 
y;Uues and other determinants of behavior. 

Empirical study of nlun Descript ion and 
Jnalysis of values by social scientists rest on the 
use of several lines of evidence. Preliminary clues 
may be obtained from tesllmcmy. individuals are 
able. to some extent. to tell what values they hold. 
Although such tesumony 1s not fully accurate or 
complete, it should not be Ignored. Further evi­
dence may come from systematic study of choices 
of objects and acuons. either in ·natural" behavior 
or in various kinds of tests. interviews, and experi­
ments. Research may chart indications of dirtc­
tions of intnest a.s shown by c:ulrural product.. u 
weU as by behavior directly observed. Content anal­
ysis of verbal materials is often a suitable tech· 
ruque in this connection, identlJkation of Implicit 
ilSUmptions in social discourse often reveals values 
not otherwise readily discovered Another panlcu­
luly valuable source of evidence concerning values 
is found III observatJons of rewards and punish­
ments. By observing which behaviors are praised 
and othern1se rewarded and which are criticized, 
condemned, or punished , we gain important data 
ror identifying the socially effective standards thit 
are actually operaung in any group or society. 

A full description of the values present ln any 
slruation comes only from the cumulatlve data 
from all of I.he sources listed above. As I have saJd 
elsewhere: 

s1an1n, with the lnidal louuon of v:alue In a relatloa 
Of a ~ 10 an object of lnteresc, I.be souras of 
t¥1den~ mendoned above lndJcate just IO m&n1 •oper­
ldonal definlaoru" of value : va.lue u owrt cholct or 
PITf~flCe, u atr~runi or t'tllpha.sU, u 1t4tnlleftt or 
MlnffOll, as fmpUcit prnnue, u a referent of a:ocial 
•allCtu11u. These varlou1 evidences a.re "pointen" that 
&&1 "thla la what It meant." Not all :ire of equlll use· 
lulneu for every purpose, but all are uise/ul. When 
11~ ln comblnauon, the.e .everal different approJd­
INtloru gain rellabWty In .c> fa.r u they are mutually 
conslstent. ( WUUama 119511 1960, pp. 408-409) 

A sound gene.ral principle In observing social 
behavior l.t to rouow the dynamic 0011rse or lane> 

lions Wherever this may lead. Exuemely close anal­
Jlls of every deta.11 of rewarding or punishing social 
consequences of a particular line or action typically 
wjU ~eal Important v:ilue data. 
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For values that .ue conceJ lcd bv confonnity 10 

social convenuons and tlboo~ . as well as for those 
camouffaged by defenses ans1n~ from repressions. 
recourse must be had to 1nd1rect ap pro:ich es 
through projective tesung, ingen ious experimen tal 
designs and techniques. and in tensive clinical ui ­

terv!ewing and observauon. In thfs connl"Ction It 
should be noted that much of psychotherapy in­
volves the identilicauon a.nd stren gthening of some 
value commitments and the weakerung or redefin1· 
oon of others. 

Although values are not idenucal with ideologies, 
it is feasible to extract useful dara on values from 
content analysis of ideological materials. 

Undoubtedly the empirical study of values by 
objective methods is in lu Infancy. Results already 
achleved. however, are grounds for expecting very 
important. and now unsuspecred, findings m the 
future. 

Values in aocial lcience. In iu efforts to attain 
higher levels of objecdviry a.nd scientific rigor. a 
considerable part of Western sociology for a gen ­
eration or so alter 1900 tended to avoid explicit 
dea.llngs with values. Values were often regarded 
as somehow ·subjecdve· and were not included 
among the "hard facts" that were thoughr to be 
proper objects of study. Beginning perhaps with 
Tiu Polish Peasant in Europe and America ( 1918 ), 
the concept of values found increasing use, al­
though the fuU influence of this study was not felt 
until the 1930s. By 1949, it could be saJd I.hat a 
movement was under way "to come out In the open 
with an explicit presentation of valu~ and fuU 
analysis of their moral pr~upposttions, deductions 
and conscquencea· ( Mukerjee 1949. p. vii). 

£C011omics. In the nature of the case, of course, 
economics has worked continuously with one or 
a.notbet variant of the concept of value-for ex­
ample, value-in~change or preference order. The 
long struggle to develop measures of utility bu 
largely been renounced in modem times in favor of 
direct lndloes of pre.f erence or choice and substltut· 
ability, as In -indifference curve· analysis. Thus for 
certain kJnds of economic analysis , '"value· Is ·the 
relative posltlon of a good In a preference order· 
ing, and the higher Its posltlon the greater Is Its 
value· (Kuhn 1963, p . 266). 

Anthropology. Much work 1n modem anthro­
pology bu ma.de use of the concept of '"value· or 
of closely related Ideas. Aside from the expliclt 
value analyses of Clyde Kluclchohn ( 1951 ), Caudtll 
and ScUT ( 1962), and Florence Kluckbobn and 
Fred Sttodtbeck ( 1961 ), there are the ln.ftuentlaJ 
notions of dominant cultural patterns ( Ruth Bene­
dict), cultural focus ( Alfred L. Kroeber), and lhe 
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conception of coltur .ii themes developed by Morris 
E. Opler ( I 948 : 1959 ) . 

Psychology . As M. Brew~1er Sm11h ( 1963 ) has 
shown, the presupposit ions of twentieth-century 
academic psychology have mtlitated against effec· 
tive use of value concepts an research and theory. 
Eiq:~rimental psychology. In spite of a willingness 
10 accept many hypothetical intervening variables. 
long resisted the use of value theory. But the pres· 
~ure of repeated empirical observations could not 
be denied beyond a certain point ( Asch 1952, 
pp. 353-384 ). and modem learning theories a~ 
pear increasingly to recognize the phenomenon of 
massive leamlng of general.JZations under affec­
tively charged conditions. 

Political science . Political science In its ttadl­
tional forms has been in considerable part a nor­
mative discipline, often a1tempting to state desira­
ble specifications for political life . Newer emphases 
on the scientific study of political behavior tend to 
force a more explicit recognltJon of hldden value 
assumptions and to direct attention a.t the same 
time to values as relevant facts to be explained or 
used in their tum as explanatory factors in polit­
ical analyses. 

Insofar as history elects to st.f'ive for objectively 
tested generalizations rather than only Uterary nar­
rative or humanistic interpretations, It likewise 
confronts the dual needs of controlling the lnBu­
ence of values upon Ille historian's conclusions and 
of analyling values as variables in historical events 
and sequences. 

Thus, problems of values appear in all fields of 
the social sciences, and value elements a.re poteo­
dally important as variables to be analyzed In all 
major a.re~ of Investigation. 

Value clas.sifiC.ltion and nluc analy1iA- Values 
may be usefully classified in a large number of 
different ways: each mode of classification points 
to potentially lmponan t properties, modaltdes, at 
dimensions. Any value .analysis must at leut take 
Into account the existence of values answering to 
appetites and aversions. including both aff~ctiW 
values, having to do with pleasure or gratilicatlqa 
and the avoidance of dlspleasure, and COftatiw­
achi.evem.ent values, having to do with the auain­
ment of desired states. ln addition, such an anal· 
ysis must be aware or prudential values, character 
( personality Integral.Ion) values. social values, cul­
tural values, and biological survival values ( Pepper 
1958 ) . In short, values enter into each of the tour 
great systems of human action : organism, penon­
allty, society, and culture. Both philosophical anal. 
ysls and social science often fnll into serious error 
by payini; attention to ~single kind of value while 
•snoring or underestimating others. 
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Values- as empirical elements in human behaVior 
cenainly arise out o f human experience and hence 
may be affected by my conditions. including social 
condilions . that affect experience. Values may 
therefore be analyzed as dependent variables, sub­
ject to changes that are consequent to changes In 
population. technology. economic production. polit. 
&ea! organiz.ation. and so on. Once established. 
however, values also operate as independent varia­
bles, channeling reactions to prior innovations and 
serving as a basis for further Innovations. 

Sociological thought generally attributes stra· 
tegic importance to moraJ values in processes or 
institutionalization and soda! control. Indeed, one 
important modem social theory bolds 1hat ~oral 
standards consUtute, as the focus of the evaluative 
aspect of the common culture, the core of the sta­
blllzlng mechaniJms of the system of soc.fa) lnm­
action· ( Parsons 1964, p. 22). A crucial problem 
for further study a.t!ses In just this connection. AJJ 
oonftict of values that occurs wtthJn a single organ­
ism-personality is resolvable, in principle, within. a 
single locus of Integration. But there ls an enor· 
mous (and perhaps unbridgeable) gap betweeQ the 
indJvidual and the social levels ( Arrow 1951 ). fn 
a very crude way we already k.now that as the socio­
cultural systems are pressed more severely for sur­
vival , they Impose Increasingly stringent restric­
tions on •personal" values. The eittent to which 
individual value realization Is compatible with 
social, cultural, and biological survival values re­
quires much additional analysis. 

Values do not emerge In experience aa sharply 
separated, unitary standards, each self-contained 
in Its monadic Independence from other coexistin& 
values. Instead, the actual content and boundanes 
of any particular value will be affected by lta 
changing reladoru co other values. In one group 
or society men may conceive of "freedom· only 
Within the llm1ta set by commlttuent to a principle 
of tubm.lsalon to a bJerucllJca.l order of authority; 
in another IOdety, freedom ii dosely tied to equal· 
!tartan values. The two societies will not experience 
the ume "freedom: 

Oppo&lt1ons and oonfUcts of value are present in 
all IOdedes. Under condldom of rapid social 
change, 1peclaJ 1tralD1 are placed upon value tnte­
gradon. When teriout confticca ari.le over basic 
values, It la doubtful that either suppression or 
compromise ts effective In producing new Integra­
tion as ls the expansion of ln~ts to rearrange 
lllld recenter value priorldes ( Allport 1959, 
p. 146). 

It I.I the rare and limiting case lf and when a 
person's behavior Is guided over a consldetable pe­
riod of time by one :ind only one value. Such a 



value would represent :in · absolute preference" 
( Wright I 9630 ) ~fore of1en , panlcular ac ts or se. 
quenccs of aces :ire steered by mulriple and chang­
ing clusters of values. Funhermore. opposmon s 
3Jld contrtdlcuons among values are not unusual, 

2 nd both md1vlduaJs and collecuv111es must. mes· 
c3 p:ibh'. face choices among values from time 10 

ume. At the very least, even the most harmonious 
s)'stems of values requ11e selecuv11y in the balanc­
ing of dJtreren1 claims to time. energy, and other 
rtsources. Not all des iderata can be equally met at 
any one Lime 
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YALm SYST'UU 

ln the study of cultural value sys1ems, d!vene 
concepdons of values may be converted from com· 
peting alternadves Into ind!ces of the kJncb of 
values that shouJd be Included In a comprehensive 
model for descriptive and comparative study. The 
assumption that different klnds and levels of values 
-specific and general rules, goals. norms, and other 
cri teria that govern conduct, evaluadon. and sanc­
tlons- compose a cultural value system Is complex. 
tn addition to categories tor naming and classify· 
Ing values, the theory of value systems requires a 
means of spedtytni the relations among them. 
Values may be embedded ln verbal, actJonal, and 
sltuatJonal contexts. Each Involves different types 
of relation and structure, log1caJ, or behavioral, or 
social. Hence, values m;iy appear u variables In 
sysrems of person:illty or society as well as ln cul­
ture. 
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The h\ptJ1ht><;1s thJt t>; 1. h i: u'.tu rc has l d1 m nc­
t1\e \J lue S\ Stcm LJr. hr • q ~nr"d rhrnug~. e.o m1 
nauon of r ele~Jnt ohv•r' .J l h m JJta conccF:S and 
method~ The bJ-;1c :l.Hl from " h1ch J cul•ura l 
'alue S\SICm can he con<1rue1cd Jre a bundam 1n 
'erbal .rnd nonverbal b<·hav1or The dJta inc lude 
" " phcH 'Jlue Jud2,mems and >ucn endl(~ of ~a l ues 

.LS verbJI .rnd Ju1or 11 H' WJrd dOd punishment 
b!Jme Jnd pr::i.se apprv' 11 and d1>Jppro' .11, appre· 
t: •auon and reiecuon encou ragemen t and suppres· 
~ion The d1fferent1al ex-penduure of rcsources ­
ume. ener~ and lhe natural ennronment for ex· 
arr.pll' - proqde<; another clue to ' '3lues Behavior 
in s11uauons c f conR1c1 .ind cho1~e ts relevant Both 
pos1U\e and ne~aave values belon it in a value svs· 
tern Thus the v.ilue system or~anrzes Cllphc:t and 
1mpl1CI' values - those given d1reCU)' l.n n.Jue JUdg· 
ments .ind I.hose that can be inferred from \aJue­
relevam verbal and nonverbal beha\1ors. 

As raw d<tta of observaoon . evaluauve behavior 
may appear random Analys1; discloses patterning 
in the evaluauons of members of any socioc:ulru~.U 
c.ommunHy There ls consistency in responses to 
recurrent s11uauons among individuals who speak 
the same la.ng\Jage . mhab11 the same geognphlc 
area, a.nd interact in the .1.ame ~oc1al system . In tra· 
cultural \'Hlation occurs in even the simplest so­
ciety Pan of the pa item 1s the systemadc variat.Jon 
m \'alues according to sex . age . personallty . .ind 
social role Hence a cultural value svstem does not 
descnbe the values of any tndJ\1dual. It Is a sum· 
mative construct l.n which the diverse value sets of 
individuals and grou~ are related as complemen· 
tary elements of a single system. 

Values are by definition disunct from conduct 
The supulatJon of positive a.nd negative sanctions 
presupposes Lhe possibiUty of departures from 
norms and failures to achleve goals. A value sys· 
tern, then, represents what ls upected or hoped 
for, required or forbidden . It II not 1 report of ~ 
tual conduct but It the syscem of criteria by ~ 
conduct Is judged and aanctiona appUed. • 

In sum, operatJonally, a cul tural value system ls 
the inductively based, log1cally ordered set of cri­
teria of evaluations. constructed from explicit val­
ue judgments and Inferences from Inexplicit, value­
related behaviors. Theoredcally, It 1, the patterned 
or structured criteria, explicit and Implicit, by refer· 
ence to which evalu :atJve behavior becomes Intel­
ligible. F'unclionally, It ls the set of principles 
whereby conduct Is directed and regulated and a 
guide for individuals and Lhe '!ioclal group. 

Problenu of delinilion, method, and theory. 
'>lilt in an explor:itory stage. the study of cultural 
value systems is part of a general trend toward the 
view that subjective and humanistic subject mat· 
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1er Is a ;u11ablc ob1ect of n1Znrnu s inq111: , 

u 1nrn1on from the trJdlur.nJI preoccup 11 • , 

Hluc theory en1 .ll ls re.iuecung defin1t10:1, 
ods .ind lheorv wwartf ob~ervational dau 11 1 
erao ons J nd JwJy from purely \('rbal formtJI" .... 
The que5Uon \.\ hether ' 'alues arc · rear an.• , ' 
·caus:il tnRuence· ts being rec<is t as specih,· :.'._~ 
6.Jble hvpot.heses l.I1 which ~ Jfues figure a~ 111 

dependent va.ruble The quesuon whet.her , ,. ~ 
ue ·emou' e· or · cog:.itJve" 1s being uansl.t1< .t .. "":" , 
studies of the nature and func uons of ev;il 11 1• , 

and tlS relation to cogn ldon Const.rucUni: ., , 
systems from elCls ting matenals remams prol .--,. 
ace 

The Uterature on values Includes sevetal i!- ·~ 
sand s tudies. of varying length, of ethjcs , law. t"l!..I · 

gion. poUdcs. art, social values. child rearing . .1nd 
mo~. The values of many differen t sodetles, soo.u 
group!, and penonalltJes have been described ln­
terdJsciplinary ruearch combines data, conCt>pu. 
and methods from many social-behavioral sclen~ 
and relevant research is done on such topics as JI · 

otudes. moavaoons. sentiments, social!zaoon, ~ 
cial roncrol. and ideology. 

Utlliz.auon or the abundant. diverstfied researc ~ 
resources 1s hampered by side effects familiar In 
a t.her social-behavioral specJ:a.Uz.adons. Descnpu ~ 
srudies do not employ parallel categortes, t.beon~ 
tend to be overextended or monocausal and to ova 
lap or confilct: met.hods. models, and hypothesn 
are ohen of nUTOw sooP,e and l.n need of refine­
men t. Within and among the sodal~havioral 
sciences. moreover. the benefits of a plurallry of 
vlewpolnts and procedures are often neucr<1lized 
by the difficulties of communicadon. For the fore· 
seeable future, It ls doubtful whether a definltJon ol 
values can be produced that embraces all the meVl· 
lngs assigned the tenn and Its cognates or I.hat 
would be acceptable to all lnvesdgators. The dlver,e 
lines of avproach att not likely to converge with 
ease In a unlfted theory and methodology. 

Recognldon of the ftuJd state of value stud l•;1 
may be used as a safeguard against the dan1:1·r1 
Inherent ln the ambiguity of the term '"value· 11nd 
In a premature commitment to a met.bod or t.hc<Jn' 
lbe .elecdon of research objt:cdves and of 1tie 
deftnfdoru. methods. and theory approprt:uc to 
their reallution condnues on a aial-and-crr•1f 
basu. With these strlctures In mind. we may " " ' 
amJne several alternadve modes of describing cul· 
tural value systems. 

Ocscriptivc-<ompu:uive models 

Assembling diverse value-relevant data 111 ~ 

~Ingle system effects 01 gTeat slmpll fi c:iuon Ev.,lu·• 
live discourse Jnd conduct relative to goals, lcJCJI ~ . 



cchlcs. aesrhctic~ . kln~h1p, politics. religion. law, 
socla.liunon, social control. etc can be logk3lly 
and economically ordered by drawing out the un· 
derlylng general criteria f ormal and funccrcmal 

51mllarit les In value judgments, evaluJtlons. and 
sancuons. as well as systemallc interdependences 
among them . tend to be obscured by lhe apparent 
heterogeneity of special categories of values. Thus. 
ln a number of soc1eues as remote From each other 
.is lm~nal Chma and the central African kingdom 
of Burundi, the model of filial p1e1y. associaced Mlh 
a ngidly hierarchal ordering of all sociaJ relations. 
draws rogelher in a single formula m;;asses of verbal 
and behavioral data. In parent-chUd relations, hus· 
band- wife relations. poliucs . religion , a.nd econom· 
!cs, I.he s.1me superordlnatl'·subordinate pattern 
applies. -Cattle" as a prized object among the herd· 
tng peoples of Mnca draws into a unIBed value 
cluster such seemingly diverse elements as eco­
nomic, poUdcal, and military patronage: patrillneal 
inheritance rules ; Ideas about lhe nutritive value 
of m1lk, blood, and beef, the aesthetic appreciation 
of minutely detailed boVlne charms; and brtde­
weal th in marriage. An addillonal melhodologjcal 
gain from following specific cultural lines to gen­
eraliz..ed values is dim.lnullon of cul ture-bound dis· 
tordon from Western conceptions of values in lhe 
study of non-Western cultures . 

Impetus and direcoon for the study of cultural 
values bave come from the work of Alfred L. Kroe· 
!>tr, Clyde Kluckhohn, Talcott Pusons. Charles W. 
Moms, Robert Red.fleld. Ralph Linton, Raymond 
Firth, A. I. Hallowell, and many others in anthro­
pology and allied 6elds. Models and tech.nJqun 
have been pressed lnto service from linguistics, 
logic, phllosophy, and other fields. Adequate de­
scription of cultural value systems Is closely bound 
up with comparative, cross-cultural study. Com pat· 
l5on, methodologically slgnJlicant in Its own right. 
It vtnuaJJy Indispensable for constructing descrlp­
dve models that ttanscend the culrural boundaries 
o( lndMduaJ lnvest!gators. Several models for the 
description of cultural value systems have been ~ 
vised In the course of comparadve, cross<Ultural 
study. Clyde Kluckhohn, In 1949, Initiated a com· 
prehenslve, long-term project for lhe comparative 
'tudy of values. Guided by his wrttlng and thlnkJng, 
the project utilized field-work research and the e.x­
lerudve resources of value theories ln the social 
sdences and philosophy. (See K11oun.; Ri:.ortELD; 
WollLO vmw. I 

Divenity and compu:ability 

From the above project emerged the theory of 
Value ortentaUons of Florence Kluckhohn ( Kluck· 
hotin 8t Strodtbeck 1961 , ch:i pter 1 ) . lntracultural 
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and cross<ultural van:iuons were comprehended 
in the schema used for compJr Jtrvc staustical anal· 
ysis of five culcures rn New :\lcx1co D11Tcrcn11JI 
preferences. within different soc1e11cs are assumed . 
wi th respect to variations of a set of basic value 
orienrauons ( I ) concepuons of the char:icter of 
inn:lle huma.n nature· eV'il , neutral or mriced, good. 
and mutable or immutable, ( 2 ) the rel:auon o f man 

_10 nature and supernature sub1ugadon. harmony, 
mastery . ( 3 ) temporal focus of human !Jfe past. 
present. future. ( 4 ) modalHy of human activitv · 
being, berng·in·becoming. domg. and ( 5 ) the mo­
dality of man·s r1!1atJonship to other men : Unealiry. 
collaterallty. individualism. Internal and cross-cul· 
tural variation Is exemplified by the rank-Ordering 
of the "lime onencauons· of the five cuhures . for 
the Spa.nlsh·Americans. present, future. past. for 
the 1wo AngJ~American groups ( Texans, Mor· 
mons ). future, present, past; for t.he Zuni and the 
Navajo Indians, present. past. future The value­
onentation schema has been used rn studies of 
Japanese and other cultures. 

In the same comparative study and drawing ex­
tensively on the research and lheory of Clyde 
KJuckhohn and others. 3 mn.del for description a nd 
comparison was devised by the author. ~th a view 
to maximum comprehensiveness and deta.i l ( Albert 
1956, pp. 221 - 226 ) . The pnnclple of organization 
ls logico-semandc. Positive and negative values 
are classlfted and related according to their level 
of general.i.uoon and function in discourse and 
conduct. At tbe lowest level of generaJJty, "valued 
endues· are the numerous specilic events, states 
of feeling, and other objects of expUdt everyday 
evaluation. Categories of specific value qualities 
may be directly derived by classJfyt.ng such evalua· 
tions. They also Identify 1he basic vocabulary o f 
values and Its range of reference. /\t the next 
higher level of generality are normative value qua!· 
hies. These are derived from culturally defined 
character qualldes- vtrtues and vices, Ideal models 
for kinship, poUdcal and other roles- and from 
direcdvet for conduct. usually accompanied by 
sdpulallons of positive and negative sanct!ons. Spe­
cific normative value qua!JtJes, fitted Into a pyra· 
mid of ascending generallzatJon, are Instrumental 
to central or focal cultural values. These are usu­
ally few In number : they constitute a mutually In­
terdependent set that defines the •good Ufe. • Posl· 
dve focal values are usually rewards for respecting 
normative values, and negadve focal values are 
usually punishments for failure to do so. Finally, 
at the highest level of absuacdon and generality 
are the "ftnt principles· or logical foundat!on of the 
value system. These Include the unquestJoned , self· 
Justifying premises of the value system ; definitions 

. ~. . . . .. .., ... , 
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of basic , general value terms. for example, happi­
ness . vmue, beauty , anc.I value orlentatJons tbat 
define man as a morJ I Jgcnc and judge of values _ 

Conceived as a sl.elet.U structure. the logico­
st'mantic model for a value system Is a relatJvely 
neutral frame of reference for describing and com· 
panng the specific con tents and the relational and 
structural dynamics o f diverse cultural value sys­
tems. Severa.I examples will suggest the range and 
content of cross-cultural diversity_ 

For the Navajo Indians, the value system is 
onen'ted to thjs-worldJy happiness. Its language is 
specific. empirical, situationally reladve. and prag­
mallc. Consequences arc the principal point of 
reference for value judgments Preservation or res­
toraaon of hannonious order in the universe Is 
the central focus . and correction, compensation, 
and neucra.l.iution of eVlls dominate the operation 
of the value system. f or the Zuni Indians, the over­
all iOaJS Of the value system are ethnocentric Sta· 
bWty and well-being. Con1rol, orderliness, and Inte­
gration are the principal means to realizlng values. 
Ceremoruausm, formalism , matertallsm and he­
donism, confidence. and conservaosm suppon the 
operation of the value system. Va.Jue Judgments are 
duectcd pnmarily to acuons and consequences. For 
the Spanish-Americans. religion, custom , and fatal­
ism are combined Jn a vaJue system ooncelved In 
intensely personaUsuc , aesthet.lc-emoti~ terms. 
R.igfd hierarchy different.iates the applJ~dons or 
value judgments. Duty, authority, and 6.xed, ab­
stract, Ideal values are accepted bases of evalua­
tJon. For the Anglo-Amerfcan Texan communJty, 
secularized, indlvidua.listic Idealism and practicali ty 
an: prtma.ry In the value system. High Ideals are 
recogruz.ed as an incendve and guide for the good 
We , but are assumed to be unattainable. Alterna­
tive levels of evaluatlon and compartmentalization 
or value categories charactenze value judgments 
that are closely related to the concrete condltions 
of existence (see KLUClOIOHN I 

The complexity of value syStems 

Even In a more extended sample, slmila.riues 
and differences In the·contents or cultural value sys­
tems would appear but each cultural combinadon 
w<>Wd be unique. For this , as for other descri~ 
live-comparative generaliudons, however, refine­
ment oC concepts and methods and addldonal re­
search are needed. Increasing the geographic range 
of systematlc descrlptlons o f value systems would 
broaden the base of comparative Inquiry. Compara­
tJve techniques have advanced only a little beyond 
simple, par~llel descriptions, toward consideration 
of [unctlonal equivalences :ind hypotheses relating 
voJues 10 other phenomena. Improvements In de· 
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scriptlve models are needed to relate the values of 
Individuals and subcultural groups to the larger 
cultural system and 10 serve for the study of SOCh! 

Lies or such different orders of complexity as the 
small tnbe , the smaU nation, and the heteroge­
neous. heavily populated la1ge state. For the collec­
tion of data, Increasingly refined Instruments are 
being sought to supplement convenuon<tl field-work 
study. interviews , and questJonna1res. The inverse 
ratio of precision of techniques 10 comprehensive. 
ness of results 1s an unsolved problem not only m 
data gathenng but also 1n analyst' and interpre­
tation. 

Experience with comparative study suggescs 
some guldelJnes for collecting culturally valid val­
ues data. ldentlficauon of the value vocabulary of 
a people is an obV!ous first step In the process of 
constructing their value system. Any anthropologist 
Is prepared for nonequivalence between the set of 
value tenns In his own language and In that oC the 
culture being studled. The appropriate techniques 
transoend routine tn.nsladon problems. Few lan­
guages have a general tenn equivalent to "value " 
Not a few languages combine et.hJcal and aesthetic 
value in a single word. An exueme case, the single 
Navajo word hown1 refers to what In English are 
differentiated as aesthetic, practical , spiritual. he­
donk. and ethical values. Comblnlng such features 
in a single word makes a denotative difference. It 
also eliminates familiar connotadons, for example. 
of the lncompadbility In most Western thinking of 
"spirtruaJ• and "bedonlc" or ·aesthetic" and "prac· 
tJcal: Unfamiliar connotative assoclatJons to seem· 
ingly familiar words can effectively bloc.k compre­
hension of a valµe system. In Mediterranean 
fatalism, the ethical and aestbetlc are conjoined, 
not conB.JctuaJ; resignadon Is heroic acceptance of 
;idvers.lty and of humility In prospertry, not passive 
submission ; paradox and oontradictJon reveal the 
nature of the unJverse, not carelessness of logjc. 

Contextual analysil Is a necessary corrective In 
comparisons. Health, security, wealth, e.njoyment. 
fllth In the supernatural, knowledge, and other 
values that figure prominently In the value systems 
of many cultures are similar In name only. In dlf­
fe.rent cultures, knowledge refers to such diverse 
contents as revealed religious docuine, tradltlonal 
fonnulas. and modem ldenoe. Context ls needed 
also to locate value Judgmmtt that do not contain 
expUclt value terms, the counterparts In 01her 
lanilJages of the English "1ltat simply Is not doncr 
Verbal explanation 11 well as context Is needed to 
understand nonUngulstlc signs of evaluation. In· 
eluding sanctJons. Not every spanking ls a puni, lt· 
ment : It may only express parent:il 111 temper. Not 
every smll.e Is a sign of joy ; ll may only eitprcss 



Incomprehension Silent appro\'aJs and dlsa~ 
provals ha ve observable cues "thumbs up" and 
"thumbs down· a re specific examples Ois1inc11\·el ' ' 
different meanin gs of a s ingle nonh ngu1sr!c form . 
for exa mple. hissing. have also 10 be mastered. 

Exuacung a c ultural value sys tem from 1he flow 
of discourse and ac tions requires a me thod not un· 
hke Socrauc midwifery By ques tioni ng and observ· 
ing tnd1nduals a nd subjecting their responses to 
logical analysts . we discover not only wha1 1s com· 
monly expressed but ~!so what is common ly be· 
ue•·ed but le(.• inexplicit , because ii Is "taken for 
granred· by everyone In the culture. T o avoid O\'er· 
s1mphficat1ons. inquiry must be directed to dlscov­
enng the relativity of v'ilues to s iluauons . solemnity 
is rig.ht m ch urch, gaiety at weddings or funerals­
depending on the culture Since no value sys tem Is 
a perfect fit to life condi tions, each contains 
socially acceptable altemative5 to formally es tab­
lished principles. These secondary rules and norms 
permit indlvlduaJs to come to tenns with reality 
without running afoul of sociery. Even wbere ttUth 
Is sovereign , a falsehood that sa ves lives or pre­
vents gratuitous suffering is generally applauded. 
At the other end of the values continuum, ln a 
soict. patnarchaJ society, the strong-wUled wife of 
a weak1mg may run the household without causing 
scandal. Complex and varied , cultural value sys· 
rems encompass the culturally u nique and the uni· 
versally human. 

Progressive refinement of every aspect of the 
endeavor Is l.be goaJ of continuing researcll In the 
comparative srudy of culrural value systems. Inter· 
dependence among the social- behavioral sciences 
often makes progress 1n one dependent on pro~ss 
ln others As research In \'alues moves toward ex· 
plontion of their rela tJons 10 other phenomena. 
It becomes Increasingly Interdependent witb other 
""Search Interests-notably study of the nature of 
culture a.nd definidon or Its constJtuent fearures 
and dynamics a.nd research In verbal behavior, cog· 
nJ tive mapping, Ungui.stJcs, systematics, and de­
scrlpdve semandcs. Scholan rrom many different 
cultures Increasingly partJclpate In soctal-behav· 
loraJ Inquiry. CrosS<Ultural perspecuve 15 perhaps 
the most promising single factor for reflning and 
enriching our comprehension of culrural value 
l}'stems. 
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tJOns fr<'qucn1ly rc1aincd h im as special counsel , 
and from 1925 on he "a~ a director of the Equ1-
1ablr Life Assurance Society His pm·au.' papers 
1 including man) boxes of correspondence ) arc in 

1h<' Libr.uy of Congress and are much used by 
students of lhe d1ploma1ic h istory of lhe pemxl 
dunng "h1ch he was active 
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MO RAL DEVELOPMENT 

The 51udy or moral developmenl bas long been 
recognized as a key problem area in the 50Cial 
'clenc.es. as Indica ted by McDougall'' 1tatement 
that · the fundamrntal prob~m or social psychology 
Is the moraliza tion of the individual by the aodery• 
(1908) or by Freud's sta tement tha t · the sense or 
guilt ls the most important problem in the evolu­
tion of culture· (1930 ). However. It 15 hard to 

make clear dlstl.nctions between moral develo~ 
ment and the broader area of socJal development 
and sodalludon ( luming to conform to cultural 
flandards ) . Such topJcs as the development of pat­
terns of coopera tJon, or aggression , or of industry 
and achievement are general ly studied under the 
broader rubric of socialization, al though they may 
also be. viewed as moral development Insofar as 
cooperation or nonaggression are considered "good· 
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and msofin a~ 1hcv involve lc::imm~ to c-onform to 
cul1uraJ r ul<-s The p.;\t decade has "itnessed a 
i;rea1 dcJI of H'•larth on moral dC'1t'lopmt'lll ( rr ­
v1e \\ ed in l\ohlbcrg J963a , 1964. Hoffman 1966 ) 
vi('wed as the parilcular aspects of soc1ahzauon 
involved in 111tcrnal1::atron. I e . learning 10 con 
form to rules m ~1 1uauons that arouse impulses 10 
transgress and tha1 lack sutvelllan~ and sane-· 
uons. In this rescarth l.11era1ure, moral dtllC'IOp· 
rntnt has u:.ual!~· been conceived of as the increase 
m in tcrnahzauon of basic cultural rules Vanous 
theories and rcseaichers have stressed three differ· 
ent aspec1s of m1ernahzauon : the behavioral emo­
tional , and judgmental aspects of moral acuon. 

A bt havioral critenon of Internalization Is that 
of lnuinsically moth·ated confonnlt)". or resistance 
10 temptation. Such a concept.ion is impUCll ln the 
common-sense notion of · moral character" whlcb 
formed the basis of earlier American research on 
moral11y . Hartshorne and May (Columbia Un1ver­
s11y I 928-1930 ) defined moral character as a set of 
culturall y defined vtrtues. such as honesty, l'l'hlch 
could be measured by observing the child's ability 
10 resist the 1emp1auon to break a rule ( for ex· 
ample, agains1 cheating) " ·hen ll seemed unhlccl r 
1ha1 he would be derected or punished . 

A second criterion of the u.istence of lntemaJ. 
12ed standards ls the emotion of guilt, that ls, of 
self-punl tive, self-critical reactions of remorse and 
anxiety after transgression of cultural standards. 
Both psychoanalytic and leamlng theories of con­
science have focused upon guilt as the basic motive 
of morali ty, It has been assumed that a cbild be­
haves morally 10 avoid guilt. 

ln addldon to oonduct that conforms with a 
standard and to emotional reactJons of remorse 
after transgression, the internalization of a stand­
ard implies a capacity to make judgments in terms 
of that standard and to justify maintaining the 
standard to oneseU and to oLbers. Thls judgmrntm 
~de of moral development bas fonned the focu s 
of the work and theory of Piaget ( l 932 ) and others 
( Kohlberg 1966 ) . 

Jn reoent research , then, answers to the pro~ 
)ems or moral development have hem sought by 
examlnlng how 50Ciallzation facton, such u 
amount, type, and condition of punishment and 
reward, or opportunltJes for ldentlficadon whh 
parents, are rdated to Individual dlJJerenoes 1n 
resistance to tempta tion, guilt, or moral judgment. 

Jn1~malization venua utu ait.iooal facton. Kohl­
berg has argued ( 1964 : 1966 ) that the study of 
lntemallud sociaUz.ation has ca.st a limited light 
upon the classical problems of moral develo~ 
ment. Problems have arisen , In the first place. be-
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cau~c m trmahz.a11on doc~ n o1 rcpre~cnt a clear 
d1mcnSl()I) or lC'111poral development. Expcnrncntal 
me a sun's of resislancc 10 tempt a Lion ( honesty ) 
do not indica te any dear ai:e trends tO\\ard greater 
occurrt'nce of honesty from the preschool years 
10 adolescence Projec1ivc meas ures or ln1ens11y 
or gu1h or moral an:oetY also do not indicate clear 
a i;e trends except in te rms of rather rapid and 
coi:nHl\ el)' based age changes jn the years eight 
to 1welve , and these changes are in I.he direction 
of defining moral anxie1y a s a reaction to moral 
self-Judi;rnl'nt ra ther than to more diffuse extemaJ 
events. While clear trends of development have 
been found in moral judgmen t. these trends can· 
not be easi.ly considered to be trends of Internalized 
socializ.ation as such. 

ln the second pla~ . problems have arisen be­
cause a dlstinctive set of socialization factors bas 
not been found that can be considered as an a.rite-­
cedent of moral internalization . Research results 
suggest tha t the conditions which facilitate moral 
internalization ( e.g., parental warmth ) are the 
same conditJons v. hich , i n general, facili tate the 
learning of nonmoral cultural rules and expec· 
1auoris. In other words, this research does not 
indicate a distlnct area of internaliz.atlon or of 
·conscience· -of moral oonuol linked to guilt 
feelings-that is distinct from generaJ processes 
of social learrLing and socJal conttol. 

Recent research findings, then, reinforce tbe 
skeptical conclusions about both common-sense 
and psychoanalytic conceptions of a faculty of con· 
science or superego. Such conclusions were tbe 
major results of Hartshorne and May's monumen· 
tal s1udies of moral character. These scholars 
found that the most influential factors determining 
resistance to temptation to cheat or disobey were 
situational factors rather than a fixed , Individual 
moral character ttait of honesty. The first finding 
that led 10 thJs conclusion was the low predict­
ability of cheating in one situation for cheating 1D 
another. A second 6nd.ing was that children could 
no1 be divided into two groups- the "cheaters" and 
the "honest children .- Children 's cheating scores 
were distributed in bell-curve fashion around an 
average score indicative of moderate cheating. A 
third finding was the importance of the expediency 
aspect of the dedsfon to cheat; that h, the tend· 
ency to cheat depends upon the degree of risk of 
detection and the effort required to cheat. Children 
who cheated Jn more risky situations also cheated 
in less risky siluaLions. Thus, noncheaters appeared 
to act more from caut1on than honesty. A fourth 
finding was tha t even when honest behavior was 
not dictated by concem about punishment or de· 
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--
1cction. It was largely determined by immed1aie 
situational fa ctors of group apprO\'al and cxamph: 
( as opposed to d ctcrmmauon by internal morJI 
values ). Some classrooms showed a high tendcnc)' 
10 cheat, while other, seemingly identJcally com. 
posed classrooms in the same school showed httle 
tendency 10 cheat. A fifth finding "as that moral 
knowledge or values had lrnle apparent inRucnce 
on moral conduct, since the correla.Llons between 
verbal tests of moral knowledge and expenmemai 
tests of moral conduct were low. A sixth finding 
was that where moraJ values cUd seem to be related 
to conduct. these values were somewhat specific 
lo the child's soc.ial class or group. Rather lhan 
being a unJversa.1 ideal . honesty was more charac­
teristic of the middJe.class child and seemeod Jess 
relevant to the lower-class child. 

The Hartshorne And May findings. then, sug. 
gested that honest behavior ts determined by situa­
tional factors of purushment, reward. group pres. 
sures. and group values , ral.her than by an internal 
disposition of consdr:ice or character. The general 
problem rajsed by tnese findings Is whether moral 
traits describing moral character are simply valut 
judgments of behal'1or made by the group or 
whether they co·rrespond to some mner disposition 
in the person and hence help us to understand and 
predict his behavior. Psychologists have usually 
used "moral development~ to mean the formation 
of internal standards that conttol behavior. This 
conception of an internalized standard seems to 
require some cross-situational generality. It 15 not 
useful to speak of behavior as being detennlDed 
by an intemaUzed rule like "'Be honest• or i>on't 
cheat" 1f the rule does not predict the individual'~ 

behavior and situational forces do. We do not And 
It usefUJ to speak of the morality of the dog or 
the rat , although both have been trained to *resist 
temptation· in speci.6c situations. We do assume. 
however, that tbe animal's resistance to tempt•· 
don ls produced by arudety aroused by atuadonal 
cues, rather than by regard for a moral rule. To 
the extent that huma.n resistance 10 temptadon 1s 
not general across situations to which a moral rule 
pe:rt.ains and must therefore be prediclCd by purely 
situational factors, I t would seem to be no more 
uldul to describe human behavior as the result of 
conscience than It is to describe animal behavior 
In these terms. 

Since MacK.lnnon's research ( 1938 ) , studles of 
morality have generally atte."l'lpted to cope with 
Hartshorne and May's findings by defining moral 
intemal.tzat.lon in terms of superego, rather than 
·moral char1tcter." Researchers have recognized 
!hat moral action was not the direct result o{ an 
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In ternal disposition toward honest y or moral char· 
ac tcr and instead have assumed It to be thr result 
of a complex balance of internal and external 
forces. Including s u eni:lh of drives aroused by 
temptauon defenses ag;unst these drives. s11ua· 
tJonal rears. group pressures, etc Howe,er , one 
dmJnctivel y moral force. gu ll t , "as assumed to 
be a maior determinant of acuon In s1tuauons 
of moral ~nfuct or temptation . The dJspos1uon 
10 feel guilt was assumed to be lhe result of early 
childhood Iden tifications ;ind experiences of pun · 
ishment. rather than of s iluational forces. Ac:· 
cordingly, while moral behavior m igh t be sJlua· 
tion-specllic , one rrught still be a ble to Isolate a 
gener<ll process of moral an tem ali?.ation or guilt 
form ;iuon h;iving the same childhood antecedents. 
regardless of the pardcula.r m oral r;Jtuauon ln· 
volved. These childhood antecedent$ should then 
h:ive some value for predJcdng guilt and resistance 
to tempta uon in any situa tion , even though they 
did not produce a consis tent disposition of moral 
character. 

Subsequent research on parental anteceden tS of 
guil t and of resistance to temptat ion h;is fulfil led 
th is hope only to a very IJmJted eXlent Usually 
the child-reuing correlates of children's resistance 
to temptation ln one s1tuation bave not proven to 
be conelates of resistance in another. and the 
chUd .• reuing correla tes of pro1ectJve test measures 
of guil t have not proven to be correla tes of actual 
moral bebavlor. Finally, projecdve m easwu of 
guil t have not ptolfen to predict consistently actual 
r esistance to temptation behavior ( reviewed ln 
Koh Iberg l 963a ) . 

Kohlberg ( 1964 ) has argued that thJs more re· 
cent research evidence Is consistent with the 
Hansbom e and May findings b y suggesting tha t 
the variables luding to resistance to tempta tion 
arise primart.Jy from the sltuadon rather than from 
fixed babJu, character traits Uke honesty, or per· 
manent superego d.Jsposld ons to feel guilt. FoUow­
lng Bunon's analysis of honesty ( 1963 ) , however, 
one would agree that there ls some penonal con­
sistency ln honest behavior or some detenn.lnatJon 
of bonat behavior by general personality uah.s. 
These traits, however, 1eem not to be UaJts of 
moral conscience but rather a set of ego abilfdes 
corresponding to common-sense notions of pru­
denoe and will. In a tradldon of m oral psychology 
dad.ng back to the BritJsh assoclationists and ud.U· 
tartans. moral character Is believed to result from 
practical judgment ot reason. In this view, moral 
a ctJon ( acd on baud on ra tional consideration of 
how one's action affects others) requires much 
the same capaciucs as does p rudent action ( action 
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based on rational conqdc-ra 1ion of ho" ll afTec1s 
the sclrs Jong.ra ni:c 111 1 e re~ t ~ 1 llo1h require em· 
pa th y ( the ab1l11y 10 predict the rcac11ons of ml1ers 
to action ). foresi gh t ( 1hc ablh l\ to prcdic1 long· 
r.1nGe consequences of ac 11on ). 1ud~mcn1 r the 
abilny to weigh alternat1\ CS and probab1h11es ). 
and c:apac11v to dela)' ( dela~ of rcspon~e and pref. 
E'rence for the dis tant greater grauf1c:a11on over 
the immediate. lesser gra.ufic:a11on ) In psycho­
analytic thl"Ory these fa ctors a.re included with 
other aspects of decision mal.in~ and emotional 
control in the conce pt of ego s trenglh. Some of 
the ego ab1liues which ha\'e been found to cor ­
relate consistently with exper1mcn1al and rating 
measures of children's honest ~ m clude the fol· 
lowing: intell igence ( JQ ). del i ) or gratificauon 
( preference for a larger reward in the fu1ure over 
a smaller reward ln the present ). and attentioo 
( stabili ty and persistence of a1tt n uon in simple 
experimental tasks ). !See DEC ISIOS MAKl 1'1C, article 

on PSYCHot.octCAL AS P ECT S I 
These findJngs suggest that one can predic t 

honesty about as well from an j.1d l\•1dual"s behavior 
in cognluve-task or other nonnioral q111:11ions as 
ont- can from his beha \'tor m otht-r s11ua 11ons tn· 

volving honesty. nus. in tum , implies that the 
stud y of moral behavior In terms of early experi· 
ences centering on specifically moral cralning of 
honesry. guilt , etc ., ls less likely to be fruitful than 
Is a study of moral behavior Jn terms of more 
general experiences relevan1 to ego development 
and ego control In nonmoral con1exts. 

Some speci6c moral detenninanu. While the 
findings scressed so far suggest the determmJt:ion 
of moral acuon by nonmoral 'situa tional and per ­
sonalJ[)' forces. there are also some 6ndinss sug­
gesting the detenninacion of ;icdon by speciJically 
moral values. nus research conc:lusion should not 
be taken to mean that there 1S any direct corre­
spondence between conformity of verbal moral be­
liefs or au.ltudes and conformJty of moral actlo.n . 
Subjects who say that cheating Is very bad or Oiat 
they would never cheat are as !Jkely to cheat ln an 
experiment.al situation as are subjects who exprei;s 
a qualltied view as to the badness of cheating 
( srudJes reviewed in Kohlberg 1966 ). Apparently, 
the same willlngneu to deceive In order to make a 
good appearance wh ich impels cheating also im· 
pels the child t.O make pious moral s tatements about 
cheating. 

A conclusion more cons1stent with actual tt· 
search is tha t there ls considerablr correspondence 
between maturity of moral values ( the possession 
of ra tional and internal r~sons for moral acuon ) 
and maturity of action in moral<onflict situations. 
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Clear relations between maturu~ of morJI jud~ment 
and marure moral acuon are found tn sirua11ons 
1n which social norms are ambiguous or conR1cung 
and in which developmentally ad"anced values 
clearly predJspose toward one course of action 
rather than anocher . Such a correspondence is sug· 
gested onJy to a limited extent by Hartshorne and 
May's findings of moderate correlallons between 
age-linked measures of moral knowledge and ex· 
perimental measures of honesty. This llmHed cor­
respondence occurred because they defined moral 
knowledge largely in terms of verbal conformit y of 
attitudes racher than maturity of moral reasoning 
and because reslst3Jlce w cheatlng is not cleazly a 
developmentally more mature choice or a choice 
based on moral reasons in the young age group 
~tudied . There is evidence, however. suggesting 
that resistance to cheating does become a more 
mature alternative at older ages or higher levels of 
development than those Involved in the Hartshorl)e 
\Uld May srudy Only 11 per ceni of college subjects 
who were at the level or moral pnnc1ple in a verbal 
moral-values test cheated in an expenmental suua­
uon, whereas half the subjects at a level of con· 
venuonal moral values cheated r this test is dis­
cussed later In this article . the findings cited are 
reviewed in Kohlberg 1966 ). With younger su~ 
1ects. the same relauons between moral judgrnenr 
and cheating are not found . since few of the 
younger subjects ar~ at the level In which not cheat­
ing may be defined as relevant to principles of con· 
cract, ttust. and equity. While college-age subjects 
making principled moral judgments were more 
likely to conform 10 an experimenter In the matter 
or moral expecralion abour cheatJng. such subjects 
are mukedly more autonomous, or less conform!ng 
to an experimenter, where the experimenter's e.x­
pectadons viola te the subjects' moral vaJu~. Where­
as 75 per cenr of the morally principled subjects 
refused to give lncreasing levels of shock to an ex­
perimemal "Victim· when ordered to do so by an 
experimenter, only 13 per cent of the remaining 
subjects refused to do so. 

Major questions. The evidence suggesrs, then, 
that the b, k social science problem of moral de­
velopmenr Is not that of accounting for lndMdual 
differences In moral character as revealed In be­
holvior. Moral behavior thar involves conformHy to 
social rule Is, on the whole, to be explained as the 
result of the same sltuallonal forces. ego variables. 
and soclallzatlon factors that deterrnJne behaviors 
which have no direct moral relevance. A more d is­
tinctive focus of an:ilysls centers lnste:id upon the 
direct study of rhe development of moral values, 
judi;mcnrs and emotions. The study of :ictu:il con· 

221 

duct becomes relev.lnt to problems of mor JI dcveJ. 
opment Insofar as 1c.'sl'Jrch rs able co (ind links 
between the child's conduct and the de\elopmenr 
of his moral values and emotions. 

The maior quesuons which ma\' be :isked al.iouc 
moral development. •hen, are as folio~ s \\.'hat 15 

.he on~n cf disunctJ\ely moral concepcs and emc> 
uons ln the child" To what extent does the child's 
development indu:ate typical or regulat rrends or 
change in these concepts and senuments? Whar 
causes or sllrnulaces these developmental changrs 
Jn moral concepts a.nd sentiments? To what extent 
are these de\•elopmental changes rn moral concepts 
and aturudes reRecced in developmencal changes In 
the child's moral action under conditions of con­
flict or temptation? 

Culturt and Cl.lhunl <1gen1s. All of the ques­
tions may also be asked about the development of 
mora1J1y ln cultures. The ;>resenr article will not 
auempt to deal with the de\'elopment of cullural 
moraJJties, a topic still most comprehensively treat· 
ed in the work of Hobhouse ( I 906 ). It must ~ 
pointed out. however, tl"at most recent psychological 
a.~ well as sociological thought has assumed that 
the problem of the origin of moral "alues is a cul­
cural problem. It has been assumed that morality is 
a system of rules and values defined by the culture 
and that the ind.MduaJ child acquires chese ready· 
made values by general cultural-ua.nsm.ission mech­
anisms such as reinforcement learning or identili· 
cadon. U this were the case our understanding of 
the c:onrent of the lndMdual's moral beliefs and 
emot:lons should be based on set!lng It as a cultural, 
rather than a.n 111dividual, product. This culturologi· 
cal approach to moral development was first cle3rly 
outlined by Durkheim ( 1898-191 1, 1925), who 
based Jt on assumpdons about the cultural relarl· 
vism of moral values which are still widely held but 
which do not seem 10 be supported by recent re­
search findings. Durkheim developed hJs posiuon 
out of a cr1tJque of the British udlirar1ans ( e.g .. 
Hume 1751; Smlth 1759: and M..ill 1861 ) . The utiJl · 
tar1ans assumed thar moral values were the prod· 
ucts of Individual adults, possessed of language and 
Intelligence, who judged the acdons of other lndi· 
vldual men. The utllltar1ans suggested that actions 
by the self or by others whose consequences to the 
self are harmful ( paJnful ) are naturally deemed 
bad a.nd arouse anger or punitive tendencies. and 
actJons whose oonsequences are beneficial ( pleas· 
:\Ill) are naturally deemed good and arouse affec· 
tlon or approving tendencies. Owing to natur:il 
tendencies of empathy . to generalization. and co 
the need for social a1;rcement, acts are judged good 
(or bad ) when rhelr consequences to others are 



good <or bad ). e\•en tf they do not help ( or injure ) 
the seH logical tendencies lead these judgments 
of consequences 10 lJke the fo rm of Judging th :11 

act right which does the greaiest good for 1he 
g~ates t number. !See UTI LITAR IA:-l lS M and the 
b1ograplue s of Hu:1-n .. ~flu. s~11rn. A DA~! I 

In his crll ique of the uti li1anans Durkheim 
pointed to the following four phenomena . ( 1 ) Mor· 
aU1y is basically a matter of respect for fixed rules 
( and 1he authori ty behind those rules ). not of ra­
tionaJ calculation of benefi t and harm in concrete 
cases. ( 2 ) Morality seems universally to he ass~ 
elated wilh punitive sentiments , sentimencs incom­
pauble wilh the notion lhat che righ1 1s a ma tter 
of human-welfare consequences ( 3 ) fro m group 
to group there is wide varia tion as to che nature of 
t.he rules arousing moral respect, punitiveness, and 
the sense of duty. ( 4) While modem Western socie­
ties divorC1! morality from reUgion . lhe basic moral 
rules and attitudes in many groups are those con· 
ceming relations to gods, not men . and hence do 
not center on human-welfare consequences. 

According to Durkheim, these facts In tum im· 
pUed the following . The mere fact of the existence 
of an institutionalized rule endows it with moral 
sacred ness, regardless of its human-welfare conse­
quences. Accordingly, moral rules. atti tudes, and 
consequences originate at the group, ra ther than 
the individual , level. The psychological origin of 
moraJ at titudes. then, is Ln the individual 's respect 
for tbe group, the attitudes shared by the group, 
and tbe authority figures who represent the groups. 
The values most sacred to the individual are those 
which are most widely shared by, and mosr closely 
bind together. the group. 

While Durkheim's views of the group mind have 
.. been widely questioned, the essentiaJ l.mpllcadons 

or his posldon have been widely accepted. Assump­
dons common to Durkheim and Freud underlie tbe 
research studies of moral inremalization previously 
discussed. UnWce Durkheim, Freud ( 1923; 1930) 
derived moral sentiments and beliefs from respect 
for, and ldentUicadon with, individual parents, 
rather than from respect for the group. Further· 
more, Freud derived thJs respect and Identification 
from lnslinctual attachments ( and defenses against 
lhese attachments) and viewed the central rules 
of morality as deriving thel.r strength and rlgidJty 
from the need to counter lhese instinctual forces . 
In spite oC these differences, Freud agreed In view­
ing morality ( superego) as fundamentally a matter 
of respect for concre te rules which :u e culturally 
var i:ible or arbitrary, since t.hc~e rules :ire a man1-
f,•,1.11lon of social authority, and he agreed in view­
Inf; punitive or ( self-punitive ) sentiments toward 
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de\Jauon as 1hc clcJiest Jnd mos1 ch Jr Jctcnstlc 
expression o( moral rniern 1ltz.i11on or respect. 

The reseJrch findings on rnd1\ldual morJI jud;· 
ments in a variety of cultures seem rncompat:ble 
with e11her of the e xtreme ,,cws just contrasted 
( Koh Iberg 1966 ) . ~!oral jud gments and decis ions 
in aU cuhures a.re a mixture of judgmen1s In terms 
of individual human-u 1il11y consequences and 
Judgmen 1s in terms of conc rete caiegoncal social 
ru les. The uul11arian derivation of respect for rules 
from ut.llltar1an consequences is as psychologically 
unfeasible as Durkheim's deri11auon of concern for 
rndh1dual welfare consequences from respec t for 
social rules a s such A cuhurally universal core of 
m oral values and moral development m ay be found, 
but It is not based on a cultu rally universal accept­
ance of moral princi ples of the u ti.U carian variety. 
Individual moral beliefs and sentiments involving 
unJversal principles not directly embodled In con­
crete social rules often develop and often func ti4m 
a1 a level of conscious opposition and transcend­
ence of group authoricy, as lhe u tili tarians impUed, 
but this de11elopmen t Itself presupposes the d evel· 
opment of respect for group authority dlscussed 
by Durl:Jmm Such . at leas1. seem the impUcations 
of recent research onenied 10 a th ird or "develop­
mentallst," concept of m orality. 

In generaJ . the developmental approach to moral 
psychology ( BaJdwin 1897. Mead 1934 . Mc Dougall 
1908; Hobhouse 1906. Piaget 1932: Kohlberg 
1966 ) bas attempted to mediate between the ex­
treme posJdons represented by the utilitarians and 
by Durk.helm. Moral judgment and emotion based 
on respect for custom, authority. and the group are 
seen as one phase or s tage In the moral develop­
ment of the lndivldual rather than as the total 
defini tion of the essendal c harac1ertstics of moral­
ity It was for Durkheim . Judgment of right and 
wrong In terms of the lndlvidual 's consideration of 
social-welfare consequences. unJvers.il principles , 
and jusdce ls seen as a later phase of development. 
This phase depends upon and Integrates many of 
the emotlonal features of the earlier customary 
phase and does not spring directly from lhe minds 
of unsocialized rational adults, as It did ror the 
udUta.rlans. Both a morality of respect for social 
authority and an autonomous rational morJllty are 
to be understood as arising from the development 
oC a seU through the process of takJng the roles or 
attitudes of other selves In interactions occurring 
In lnsdtutJonalized patterns. 

Sr:>ga of mora l development. As elabot.\ted in 
Piaget's developme ntal theory ( 1932). the child 
first mo\·es from an amoral stage to Durkheim's 
stage of respec t for sac red rules. This Is not so 
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much respect for the group as 11 is respect for the 
authocity or lnd1v1dua l elders s uch as the parents 
Piaget beltc\eS rhJt !he cognlll \'e llmltauons of the 
cluld of three 10 eight lead him to confuse moral 
ru.les with physical laws and 10 View rules as fixed 
external l/ungs. rather than as the instruments of 
human purposes and values. Piaget believes that 
the child sees rules as absolutes and confuses ru les 
Wlth things because of his ·realism'' ( his Inability 
to dJsunguish between sub1ec tive and ob1ecove as­
pects of his experience ) and because of his "ego­
centnsm· ( his Inability to distinguish hJs own pet'­

spective on events from that of others ). In addi tion 
10 seeing rules as external absolutes. the young 
child feels that his parents and other adults are 
all ·knowing, per fect . and sacred. This auJtude of 
urulateraJ respect toward aduJts , jotned with the 
child's realism, Is believed 10 lead him to vtew rules 
as sacred and unchangeable. 

Piaget be.Ueves that in1eUecrual growth and ex­
periences of role ta.king in the peer gTOUp naturally 
transform percepcions of rules from externaJ au­
thoritarian commands to lnrernaJ principles. In 
essenC'C, he views internal moral norms as logicaJ 
principles of 1usrice. Of these. he says : 

ln conu ast to a given rule. whkb from the first bas 
been Imposed upon the child from outalde ... the rule 
of jusuce is a sort of lm.manen1 condition of social 
relauonslups or a law governing their eqwhbnum 
( Pi.aget 1 t9321 1948, p 196) The sense of Jusuce 
, .. as largeJy lndependent of laduJt prKeptJ and re­
q\lllC$ nothi.nc more for Its deveJopment than murual 
respect and soUdartt:y whlch bolds among children 
tbernsdves ( p 195 ) . 

By •the sense of jusoce: Piaget means a con­
cern for reciprocity and equa.J.Jry between lnd.lvid­
uals. However , norms of justice are not simply 
matters of abstract logic; rather they are senti­
ments or sympathy, gradtude. and vengeance whlch 
ba\·e talcen on logical fonn. 

Piaget beUeves that an autonomo~ morality of 
justJce develops ln chUdren or about age eight to 
ten and eventually replaces an i=arUer, beteron­
omous morali ty based on unquestion.lng respect for 
adult authortty. He expects the autonomous moral­
ity of justJce to develop ln all children, unless devel­
opment Is fixated by unusual coerdvenesa of par­
ents or cultures or by deprtvatJon or experiences of 
peer cooperation. 

Certa.ln aspects of P iaget's theory have been sup­
ported by subsequent research ftndlngs , while 
others have not. Piaget's stage theory suggests a 
number of cross-cultur:i.lly universal age trends Jn 
the development of moral judgment. At least three 
such trends have been found to occur ln a v:uiety 
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of Wes tern, Oriental. and aboriginal ( Amcnc-an (n. 
d1an and Ma l;avs1;an ) cultures r evidence summJ­
nzed m Koh Iberg 1966 > These include ( I ) I nten· 
t1onaluy 111 Judgment Young children tend to iudi;e 
an act as b;id mainly tn terms of Its ac tual physical 
consequences, whereas older children iudge an ace 
as bad m terms of the Intent to do ha.rm. ( 2 ) Re/a. 
m um in 1udgment. The young child views an ac1 
as either totally nght or totally wrong and thtnks 
everyone views II in the same way. I f the young 
chUd does recognize a conflict ln views, he beUeves 
the adult's view Is always the right one. In con trast. 
the older child Is aware of possible diversily in 
views of right and wrong. ( 3 ) Independence of 
sanctions. The young child says an act Is bad be­
cause ii Wl..11 eUCJt punishment, the older chlld says 
an act Is bad because It Violates a rule, does harm 
to others, and so forth . 

The young child's absolutism , nonintendona.lism, 
and orienlation tb punishment do not appeu to 
depend upon exiensive parental use of punishment. 
Even the permJsslvely reared child appears to have 
a narun.I tendency to deftne good and bad In t ~rms 
of absoludsm and puntshment, a tendency 1vhlch 
his awareness of punishment by teachers. police. 
and other parents seems suffio ent to s umulate. 
WhJle specUlc punishment pracdces or cultural ide­
ologies do not appear ne<:e.ssary for the formation 
of the young child's moral Ideology of punJshment, 
they may lead to the persistence of thls Ideology 
into a.dol~nce or adulthood. In other words . spe­
dik cuJtural fa ctors appear to stJmulate or retard 
age trends of development on the Piaget dimen­
sions. but they do not appear to actually cause the 
age shifts or trends observed. 

Piaget. then, appears to be correct ln assuming 
cerU.ln chanct.erlsdcs of the young child's moral 
judgment ln any society, characteristics whJcb arise 
from the child's cognJdvely Immature lnterpreta­
tJon of acca labeled good and bad by adults. accord­
ing to the dedvatJon of their goodness or badness 
from their as.soclatJon with good a.nd bad conse­
quences of physical harm- punishment a.nd re· 
ward. However. h1s interpretatJon of these aspects 
of the young child's morallty-u dertving from the 
child's ~nse of the sacredness of the rules and of 
adult autbodty-bu not been supported. Piaget 
( 1932) attempts to demonstrate that the young 
ch1ld'a attlrude toward rulel IJ one of unilateral 
sacred.nest by observadons of children's behavior 
and beUefs about the rules of the game of marbles. 
Swiss children are quoted u saying that the rules 
of the game can never be changed, that the ruJu 
have existed from the beginning of lime and have 
been Invented and banded down by Cod, the be~d 



of the sca te. or the fa ther. ~lore s ystemauc resea.rch 
suggests that ani rudes o f rigidity toward game 
rules seem to decline with age In American chil· 
dren of five to cwelve but th 011 atthudes expressing 
the rtgid.Jty or sacredness of moral ru les or of laws 
increase in this period. rather than decl ine. The 
young cruld"s ignoring of su biecu \•e factors such as 
intenuon. then. 1s not based on respect for sac red 
rule but on a more or less pragmauc concem for 
consequences An example o f the fact that you ng 
children orient more or less pragmati<::ally to pun· 
ishment rarher than to s01cred ru le is indicated by a 
study by Koh Iberg. Krebs. and Brener ( Kohl berg 
! 963b ), Young children were asked to judge a help­
ful , obedient act {attentively watching a baby 
brother while the mother Is away) followed by 
punishment ( the mother returns and spanks the 
baby-sh ong child ). Most four-year-olds, ignoring 
his act , say the obedlent boy was bad because be 
got punished . By age seven , a majority say the boy 
was good. not bad, even though he was punished . 

Piaget also 01ppears to be incorrect ln postuladng 
a general trend from an authoritarian to a peer· 
group. or democratic, ethic Postulated general age 
shifts from obedience to au thor11y to peer loy.Uty, 
from justice based on conformJcy to justice based 
on equal.icy. have not been generally found . Peer­
group particlpadon has not been found to be a 
factor facilitating development on the Piaget di­
mensions. 

More bro01dly, however. Piaget Is correct In a..s­
sumlng a culturally universal age development of 
a sense of justice, involving progresstve ooncem 
for the nttds and feelings of others and elaboraced 
conceptions of reciprocity and equality. M this 
sense of justlce develops, however, it reinforces re­
spect for authority and for the rules of adult so­
ciety; It also reinforces more Informal peer norms, 
since adult lnstltullons have underplnnlngs of rec­
lproclcy. equallcy of u eatment, service to human 
nttd1, etc. 

The last-mentioned conclusion Is der1 ved pr1-
marily from cross<ulrural research by this wr1ter 
and h is colleagues on children's responses to a 
number of hypothetJcaJ moral dJlemmas, such as 
whether to steal an expensJve drug to save one'• 
dying wife. In this reseucb every sentence or ~ 
sponse of a subject could be reUably classllied lnto 
one of six stages that have al.so been dJvtded Into 
three major levels of development u follows : 

Level 1. PremoraJ : 
Stage I . Punishment and obedience orienta-

!Jon. 
Stage 2 . Naive instrumental hedonism. 
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Level II ~lorahty of convention:il role ( Onfnr1n11y 
Stage 3 Good.boy moral uy of mJ1nt,11111n~ 

good relauons . approvll bv 01 hl' r ~ 
Srage 4 l\urhonty maintaining mor.1l11y. 

Level 111. :\lorallty of self-accepted m<Jr.11 pri:lCI 
pies 

Stage 5 ~fora!ny of contract, of mdJ~1duaJ 

nghts, and of democr.lucally accepted 
law. 

Stage 6 :'.loral11y of ind.J v1dual pnncc ples of 
conscience. 

Each of Uiese six general srages of moral orienta· 
lion could be defined m tcr;':1S of its specific stance 
on some 32 aspec ts of morality. f or example, with 
regard to the aspect -motivation for rule obl'dience 
or moral acuon." the sex srages were defined as 
follows : 

Stage t . 
Stage 2. 

Obey rules to avoi~ punishment. 
Conform to obtain rewards, have favors 
returned, and so on. 

Stage 3. Conform to avoid dlsapproval, dislike by 
others. 

Stage 4 . Conform to avoid Cf'nsure by legitimate 
aulhorides and resultant guUt. 

Stage 5 Conform to mainca.in the respect of the 
impartial spectator judgi ng In terms of 
community welfare. 

Stage 6. Conform to avoid self<0ndemnation . 

It is evtdent that th is aspect of moraJ develop­
ment represents successive degrees of lntt>rnah1a· 
d on of moral sanctions . Other aspects <11 mural 
develop~nt Involve successive cognlU\'e reor· 
gan.ludon of the meaning of culturally universal 
values. M an example, In every society human 11fe 
Is a basic value, even though cultures dlffer in 
their definJdon of the uolversall ry of this value or 
of the condltlons under which It may be sacrificed 
for some other value. With regard to the value of 
U!e. the slx stages are dellned as follows : 

Stage 1. The value of a human U!e Is confused 
with the value of physical objects and 
IS based on the social sta tus of physical 
attributes of Its possessor. 

Stage i . The value of a human U!e 1s seen as 
instrumental to the satisfaction of the 
oeed1 of Its possessor or of other per· 
SOftl, 

Stage 3. The value of a human U!e JI based on 
the empathy and affectlon of f:lmJly 
memben and others toward Its possessor . 

Sto.ge 4. Ufe Is conceived as sacred In terms of 
Its place In a co.tcgorlco.I moral or re · 
ligious order of rights :ind dutlcs. 

---
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Stage 5 . Lire is vJlued both in it s relaoon to 
commun11y welfJre and as a universa l 
human right 

Stage 6. ure is valued as sacred and as repre­
senting a universal human value or re­
spect for the Individual 

It ts evident that these s1Jges represent a pro­
gresm e disentangun g or d1fferen1lauon of moral 
\·alues Mld judgments from other types of values 
a.nd 1udgmen1s. Wh.h regard to the particular 
aspect-the value of hFe-the moral value held by 
t.he person at stage 6 has become progressively 
disentangled from status and property values 
( stage I ) . ft om his instrumental uses to others 
( stage 2 ), rrom the actual affecdon or others for 
hlm ( stage 3 ) , etc. WhLle ph"osophers have been 
unable to agree upon any ulumate principle of the 
good which would define · correct• moral judg· 
ments, most phllosophers agree upon the char· 
actenst.ics wh.Ich make a judgment a genuine moral 
judgment ( Hare 1952 , Kant 1785 ) . Moral judg· 
ments are judgments about the good and the right 
of acoon. However. not a1J judgments of "good" or 
"'nght" are moral judgments , many are judgments 
of aestheuc. 1echnological, or prudential goodness 
0 1 nght.ness UnWce judgments of prudence or 
aestheucs. moral judgments tend to be universal , 
inclusive, cons1sten1. and based on objective, Im· 
personal, or ideal grounds. "She'~ real ly great, she's 
beauuful and a good dancer· and lhe right way to 
make a maruru 1s five to one" are statements about 
the good and right which are not mou.1 judgments, 
since they lack these characteristics. If we say, 
"Manlnls should be made fi ve to one," we are 
maJcrng a.n aesthetic Judgment. we are not pre­
pared to s ay that we want everyone to make them 
that way. I.hat they are good in tenns of some lm · 
personal Ideal standard shared by others, and that 
we should all make five-to-one martinis whether we 
\viSh to or not. Jn a similar f ashion, when a ten­
year-old answers the "moral should" question 
"Should Joe te ll on his older brother?" -in stage I 
terms of the probabilitles of getting buten up by 
his father and by his brother-he does not answer 
with a moral judgment that ts unlversal ( applies 
to all brothers In that sltuatJon and ought to be 
agreed upon by a1J people think.Ing about the sltua. 
Lion ) or one that h as any lmpe.rsonal or Ideal 
i;rounds. In contrast , stage 6 s tatements not only 
use specifically moral words like "morally right" or 
"duty" but use them In a moral way : e.g .. phrases 
such JS ·reg:u-d!ess of who It was· and '"by the law 
of nature or of Cod" Imply unh·ersallty; "Morally, 
I wuuld do It in spite of rea r or punishment" Implies 
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1mpersonah ty :ind 1deJ l11y of oblq;.rnon . and sn on 
Thus. the responses of -subjects at lower le,els 10 

mor.i l·judgmem matter s f;u l to be moral rc~ponses 
the same way tha t rhe \J ive 1udgml·n1s Ill su!J; , . , 
at higher levels about aestheuc or morally neutr .U 
marcers fall to be moral responses 

In this sense we can de fine a moral iud~ment 
as ·moral" wichout considenng its content r the 
;icoon judged } and w1thout considering "hether 
11 agrees or no t w11h our own Judgments or 
standa.rds. 

h 1s a.lso evident 1hat moral development in 
ter'Tls of these stages is a pro:;resslve mo1emen1 
toward basing moral Judgment on concepts oi 
justice. To base a moral duty on a concept of )us1ice 
ts 10 base that duty on the right of an indmdual , 
to judge an act wrong !s to judge It as \10lating 
such a right. The concept of a right implies a 
legiumate expectancy, a claJm which I may expect 
others to agree I have. While rlght.S may be 
grounded on sheer cuscom or law, there are 1wo 
genera.I grounds for a right- equa.Uty and reci­
procity ( Including exchange. contrac t, and 1 ~e re­
ward of ment ) . At stages 5 ar.d 6 a.II the demands 
of st;irute or of moral ( narnral ) law are grounded 
on concepts of Justice. i e .. on agreement. contract, 
and the impartiallcy of the law and 11.S fun cuon 
1n mamtairung Lhe rights of individuals. 

It is apparent that the stages just defined are 
siages in the development of moral judgment 
Ralher similar stages. however, have been inde­
pendently arrived at by Peck and Havu_;hurst 
( 1960 ), who include emotional and beha1·1orJI as 
well as judgmental traits in their stage ddinibon~ . 

The progressions, or stage~. just describrd Imply 
something more than age trends. In the fi1s1 place, 
they lmply an Invariant sequence in whilh each 
indMduaJ chJJd must go step by step throui:h each 
of the kinds of moral judgment outlined. It Is. of 
course, possible for a chUd to move at v~1ying 
speeds and to stop (become •6Jca1ed") at an' level 
of development, but If he continues to mo\ e up­
ward, he must move In accord with these steps. The 
long1tudJnal study or American boys at ages 10. 
13. 16. and 19 suggests that thJs ls the case ( Kohl· 
berg 1966 ) . 

Second, a stage concept implies universality of 
sequence under varytng cultural conditions. It im· 
piles that moral development ls not merely a m:mer 
of !urning the verbal va lues or rules of the child's 
culture but reftects something more univ~rsal In 
development, which would occur In any culture. 
In general , the stages In moral judgment just de· 
scribed appear to be culturally untvers31. Middle· 
cl:us urb:in, lower<lass urban, and tribal or rural 



village boys aged 10 10 21 have been studied in 
Taiwan, Yuca1an. Turkey, and 1he Unl1ed Sta1es 
In all groups. stage I appears first and becomes 
less prevalent with age Stage 2 appears next and 
then Stages 3 and 4, which increase wllh age. ln all 
middle-dass groups, and some lower-class groups. 
s tages 5 and 6 appear at later ages ( pnmarily ages 
16' 10 21 ) . These la$t 1wo scages are not found 
among tnbal or village peasant groups ( Koh Iberg 
1966). 

rac1ors in d(vt'lopmenl. II seems obvious lhat 
moral stages muse pnmarily be the products of the 
child's interaction with others. rather than the dJ. 
rect unfolding of biological or neurologkal Sll1.IC· 

rures. However, the emphasJs on sod al inieracuon 
doi:s not mean that stages of moral judltJllent di · 
rectly represent the teaching of v;alues by parents 
or direct "introjecdon" of values by the clilld. 
Theones of moral stages view the Influence of 
parental tralnlng and dlscipUne as only a part of 
a world or social order perceived by the child. The 
child can intemallu: the moral values of his pa.rents 
and culture and make them Ills own only as he 
comes to relate these values to ;a comprehended 
social order and to his own goals as a social self. 

Cuhurall)' universal invariant sequences ln the 
child's social concepts and values imply that there 
are some uruversaJ sm.ictural dimensions or Ill· 

variants 1n the social world analogous to those In 
the physical world . Universal physical concepts 
have been round because there is a uruversal phys­
ical structure which underlies the diversity of 
physical arrangements ln wbJch men live and the 
diversities of formal physical theories held ln vari · 
ous cultures. Jn somewhoat analogous fashion , the 
social stages imply unJversal slf\lctural dimensions 
of social experience, this Is based on the fact that 
social and moral action Involves the eJUstence of a 
self ln a world composed or other selves playing 
complementary roles organlz.ed into lnsdtutJonal 
systems. ln order to play a social role ln the family . 
school. or society, lhe child must lmpUcilly taJte 
the role of others toward hlmselr and toward others 
In the group. One side o( such role taldng ls repre­
sented by acts of reciprocity or complementarity 
( Mead 1934), the other side by acts and atdtudes 
of sameness, sharing, and lmlt:tdon (Baldwin 
1897). These tendencies, lndmately associated 
w1th the development or language and symbolism, 
torm the basis of all social Institutions which 
represent various p:memlngs of shued or comple­
m.:nta.ry expectations. (Su 1NT£1\ACTIOS ; L.01-

Cl '.\Ct, article on LA~CUAC£ DCVELOPMENT ; ROL[ , 

artic~ On PsYCHOLOCICAL ASPECTS. ) 

Such institutional expcctatJons have per se a 
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norm ative or moral component 1n,oh1ng rn;hcs 
oand duues ;ind require mor.:il role 1Jl.1n~ \\'hlfe 
tlie concrete definauons of required beha\lor in 

gJVen roles are relali\'efy fixed throu~houc age de­
velopment. the perspectives in which these be­
haviors are related to a morO!.l order undergo suc­
cessive scagel•ke transformallon. Required behaVlor 
may be based upon power and external compulsion 
r sta~e I ), upon a s)·scem of exchanges and need 
sausfacuons ( stage 2 ) . upon the maintenance of 
legiumaie expectations ( stages 3 and 4 ). or upon 
1de;als or general logical principles of social or · 
ganiZltlon ( stages 5 and 6 ), The order in this 
development Is Joargely the result of general aspects 
of cognidve development. Concepts or legnlmate 
expectauons presuppose concepts of reciprocity 
and exchange, while general principles of social 
organization a.nd justice presuppose concepLS of 
legnlmaie expectatJons. 

The large cognitive component of moral role 
caking 1s suggested by correlations between 1he 
development of moral judgment and cogruuve ad­
vance on Intelligence tests or on Piaget"s cognidve­
stage tasks. Intelligence m;.y l-.! taken as a neces· 
sa.ry. but not sufficient, cause of moral advance_ 
All morally advanced chJ..ldren are bnght, but not 
all bright clilldren are morally advanced. Cogni­
ove advance is associated with emotional aspects 
of moral role taldng (e.g., the movement of 
moral motives from punishment to disapproval 
10 self-condemnation ) as well as with more Intel­
lectual forms of moral role ta.king ln terms of the 
values and the rights of others ( e .g., the movement 
from conceiving or Uie as a physical value 10 con­
ceiving it as based on a 11nJversaJ respect for the 
huma.n Individual). 

In addldon to cogn.ldve advoance, opportunltJes 
for pa.rddpatJon and role taking in all the basic 
groups to which the child belongs appear to be 
Important for moral development. Piaget's theory 
( 1932) has serened the peer group as a source 
of moral role talclng, while other theories ( Mead 
1934) stress participaUon in the larger secondary 
lnsdtutJons or pardclpatlon In the family itself 
( Baldwin 1897). Research results suggest that all 
these opportunities for role ta.king a.re lmponant 
and that all operate In a similar dJrecdon by sUmu­
lallng moral development rather than producing 
a pardcular value system. In three divergent cul­
tures studied, middle-class children were found 
10 be more advanced ln moraJ judgment than 
matched lower<.lass children ( Koh Iberg 1967 ). 
Th.ls was not becau~ the mlddle<.lass children 
heavily favored a cert;iln type of thought which 
corresponded to the prev~Jlng middle-cl;iss p;iuem. 
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lnste:id, m1ddle< lus and workmg<lass children 
seemed 10 move through the same sequences, but 
t.he m1ddle<lass children seemed to move faster 
and fart.her. Similar but even more sulking dilfer· 
ences were round between peer-group participators 
(popular children) and nonparucipators (unchosen 
children ) in the American ~ounple. Studies un­
derway suggest that these peer-group differences 
partly anse from , and partly add on to, pnor diter· 
ences in opponun1ues for role taking In the duld 's 
fanuly ( family parociparion. communication , emo. 
uonal warmth. sha.rtng in decisions, awarding re­
spons1b11Jty to the child. pointing out consequences 
of acdon to others ). 

Our discussion has stressed the role of intellec· 
tual advance and of social participadon and role· 
taking opportunities In family, peer group, and 
secondary lnslltutJons as I.hey facilitate the de­
velopment of moral judgment. While the evidence 
is less complete, these same factors appear to 
correlate with clinical ratings of maiurlt)' of m oral 
character ( Peck & Havighurst 1960 ) and exper1-
men1a.J or rating measures of bonescy anJ of moral 
autonomy ( Koblberg 1967: Columbia Unlvers11y 
1928-1930) 

Parental 1dentt/ication and guilt It is impor· 
tant to note that some of the findings used here to 
argue for I.he centrality of role-taking opportunities 
In mouJ development have also been lnterpreted 
as indicating the centrali~ of parent idend.fkadons 
In conscience formauon. In psychoanalytic and 
neopsycboanalytk cUscussions. idencification bas 
meant the genenl tendency to take the role of the 
punJsblng a.nd criUd.Zing other ; I.hat ls , ln order 
to criticize or punish himself after transgression , 
lhe cbJld must take the role of anor.her toward h1m-
5elt. Otherwise be would condnue to view hlmself 
and the situadon u be did when be performed 
the act. For self<ridclsm to be guilt, the child 
must •take the role of the ot.her· ln a deep or In· 
ternallz.ed sense , rega.rdless of whether the other 
knows about his transgression. Such deep, fixed 
role taking or ldenti.fkatJon has been variously by· 
potheslzed to result from needs to substitute for 
an absent or rejecting love object ( Freud 1930; 
Sears et al. 1957). from the need to defend againlt 
fear of aggression ( A. Freud 1936 ), or from •stat\11 
envy'" needs ( \Vhitlng 1960). 

It 11 evident that ldentlftcadon Is a epeclal or 
putlcular Corm of role taking as previously de­
fined. As opposed to more general theories of role 
t3klng, identiJicatJon th~ries of moral formation 
have :issumed : ( a ) t.hat the child's role takJng of 
p:irents represents a unique, special, and necessaiy 
basis for conscience formation rather than one of 
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a number of general role-taking rebllonshtp~ 
( b ) that the basic mor;i,f role-tJlo..1ng tcndencin 
leading to conscience formation are formed in eJrl)' 
childhood. when the child's weakness can ueare 
overwhelnungly srrong tendencies 10 love. fear . and 
respect and lead 10 111tro1ecllng adult figures and 
thet.r prefcripdons. ( c ) that basic role taldng of 
parents leads to direct in troiection. transrer, or 
numrclung of fixed parental standards rat.her than 
being a step toward the development of generaJ 
role-talUng tendencies which move out Into wider 
social realms a.nd so promote moral advance. 

In general the research findings suggest the im­
portance of children's role taking of their parenis 
In moral development, but I.hey do not supJ>ort the 
nouon that conscience Is a unique product of 
parent ldenti6cadons ( Koh Iberg 1963a, l 963b. 
1964; Hoffman 1966). Pa.rental warmth, children's 
positive attitudes toward parents. and children's 
eltpressed desire to be like their parents correlate 
positively with acceptance of t.he conventional 
moraJ code as measured by tests of conventlon;il 
expressions of guilt and of morJ.1 judgment. Lltlle 
evidence, however. ba.s bef>.1 found 10 lndJcate that 
these variables are correl~ted with the fixed incro­
jecdon of particular. indMdual pa.rental mor.1.1 
values. Furthermore, Uttle evidence bu been found 
to suggest that a close bond to one or both parents 
Is Cn.JcialJy necessary for conscience formation. 
The most relevant srudJes come from compar1son 
of Jdbbutz·reared and family-reued children in 
Israel. While lcibbu12 cbiJdren have regul<ll con· 
tacts with pa.rents ln evenings and on hoUdays, 
puents are Uttle involved ln making or enforcing 
moral or soclalizatinn demands upon the child. 
This task Is primarily the function of the nurse­
caretalcer, the teacher, and the peer group. Few 
clear dUferenc:a have been found between these 
cbiJdren and clty children In moral judgment. In 
projecdve measu.ra of guilt, or tn naturalisdc ob­
servation• of moral control of behavior (studies 
reviewed In Kohl!Jer& 1964 ). It would appear, then. 
that aJfectJonaJ relatlonshJps (or ident.Ulcadon) 
with parents are important ln moral development. 
mare because pol!tive and affec:donal relatlona to 
others are generally conducive to ego development 
and to role taldn& and acceptance of socJal stand· 
ants than becaua they provide a unJque and direct 
basis for consdence formatJon. (~I! A7n:cnON.) 

Common psychologic.al notions that parent:tl 
punishment and resultant guilt play a critical role 
in moral development seem even more questionable 
In the Ugbt of research findings. It seems self· 
evident that self.tnduced paJn ~ter tnnsgrcssion 
( guilt) must originate largely from C.'(perlences 
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of transgression-related pain c~used by 01hers 
(punishment). Some core experiences of punish· 
ment. or at least of blame, Jre presumably neces· 
sary for 1he development of guilt reactions. and 
even the most permissively raJSed children experi­
ence them. Punishment. however. does not directly 
produce guilt. since I.he ...-ery young ?urtlshed child 
does not experience gtsllt Funhermore, there does 
not appear to be a direct rt>l3tJonsh1p between 
amount of punishment and 3mount of guilt. We 
are also not able 10 say that 1he more pi;vchologi­
caUy palnful the punishment, the more likely it 1s 

to produce guilt. Physical punJshment seems to 
show a low pos1uve correlation w11h cha.ldren's use 
of punishment fantasi es as consequences of trans­
gression. but it does not relate positively to types 
of uansgression reaction more ~presentatJve of 
guilt. Even for punishment reactions . young chil­
dren whose parents report they never use physical 
puni.shment may ma.ke heavy use of it in doll-play 
uansgr~slon stories. 

Punishment by love withdrawal ( Ignoring. isola­
uon, a mother's sta1ements that she doesn't like 
her child when he Is bad ) has been thought to be 
especially cri tical In producing guilt, because loss 
of love 1s believed to be more psycholog1cally pa.in· 
ful or al)Jdety-arousmg than physical purushment 
and because it would be expected 10 lead to lm­
pllci t role taking or tdenufication with the parent's 
dJsapproval. However, love withdrawal has noc 
been found to rela1e to self.critical guilt ( Hoffman 
1966 ) . 

Rather than showing st.riJt.lng or unique rela­
donshlps to punlshment experiences, projecdve 
measures of Internal guilt show the same general 
age trends and social correlaies as measures of 
maturity of moral judgment In the school years. 
This su&geslS that the development of conscious 
Internal standards or judgment and of empathic 
and role-taJcJ.ng capacities ls the major fac tor In the 
genetil of guilt (Kohlberg 1964; Hoffman 1966). 

The findings just reviewed, together with find· 
lngs presented lnJdally In this artJcle, are Incon­
sis tent with the notion of a fixed moral structure 
( consden~t) developing out or exper1ences 
of parental punishment and reward and determln· 
Ing moral behavior. Thls conclu1lon ls not Incon­
sistent with the obvtou1 Importance of punishment 
and reward In the short·term situational control of 
·moro&J- (conforming) behavior, u 1uggested by 
the Hartshorne and May flndJngs. Experimental 
studies that manlpulate punishment parameters 
show suiklng effects upon short-term resistance to 
t~mpto&llon In gl\·en situations ( Aron freed 1966). 
In contrast , natur:illsllc cvrrel:itional studies of 
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p.uame1ers of p:m-ntJl punishment and reward 
suggl'sts few clear or pers1s11ng cffccrs o t 1hese 
parJml'ters upon later rnorJJ beha11or r find1m;s 
reviewed In Kohlberg 1963a) Thus . S- R re in· 
forcement theones may be useful in e .~plamini: 
short·run learning of behavioral conform11v . wuh­
out being adequate for the understand.mg ~f what 
we have considered as characienstic of moral de 
velopment 

~eurolic brha• ior. In addtuon to c!Jsungurshin~ 
between mor.U development and s1tuat1ona.I con 
formiry w11h regard 10 punishment-guilt factors . 
11 is important to distinguish between moral de­
velopment and the formatJon of neurouc mh1b1· 
lions, anXJeties, and punnive feelings resullln~ 

from puntshmenr- gutlt factors . It is obvious th.11 

neurotJcs suffer from strong feelings of anxfety, 
depression, low seU~steem . and inh1b11.ion. To a 
considerable extent, psychopatholog:ists have held 
tha_t these feelings result f rom guilt experiences 
resulung In tum from real or fantasied childhood 
lransgressions and associated punishments. and 
they have developed grneral theories of moral de· 
velopment from these clinkal ~ata. 

The rest'a.tch findings on gutlt J.nd moral factors 
In neurcx1s are sparse . but they do suggest hm11a­
tions to tbe notion thal neurotics suffer from 100 
much general guilt or moral restraint. There ls 
lln.le reason 10 beUeve that neurotics are more 
scrupulous about moral ideals or more moraUy 
restrained ln thelr conduct than normal people. 
NeurotJc children have not been found to be higher 
(or consistently lower) than normal children ln 
projectJve measures of guilt , in moral judgment, or 
ln resistance to d.J.shonest behavior. ( In contrast , 
pathologically delinquent children ue markedly 
lower on guilt and moral judgment than ace 
either neurotlc or nonnaJ chl.ldren.) While neurotic 
symptoms do not seem to be explainable as the 
resul t of too much general guilt or moral concern 
resulting from childhood experiences, It does seem 
plausible to view distJnctJvely ·neurouc· mor:il 
anxietJes and inhibitions ( anxieties about matters 
viewed as morally permissible by the general cul· 
ture ) as the result of childhood experiences and 
fan tasies of parental punishment. CUnlcaJ obser­
vations as to the genesll or these ldlosyncradc 
moral anxieties may be valid, then, even though 
t.hey have not provided a useful model for the gen­
eral understanding of moral development. Such 
understanding rests on further elaboration of the 
processes of ego development as these Interact with 
social eX'periences of which the moral Is a univenal 
dimension. 

LAwai:NCE Ko11uuc 

~~----~--~------------------------------------------------- ~ 
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4. Holy Community and 
Values Education 

Barry Cha.zan 

One o( the c:oncuns of recent approac:hee to man! and 
values education has been to emphaslu the oenml iOle of 'the: 
individual in morality. Such approacha u valua _d&rifia. 
don, John Wilson's theory, and LaWrenc:e ·;~. 
c:ognitive--developmental approach.. have ~· mr~ 
individual as a vital foroe in the Initiation ~ ~~ <>! 
moral pnx::dses. ForlODle of thae appn>ICha, eodetyor ~ •• • •• • • - ..ii 
group has become the great enany; _Le.; lt~~ ... ~~an 
extemaJ force that coma to lmpoee upon~~!!.~ 
individual and, in IO doing. to d~ ~-~ ~ ... ~ 
and dignity.' Thus, a major_ asswnpti~~'~;.~~~}o! 
contiemporuy moral and nlues education l_lu:beeri ~t the 
group i.s a problem for morality, and conaequ~ttr~. ls.• 
nttd to return " the locus of evaluation to~ penon.5;~ ::. 

Jud.llism and Jewish education would aeeD\ to offer an 
alternative position; they would teea\ to unply . that "the 
community in bct constitutes a powedul value and aUtive 
force in the sphere of morality and va.tuini &nd oo~ 
quentJy, in the sphett of values education. It ii this theme 
which I should like to discu..s.s in this chapter.• , · . , 1 

Judaism is a religion in which the notion of ooiiunllclty is 
primary and writ la.rge .• It joins such other key notions as 
Malkut Skamayim (the Kingship of God), Middat Hlulin (GOd's 
ju5ti~). Middtzt HimViamim (God's love), Gonil11t 11.tMdim 
(acts of loving kindness), Tonih (Study) and othm t.O'aPeilout 
the ultimate agenda of Judaism and Jewish eduatbn,,:whkh 
is the imitation And emulation of the godly way.•_Th.r s'.\o~n 
of community in Jewish life ls often denoted by the word 
" Israel." which refers not only to the State of l.stael ortind of 
lsrael per se, but rather to the Jews as a oo~unity and 
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p\!oplehood. ThlS notion of community ls linked to other 
te rms, especially to the Bnt, the holy or conven.ant.al 
l'Ommunity, • as weU as to the Land of lsrael. ' The notion of 
the covenant.al community means that Israel ls not s lmply an 
aggregate of individuals, but a group of like-minded people 
who have jointly entered into a covenant with God which 
demands that they live a unique lil~tyle. The notion of the 
Land of Israel lmpUes that Israel as community is not an 
<'Xclusively metaphysic.al or extra-nation.al concept, hut is 
linked to specific venues and to patterns of communal li fe 
therein. 

One of the underlying points of this emphasis on Israel as 
community is the assumption that a person's life and 
relationship with God and the world is Sttn not in exclusively 
individual tenns, but rather u part of a Larger, l.ike--minded 
coUective. Man is not alone both in the &ensf: that he Is part of 
a covenant with God and al.so in that he is part of the 
covel'Ulfltal community of Israel. 

This theme is exemplified in many aspect5 of classical and 
contemporary Jewish life. Much of Jewish prayer is written in 
the plwal (" Wr s.u\ctify thy name ... " ; "Restore u.s, our 
Father, to thy Torah; drew u.s near, our King. to thy service", 
" Wt ever thank thee ... "-from the ShtmonUi Esrch prayer, 
standard prayer book). The confessional and other prayers 
on the New Year 11nd the Day of Atonement are said publicly 
and in thl' plural (" Our Father, our King. wt have sinned 
before Thee, O ur Father, our King. wt have no King except 
Thee"; " Wt ha ve trespassed. wt have dealt treacherously, W! 

have robbed ... "; "For the sin which wt have committed 
before Thee under compulsion of our own will" - High 
HoUday Prayl'r Book). Exile from lsrael (i.e ., being outside of 
the Land of Is rael and out of relationship with God) is related 
to the collective sins of the people ("Bec.ause of our s ins, W! 

were exiled from our land and removed far away from our 
country"-prayer book). The link with Zion a.nd the Land of 
lsrael remained an important asp«t of Judaism throughout 
I.he cenrunes, even as Jews moved to many countJies 
throughout the world (at a Jewish wedding, a glass is broken 
to symbolically remind all present in the midst of their joy of 
the sorrow of the destruction of the Holy Temple in JerusaJem 
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and of the subsequent Exile; and on Passover, the Seder 
service is concluded with the statement "Next year in 
Jerusalem" ). 

Prophecy, too, may be .een In light of this notion of 
community. While the prophets are often depicted In the 
modem gentt of lonely lconodua, luhlng out against a 
corrupt and alien world and eodety, they att pcob.bly betttr 
sttn as members of the holy oocrununlty Invoking the Godly 
coveNnt to point to the comaptioN of that community.• 
Thd.r call was to individuals •• put of a people or a Ntion; 
they wamed a community that had gone astray that it had 
better return to bdng "• kingdom of pdests and a holy 
people." · 

This concern with community rmWned an uped o{ 
Judaism as it entered the cnodem age, and In .ame waya, 
became even more prominent (putty bee.a~ of the 
dl.minudon lA lmponance of IOme of the more theolOgical 
and religious aspecta of Judaimh). ~ Zlonlst mowment,' 
culminating in the modem Stabe of Isnel. 1a: In ·D\U\y waya, a' 
continuation of the dualca1 motif of ' peoplehood .Ni 
community.• Contemporary ~ Jewtah life b ,ac>; 
rnatked by this grut preocc:upedon wtth fellow Jews, the. 
organi.z.ed Jewish coaununlty, andmter Jewish communltia · 
throughout the world ... Th1s II pe.rticulariy ecpressed by 
Jewish concern for lntamuriage; the ce!\trality of the 
Holocaust In the ~ awmoiy of the Jewish peop~;· 
Di.upon Jewry's mntinued support bland; the conoem 

~ for Jews In the Soviet UnJon, Inn. and ArgentiN; and the· 
complex organiutional matrix of Jewish lile on the loal, 
Ntional, and international level 

This concept of COD\a\unity NI .CJDNeqUently become a 
central theme and context of fewiah ttl!gion and education." 
That is, community functions as an important aspect of the 
overall concern of dusk:al Jewish education to educate for. 
the life of Torah and fewiah dtiz.enahlp, and the concern" of 
contemporary Jewish educatlo.n to educate for Jewish group· 
identification. u In the cLass1cal tchool, the major d~ fol 
such character and dtiz.enshlp education were deeds and the ' 
s tudy of the holy texts. u A. part of their Khoo( experience; 
children pniyed together, redtrd the collective blessinp C:ve.i 
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food , prepared for and celebrated theirex>aununity holi.dayr.. 
The life o( the- school in O'\Any inst.a.noes functioned as a 
maa<><oaununity, reflective of the la.rgu ex>aununity's 
ethos. The study of texts wu not euenti&lly a privite, 
individual matter.~ Holy Texu wu. aazuJble to .U. and 
they were studJed together in the group, aWcing use of group 
process (one of the charactemtic techniques of study was 
11.mruto- buddy ayatem where grou~ of two atudied texts 
together). (Indeed, even today as one walb through some of 
the ultra-religious Hctions of Jerusalan, which a.re, in many 
ways, attempts to perpetuate traditional Eaatan European 
life, one hears a chorw1 of voloes reciting and studying the 
holy texts to~ther. To some ears It is noise; to others iris a 
symphony of a coaununity.) Moreovu, the contents of the 
schoots--.g., Bible and Talmu~ replete with the 
message of community as an important upect of Judaism. 
While Jewish education in the modan era hu changed 
radially from its duaical forebears, it h.u relab\ed the theme 
of COD'\D\unity. The oontenl:I studied-history, Israel. the 
HolocaU$t. Jewish ex>mmunlties throllghout the world­
tnnsm.it this Idea; a.nd echool activitia--Kam llmi (money 
collected wedtly for " my people" ), assemblies, holidays and 
celebl'lltions-also preach the me:ssa~ . 

Community !unctions in aevena.I ways in the p~ of 
Jewish chancter eduation (indeed, in waye somewhat 
a.na.logous to the functioning of text study). First, the 
activities, rites, rituals, and laws of Jewish oommunal life 
convey and transmit basic values and principles of Judaism. 
Thus, the child who prays, observes the ~bbath, anJ 
observes the dietary laws, ex>mes to understand bas ic 
principles of Judaism (e. g ., piety, holiness, the sanctity of 
time and life). In that sense, community becomes a means to 
helping a youngster understand his tradition. Second, the use 
of community in education is a vehicle of developing social 
habits and patterns of behavior. Community is in part a 
means of the socjaliution of the young Jew into habits and 
behaviors that are regarded u usential in Judaism (habit is 
not regarded as a completely negative factor, ~though it is 
also no t regarded as the exdu.sive good). In this sense, 
community is a means to helpin.g a young3ter become 
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sodalittd into his tradition. Finally, participation in ex>aunu­
nity is a "good deed" In lmdt thus, the vuy act of 
participating in t'OD\D\unity CX>l\tributea to a child'a ~ 
development by enabling (or fordng) him to pedmm a 
mitmalt (• rdgloua dftd, coaunltment. and adion). In this 
senM, coaununlty la not a meana to other enda, but rather an 
end in lbelf. • 

The fint part of my argument. then. h.u been that the 
notion of ooaununlty (and D\Oft precisely, larad •• holy or 
covenantal community) la a amtnl theme and value of the 
Jewi.lh ~ and is rdlediw of eome butc ~ 
tions about man'• nature and education. 11\e eecond ~ ol 
the argwnent is the ex>ntimtkm that this atarv:ie Is at oddi Wuii':·· '. ·. 
much of contanpomry moral education. which hM-~· ~: 

l neglected or ttjeded the community u a fadoi b\"moai :::~.: • 
• . ..... . ·~··- ~. ~·· ,, . 1'·1 · _ .... ,. ........ _.. . • • . ' ' ~ . .: . ~.,,. ,}' .. . . . .. , • . • ·l 

"""............. • ' • •. , •• , _"\{I :";,· ·1:1.i~·. · ""' 
The•~pmntolvai..d&d&atianll~~~J .. ~'f..~:7 

yoW\gpa90ntodayedltalna~~~~~~~,i.}!.~' 
competing and oonfuslng value~·~\ 1[i~r.r.r.:; 
ex>mea to lmpoM bell on the young.~ 'The~- ,; t:'; s .:~· 
ideologies, and the attempted ~don Of ~1:;{'~~ .. f~~:: ·, 

chll 
... __ ..... . .... .:. .......... :: ;:i•;;.;;,..'t ,:s ~.,.~lf.'"i~· ... onto ... .., ... 11.U11M1tute us~ . ..,. ':f.~ ~..... ., ,., • •• 

are the catalyst for VC:a ~·Of~-~-·~·"'"' · . · ':· -· 
objecu both to the imposition of va1ua about~~ ~ • 
no ex>~ and to the aubfuption of~~~~~~::~:;· 
group in th.e values doma1n. lmtea.d, one.,o! ... ~~.:!: 
messages of VC throughout all its variegated Uten~~ ~t · 
values are a personal matter, and they ahould: not·-:i,e· 
determined by otiemal forces."" q,n.equently,~bii 
developed a pedagogy which Is aaentially indMd lD 
nature U\d, aacordlng to IOfJ\e aitica; Closer to .;.v~-1!'.-.i~i ;'. ~: . 

..... r-*!:~··.., 
models of self-actualization and ~kientaed ~PJ..~, ~ 
to vaJues education." While 1ubeequ.ent v~ons OfV~~~.} 
tried to be more sensitive to ita odglnal neglect ~f ~.~:"}"' · 
it ~mains a atrildngly lndJvidual-orien~ them)'. ~ at :i. 
the best disttg;ard.a annmunlty and at the worst resaidi•t'a(. ::.' 

• • ' ' .... --~ .... I 

the enemy. . ... ;•MifitMi> .,. 
John Wilson' s theory of modi eduC.tk;n ~.:.~ '·· 

morality as a process or pnxiedutt (" a pa.rticu1ar kind pf , 
huoun thought") that is determined _ by r.ltioNl''.&nd ''. . . . .. .. . - .. .. ,_-1._ :1~ ~-·. 
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autonomous delibenition. and a basic concern for the welfare 
of others.•• Wilson· a theory is more soci&l in Ntu.re tho..." VC 
in two senses. First, his list of mollll components does 
include Items that re A~ a COl\Clrn\ for othen (Pf-m...) anc\ the 
ability to interrela~ to othen. S«ond, Wilson sped£io.Uy 
affirms the social Nture of persoru ln tenns of a fraternal 
instinct and a need for communication.• Thus, Wilson's 
rational morality d°" uawne and rela~ to the soda.I context 
However, he is not, like our Jewish model, concerned with 
"community'" as a buk good; rather, he is concerned with 
the welfare and good of others u i.ndJvidu.al.s. The diHerence 
betwttn Wilson and the Jewish model we have suggested is 
implied in the distinction between "covenartt" and " social 
contnct." For Wilson, community is a functioN.1 agrttment 
or &mU\gement (•social contact) between lndividu.a.ls for the 
Larger good of mon.l thin.king and autonomy, which Is 
ultimately individu.allstic in nature. The notion of "cove­
nant" implies a much more bask and /1 priori link and 
commonality between individuals, beyond that of an ' TU 
scntch your b.clc- you scntch mine" mOt"ality. While 
Wilson's theory of montl education is more sod.ally sensitive 
than VC, it too does not affirm the value or primacy o( 

community. 
The notion of community has emerged in Koh.Iberg 

(particuLuly in his later writings and In the work of some of 
his colleagues") as a prominent educ:.ationaJ theme, in terms 
of the phrase " the just community." The assumption in this 
emphasis see.D'\S to be that the structuring of schools and 
other educational prograD'\S as just communities is a vahable 
way of facilitating cognitive-mollll development aJong the 
various stages, and hopefully an improve the possibility of 
reaching th<' highest stage of justice. Thus, the just 
community renects some of J<ohlberg's initial assumptions 
about the sociability of man and the operationaliz.ation of 
justice in daily life. Al the same time, it seems e-ven O'\ore 
significant in Kohlberg's work as a pedagogjc device; i.e ., 
along with the Socratic ~logue. the just community 
becomes a valuable vehicle for individual moral develop­
ment. Thus, while Kohlberg's " just coaununity'' i.s certainly 
more soc:ia1 than either VC s pure individualism or Wilson's 
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social contract morality, it still does not imply a notion of 
community u an i.nhuent value. Kohlberg'a "just coaunu. 
nity" is in two senses diffuent &om the notion of "holy 
community" that we developed abow. F°U"I~ in the KohJbert 
scheme, the just ~unity is • valuable educational device 
for reaching Stages Sand 6 but the coaununity per• la not a 
part oi these ataga; le., it II not a value inhe.m\t In Stitges 5 
and 6. The inherent value of Sand 6 ia justice u a unlvenal 
human value. 1n the ~t a:mununlty, being part of the 
covenant is ln ltsdf • value; It la not simply a means to an end. 
but is an end (much u In Judalam the performance of a 
mitznah is its own ttWan1 and la not simply a pedagogic .. ' · 
devicl! to ~ad to other values or adicma). The very act of being 
put of the covenant coaununity II a value. For Kohlberg. the 
just coaununJty and the meal dileauna atoda become 
important becawie tl\e)' eeesn to be effettive way. of moving'-:~ 
toward Stau 6; for Judaism. Iarael and Tonh att.not fUt •· .' 
stepping atones but are in ~ put of the hlghe9t ' : .. 
stage (and tt\eftloft holy). . · - -;:::.~ ·· .. · 

A 1M!()Ond dladnction between J<:ohlberg'a "jus~ oom.mu­
nity'' and lanel u holy c::omawnlty la implied by.;the 
modifiers "just" •• opposed to "holy.'' Thex tama att not 
equivalent, and while the just ia regarded as a pa.rt of the holy 
(as my colleague Joseph Ramer indicates elsewhere ln th1a 
volume), it is not e:ichau.ated by lt In Jewish tradition. a Israel 
as holy coaununity lndudes justice, but it also indudes other 
phenomena: Cod. a coau:non ~ge, collective responsi­
bility for group exis~, cultwal artifacts, a place. Thua, the 
Jewish notion of a>aununity ia much luger and mo~ 
inclusive than Koh.lberg's notion,, which seema to fOCU.!pn 
one parameter only (Mordecai Kaplan has chancterlzed th.ls. 
multi.dimensional nature of Jewishness by the phrue 
"Judaism as a civiliz.ation' 'U). 

Thus, I am suggesting that d\en! is a sense in· w~ 
contemporary montl education has been pn!OOCUpled with ·· 
the redemption of the individual &om the alleged evtle!!""'f1

• 

and tyranny o( society. The collective has frequently emerged 
as the source o( man's discontent, and the task of moru and 
values education has be-en often conoeived of as rescuing 
buically D'loral man &om i.aunoral ~ety. 
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The notion of community Implied In the concept o ( 1$rael u 
holy or covenant communJty would teem to auqest a 
dilttrent pogslbility, namely that the morality of the 
Individual is very much rela~ to and a faOl!'t of ooaununity. 
Rather than thwarting individual cnorality, ooaununity 
property unde"'tood ls an indispensable aspect of moral 
d evelopment. This woU:d meAn that ooaununity could 
constitute an important means of values education, as 
appattnt from l<Dhlbeig's scheme, but alao that it is an 
indispensable end of values education, u Dur~eim h.a.s 
argued. Thett are important new educational impUcadona 
for values education that emerge from du. different notion o ( 

the relationship between maununlty and values .. 
1n this context, one must be wary of• point Martin Buber 

emphuiz.ed when he distinguiahed between " nation.al" 
and " nationaliatie'.'' education. a.a Buber wama that there la 
aJwaya the danger that an education for which the group or 
the ooaununity la an bnportant valuemuld euily degener­
ate into. glorification per lie of the group; l.e., that wtead 
o ( the grou p constituting one value ol a peoplt, it becomet 
the sole mncem and focus of an educallonal syatem. 1n 
s uch cases. national education becomes nationalistic, i.e., 
too exclus ively concerned with the external symbols of 
group survival (flags, national anthems, the fight for 
swvival), a nd not enough with the spi.rinw and intenul 
values of the people . Such a form of education focuses 
exclusively on the term "community," and neglects the 
terms " holy'' o r " coven.ant.'' 

Thus, one must beware; the use of holy coaunun.ity as an 
educ.ational concept in values education ls • tw~ged 
sword . It may promise new visbt.s not to be found in other 
contemporary approaches to values education, but it could 
also be tragically misused to be "anti-Israel" and "anti · 
Christ"; i. r ., to be an agent of lm.mon.llty and paganism. The 
qu~tion that could be posed to value educators today is 
whether they can u tiliu the educational concept of holy 
community as a plowshare and a pruning hook that can be 
us.ed to build vineyards, rather than u a sword and a spear 
that will be used to wage ye t another war. ,,., 
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A Religious School Model of Moral 
Education 

Moral td11ca11on drf>'nds nn tltt "a"l""I of tltrtt tl11n1J con"I ob1rc11~ 1l11n>.1111 
011d d1trrtrt1n'd OCllOfl 

ID Donald H. Pcckenp1u11h's monograph , '" Moral 
caoon. The Role of l.M School."" he asked m&llJ 

, " What 11 a moral penon! "" and ~·~ a .-idr 
of ~n. One tinlc girl answered, ••to ~ other 

It and 10 act so they cao '°"'you. You know. 10 kno.' 
f 1 ri&ht aod to do it .""' 

111 tbele "'° K oteooes she eapressed rhe th rtt raom of 
ity thar are needed to make mora.lity worlt . Morality 

bumane canne. objectiV'C thinkina. a.nd determined 
• . ~ Reli,ious Sdiool Model o( Moral Educ:atioo 

. a way of thinkioa about these three racea. 
· • judgin1 and actina. lo a JM.h educulonal 

This modd is de:sigDed 10 help the Jewish dnld 
tand aod pracntt canng, judging and acnng lll all 

of hist her life. 

ri.a-,lty Wabid die Model 
A model of Moral Education focuses upon the realm~ of 

ne caring, ob)CCti"' thinking and dcrennincd action. 
onlity is ocithet sood motives nor ri&ht rusoo OOf 

uu IC1ion: it ii all three.··• 
A moraljty iuelf is not based upoo OM realm or ~ 

but on the thrtt rea lms inrqnted; so 100 moral 
oon requiru a combiunon of the COf'llti"! u ftU 
~ affective to rn:&te 1.11 intqntift approach. 
Jobo ~ ill Moral Prvtripla ilt £4,,c.u°"' wroce, 

as the malmal of k110"·lcdrc ii supplird throush the 
, so the materW of ethical knowled~ is supplied 

ah emouonal resporuivt nes;s. " 
J John Wilson ad.-ocates that 1nd1vidual1 need to learn 
:• only h°"' to deal with questions about what to do in 
-.tlict situa tions but also how they feel. He belina that 

ol one's own a nd 01hcr'1 feelinp and emocion.s 
sit ill n«ded for moral iuda IMflt a lld behavior. 
rings he dilcuues the importan« ol 1drn11fy1111 
and the impact they can ha"! on one·s decision.I 

behanon.' 
Mon! educators like O~ Bccil' and Jact Fl"Kllkd° 

lhat the lheory of moral clewelopment llftds to be 
pltd • llh an ""interactive" approach thai enables 

uals 10 become awan ol 1he feelin11 and thou1hts 
inOucn« lhcir behuiof. R.S. Prtrn' contends that 

O.tW... ii Rrli•''"" S<-lwol 01r'l."IM. S1rrltr11 Wi'.u 
S1.,,11rc~ur. Nrw YurA. 
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the moll 1mporun1 question 1n mor11 I educauo n as- How 
do children comt to care! 

Sued upoo the prior philosophiul assumprion.s. uns 
modd, the Rd.ip>us School Model, to m«1 a broader , 
more intqnt:J.t apprwch hu born synthesittd from four 
u 1Stin1 models: ~ Cognilift Mon.I Devtlopmcnt 
MO>lrl ol Larrrncc Kohlbcr1: lhc Values Clanlication 
Model of Raths, H.annin and Simoa: the tnculcat100 
Modelo( Superb rt. a.I . , and the Action Leamins Model 
of Fred Newman. The nren,ui1 of each model have btto 
dnWl> K.lecti-rdy I.a order to deal with morality's thrtt 
rea.lnu: Carine. Jud(iai (lllin.kills) aod Act1n1 . ' 

kww.F-
~ ""kwisb" focw af the Reli,ious School Model is 

based upoo the prind ples by which all dlildrcn and adults 
c:a.o euidc their c:ooduc:t in life siruarions. throush the u~ 
of the Jewish value syJtcm. The model 1s designed 10 focus 
emphasis upoa &JI undenun<1:ii1 of how Judal.llD ~ a 
lift ol humane caMn1. objccltft thinkina and dctenn111ed 
action. 

It is imporwit th at the youn1 peop le learn to mpec1 
and value the specific moral la"' and to undcnland tha t 
moral la" arr a:pecud to be kept. 

The c::ueocz al the grut moral prinapla c:an be 
ea:pn:ucd in a ~ short 11m1ences: 

AU pcnon.s arr oblicated 
All pcnom are precious and then are no nC'C'ption1 
Thu is the llalt al (Jewish) cthia and diould be 
taught .' 
~ prt1ea1 ol educatina our children about Jcw11h 

values mu.st indcldc ao ability to apply thnoe prinC1ples, 
laws and values.. Therefore. a bue of kllO"'lrdec must be 
developrcl in de.a.Una with Je.,;ish values which enables the 
JrwUll child to rudU7 apply thaie princ:ipln . laws and 
nluo to I~ sitaatioM. 

In addirioa, theft should be a ~of CTC111v11y on the 
pan of the dlildrcn lo sol"' monl problenu. Part of thb 
CTUtMri.'f indtada cllC II.IC of the d«mon·makin1 procns 
by wflicll thac principles can be modified and imprO¥~. 
adapted°' abudofted. Tha-e must .abo be a lft'Ollnitk>n 
o( the au1onomy o( the individual to be air·~ in 
cktttmi""'I what he °'she is 1oin1 lo do. ~ autonomy 
u tmds lo ddcnni11i111 what one ~Id do to make up 
onc·s OW'll mind about what is " 1rvc," and nDI -'1 
a.ccq>ti!ll the stllanc'llll o( tOn1CIUnC eta. 

II u 1hc purpc!K ol moral cducaticMI in the J~•ilh 
Schoo4 lo help the uudrnt form pnnc:ip4ed idas and to 
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help itren,,hen thc ab1IHy to work with in thnc pnncipla 
rttn whcn 11 11 difficult 10 a n i on '°"llht after pi. 

IMer.deMIM ... 
Can111. 

This moditl .;11 encour•ee wa)'1 of C1nn1 throueh thc 
usc of 1h1nlung pl"OC'CSSCs: so that one ci1n get to lt nOVI' and 
uncknund both ooncl'<Cs a nd others This up«t or 
CAring focuses upon reuons for caring beha"lOrs. 

Another upttt this model promotCJ 11 the usc of oor 
emot>Ons and 1maginatoon to help us understand hOVI' we 
can reel and also h- othen feel. Thn upttt or Caring 
f<lCUSa upon an uploration of feelln~ . ours and others. 
10 senerate solutions co problems. 

In this upttt or thc model the 1uchcr' s role is viewed u 
one in which the da1rc co Cuc 1s foste~ through role 
mocklin1. Tiit tc.adler ca n bc an eremplar or Canng be· 
hanors m the dusroom. The teacher un also provide 
role· taltlJIC upcritnces through dilemmas ind role·play 
aettisn. The focus here u to sho• how n ferls 10 stand m 
the ochcT pcnoo's shoes inside and outside o( the i.chool. 

Thl"O<llh this upea of Canng the teacher can promote 
the abiliry 10 ltnow and undem1nd what the Jewish view 
or Caring muns. Tiit focus 1s 10 uplore through JCVo-ish 
iources a "Jewish View of Carina ." 

It is tbrouJh the school environment that the child cao 
pbscNC u d analyze the bchuior of ochers. The school u 
also a pl&« to become invol'<Cd "'llh lnterpcn.onal rela· 
tionships, wheft CAnng can be upcncnced through 
practice. Thcsc Interpersonal l"'larioftlhips csis1 with 
tcachcn, pnncipal , rabbi a nd cantor as well u with other 
childl"'n in the school. Tiit school can be seoen as 1 place 
when an emolional climate of mutual trust can bc created 
so that ideas may be freely erpru~. 

Jud1i"I 
This lllOdd .;ii also promote •a~ of Jud(inc 

(Thinkinal b&Md upon working out a ~ of moral princi· 
plc:s from Judaic souras. pcrsonA.1 values and other 
influences. The emphu.s *'ill be upon leamin1 and 
applyina moral rvlcs . i.e .. pr6Cnputt statements from 
1radit1011. Theft will be a ~n111on and encouraccmenc 
o( the point II Which moral princ1plc:s m11h1 caux one to 
abrog1te 1 rvk. The focus or ch11 upcct u the ability to 
think through Jewish moral oblig111ons 

It 1s the teacher's role to help 1he m1dents unckntand 
,.·hy one nttdJ principles 10 guide one't life; and to help 
the students co learn Nies dcnttd hum Judaism's .­
and how co apply thac rvlcs tn life situations. The te&chcr 
will also be &bk to hdp the students utili.u the ckci.Uon· 
mak1n1 process: co deride cho1C't1 to be mult betwun 
principlc:s and nilcs (co provide dilemma s1111ahons). The 
Md step lft ~ pt'CK'al .,.;11 be 10 !Mlp the students 
COflfronc chat dilemmu and 10 uciliu modes and 
-•hods o( makinc c:Teatiff autonomous d«mons. 

A e11111 : 
This model will promote wa~ of Actin1 whictl eltcnd 

the prinapla and Nies learned. as well as proridin1 th« 
abiliry 10 take action hued upon thcK prindplcs and 
rules. SpcciJtt C)fl9Qrt11nitics will be selec1ed IO that <ralua 
can be arted upon beyond lhe classroom and the school 
and the CU111 m1111i11. Included will be the plannina and 
1mplemtn11n1 o( the choices made and the action to bc 
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taken. The roau of this aspc<1 l,i u~n ·· i\ct1ng l .,..hhly 
~ teacher • Ill help the uudent to become a .. •rt .,1 

problems 1hc1n or th~ ot the larger community and ,. 111 
usist the student to gather and analyze inform11111n ,11 
thac pcnonal value positions may bc 1akcn II "' 'II bc •h< 
rcspons1bihty o( the teacher to auist the 11udcnl\ 111 
planning stralCJ!!Cl a nd 1n organmng po\tible acuon • ~<l 
abo to provide 1he opponun11in '" llhin the commu n11• tn 
carry out pl;ani as 1ndi•1duals or groops. There "' Ill ~r • 
nttd to guide the soudcnts into cons1dcnng the "·n~ 
quenC'C\ ol th~ actoons for 01hcn and them~lve1 
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STUDY LEAIJS TO ACTION 

l::Uiot N. Dorff 

U11 ii:t•nity o f J utli1mn 
I 5600 M 11/hollm1d Drive 
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'l1le qu~sh1m Wlh ral.w!d h ll11dy l(r1•>1lt'r, or 11 rtiur1~ R1<!,bi Tarfon S&Jd, 
·Al'IM>n I> ll•Nte r.· Akrh .. •111d, "S111dy is gre111er ··Theo lht'y &1J said 
Ui.1 srudy u greulN bf.t:auk! ••11d) ll"wds to action 

(Talrnud, Ml'1Ulali -'Ob) 

\klr .. I tducation is one of 1l11>H1 things which everybody wants 
but nobody is quilesurc how l111u·1 We c learly must instill notions 
.J right and wrong if sucit'ly i~ lo function, and we must also 
1r.111smil aspirations for goud if ii is to function well. 'The 
Jllublems in doing that, however, 1ue immense. They range from 
di..-oretlcal questions like defininK then justifying a rnoral codt- lo 
dit- practical issues involved in inculcating it . 

In this pape r we will <•xplorc one method for teaching 
11.10rality

1 
used by one trndition i11 human culture for a very long 

11111e. The method is dassi<•al ll'xt study, and the tradition is 
lllilaism. It is clear to ull that <:og11i1ive learn in!! of any type is not 
...Hicient in and of itself to l('ud1 murul values and 11wtiva1e moral 
.. tK>n, but Jews have 1ot<111c furthn ll1an any urlwr cultural group 
01bi11g lt'J(t study as 011t· 11wtli11d to mculcat(' moral values. It rs 

n ... ll'llWf WI> 11'111111•11) IJll'l'•t~J l 1H lf1,. h e Ult\ WllUl"'I o j lh<' ~lllllld .\lr ltOtl 
""""for j\·~bh lclu-.~hou m tlw l>w ..... ., .. uf tlw 11,•htt•\4 \ •10\-.•·t•lt) , Jrn...w.Je-in I 
• ~ tM.r lu l h....ut-. tlu- 1tu•mht~r, "' ,, .... O"lfllll .. r , ,,, dw·u hrlpful t'rUK·•I comm~nb, 
,. .. ..it, l>u<1ot\ M1< li.orl H.,,..,..l 11•111 ( .1,.,.,. •nd )o><'ph Oruc•l ••1h1d11. 

l\ouu(lh.•111 lh1> 1>•1><'• I •"'4ll 1111tl~r.• •111I "111 .. 111l 11hl111oOl•11b" IO rrlvo lo th~ "''h w:h 
• •• M.1M11Li.h&r u1 t..'OUrt , &11 t" h•lr»\I 14) lnt11I ullhJiC.lillti11n) I ... m nnt ... uumm41. cU.ht'f IJl 

..,Jo.I .. 1>1• td"1" 1>l p111itln11111 l'lhM'\1111l1h ulM'I~ ~'<'•IJl lu lhr r1i..,111ha1 1hc,•11tbo11 I 
-"• .u, 1,.,,., 11i;c11111(' wa1 • • "'h1d1 th. • ' " """ 11 .. tl11m11<'<>nrrlhu1n10 111on hty b by 
~ •twl " .,c111ot"I <.uul r1.1cl1t ••~d ~ luf '"" l lrtd 111d "'t•Ht6( l"'hu "~' ludn uul)' ct ... w­
•• Mot &JP.>\UM .. h ¥. '•K h 11&1111 th•f uni) tl1 ... t 11i,.,,. u11• .th41fult IH•\r~I \l• N.l.,J,. fOf •ll 
-....ry. hue dwt ""'._, 4-nvu· tht-ut .,,~n l• rnu uur 't.llur .. l lr. lhhurn '•ut dut u • h•tthly 
~·~blr J)L.nthuu YI ....... l1hl a•Lu.-c~ \1 .. ,.,r,,, .. .... U\. .... ......... ,., ,,.,~ h u tt1 tu lht 1~&111011 

.• 4 .. 1 , ,.~,I'\ .. ml tlH·'tr ,., ... fN •' flml I ..- 1u u1h·rr\h•tl m ,.~11'10 1.111 ho"'*"' ' ~• utJ) t"lll .... o.t., tu tlt•tl1 ...... ... ._ 
\I.., ti "'• ' .... ~ .. , .. 
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tl itrt· fore appmpr 1ate to ask how Jews have justilled and applied 
tliat 111ethod11lu1n" Spl'd fk ally , we are interested in what aspecu 
ur tl'>.t :.tudr l 1untributc to morality. how the texts must be used a 
tlil') arl' tu ha,·r n1urally beneficial effects, and which otha 
r le11wnts in tlw learner's environment are crucial for text study lo 
fu11l'l11in t'Aectivcly In moral instruction. 

The '~·nter:. whmc work will play a role in our study VIII) 

l'll t11111uu)h' m their a111>road1e) to Judaism. Sanl.500 Raphad 
I I 1r .. dl "a:. tht• 11111t'll'('t1th ce11tur)' German founder ot the 01» 

Orthoc.Jm. 111ove111t'11t, which retained the supernaturahsl 
tht·olog)' and strict pattern:. of ob:.ervance characteristic of tbr 
older Ortho<lo»)' , but advocated the study of secular subjecu 
along w1tl1 a stronR training m Jewish texts. Mordecai Kapbo 
founded the Hl'co11:. tructio11ist Movement in the United Statn 
about fihy) ear\ ag11 and has been its major spokesman ever sinct 
111· argues for a n;ituralist theology and an evolutiOnir) 
1111dl·ntand111g of J t>Wi:.h history. ideology and practice. MartiD 
Hubt>r w lh in the e»1:.tt'n taah:.t tradition of 1hought, sharing ill 
e111pha)i) on the individual and his personal encounters w!IA 
ulltt-r) togl•tlwr with ib d~rrusl of fixed forms of thought and 
pra<:tu:e Thl')l' d1flcrc·nces will give this study'" broad ideologlc~ 
ba)t ~o tlnat our lrcul.111cnt of t hi~ l)sue will not be confined tou11t 
u11Jcr)tan<l111K ,,f J uclui)lll. 

On the othN h1rntl, the~e thret' 111en are alike in a number ul 
d1arac:tt"mti<.:) that art· i111purta11t (or our purposes. They sh:ur, 
fir,1 of all, au i11tt•rt•)t m usin" text study in moral e<lucation, ai.J 
tht·)' ha' t' ull takt·ll lht· trouble to explain why and how. They abu 
,ti.in• an awarl'll l')) of tl1e prohlems and opportunities of Jcwbb 
hfr 111 the µu~ t · Enlightt<llll\ent era, when the supporh\f 
1·11,·1ronc11t•11t u1 " 'l11d1 tei.1 )t11c.ly functioned in the past can 1111 

lu1114er bt· takc-11 for granted Ther are therefore prepared to f~" 
wrniu:. q1lt'~ti1111\ about whdl11·r tliat ~hould still be a methodoe 
"1111.:h Jn\' rd~ f•>r 111oral instruction. Their refiec:tions on th.I 
1 11 t· thrn.lol11~r JI 1· t.'\P• '<·i<1llr "1.tnili<:u11t hec1&use they all ~'Olllbuinl 
1lw1r tht·11l11141\ al 111lt'll''I) "1th )11l1:.tantial activity in pral'lk.I 
J1·" ,,h t·dut.1111111 1'111·r th11\ umll'rstood the potentiaht11·• 41>.l 
p1tf.ill, 11[ tl1h lll<'tl1111l 1111dt'1 conu1tions similar to our own 

1'1i1• C:1111111lm1 11 11n u / T1•.i I Stu<il} to Moral Deodoprr11·111 

I ( 1111fn11 l\·rl1.q" till' 1110)I 11b\'111us gnal for thost' "ho"" 
to•\t ,111<1) for 11111ral 1·tl11l'Ht111111) to inform studenb about "h.11 
...:1111d and "h.11 '' h.1d '1 lw t'lasi.il'al literature of the tra<l1t~ ~ 
J11nou11t 1' ' 1h 111 11111' thmul(h maxi111~. laws, poetry and )IO'k' 
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and those who study that literature therefore learn how Judaism 
dentilies the good and the bad. This is a cognitive goal, and 
educators who advocate text study are clearly interested in much 
more than that, but it is important at the outset to recognize that 
lbe transmission of this cognitive information '1 one of the 
objectives of moral education generally and of text study in 
particular. As Kaplan says: 

Even ii ch~en are no11e11c ID reliajovJ schools, they are Ul\lally 1a..,h1 
wor1hwhile ideala. But juJI u parenu aapplemenc lhecblld'1 vernacu1ar 
with J)'Jlematic tchool 1T11inln1 in ivammar. rbeco1ic, and Ut.ratv.re, IO 
they &hould supplement thU vaaue. cuual and lllOle or laa lnatticulite 
lmp&11in1 of htaher ldeala with • 1y1t.matlzod presentation of them 111 
k "'~I tchool .. I 

~one of the thinkers we are considering, however, advocates 
!!Ung the classical texts straightforwardly as a prescription for 
~ion. Eveo Hirsch, who goes furthest in that direction, is 
llltimately ambivalent on this issue. He clearly Identifies the Law 
u the articulation of moral st.andards,3 and he even thinks that 
ltwish law is the law for all humankind just as the laws of nature 
11vem ull objects, 4 but he also says that the Bible "was not placed 
1 our hands to establish a transcendental dogma, to show us our 
••Y to the hereafter, to serve as a guide-book in this world, nor 
wve we to transmit it lo our youth as such."~ Kaplan and Buber 
aould not even go as far as Hirsch does: for them the law does not 
vre correct moral instructions in many of the areas where it does 
ctislate, either because the law itself must be updated,• or 
ll'dluse correct moral responses can only emerge from the free 
liltrchange of an I-Thou relationship with Cod, not from a code 
J laws. 7 

The immediate educational implication of this is that the 
ltplilive goals of moral instruction through text study are not 
tllricted lo individual moral rules. AU three of our philosophers 
1talso interested in imparting a gene.ral moral outlook, or bllJc (in 

• \IUtda 11 M l..~t • l..n Tio, Rrlllllull uf £1>.11:0/ NulioMood (l"C'w York 1 hr 
• ...a.n C:u111.,..11y 1970). 11 l!IO (hnw...,funh c11rd ._. R1•llj110t• ) 

~uoo Hw1>h..rl llm...t1, }Mtlallm Etrn,../, I CrunlC'IJ , lrlJ.b (l..oudun TM Soounu 
-. llll:jQ), \ nl I, PV 178. IM, 000, Vol II, p ~ 

li..J , \ ul I. pp 111.3, 213·211l, ll ir>< h, T>or N1nt11un Litt'"· r,..,u 8f•r>Ard 
.~ (Jrru"'kom anJ Nrw York frlJ!...un Pubbdlona C., . 11188). pp 1-&J.loM, n 8 
llw"h /1 .. luwn f .t,.n.u/, \' ul I, v 11111 

' \bol" •• M t.'.a11b11, /uil11ln11 "' o C ouJl u.111111 (Nt·w Yutk TM M1r 1111lL.n 
_,...1. lll>'H l. Clu 27 (r•p I'll <111~14 ). lO (np pp ~71 ), mdpp .iM~. 1J1d1n 
•• J hu ullw•r "' '"'' 
u.t1~1 ll11hc:r. £<·111.11<' uf CoiJ (New \ url. 1 larj}f'f aud llrollwn Publt>ht'n, 1~21. 1111 
• 
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tlw popuh1f t1111te111porary term introduced by I lare .• Evto 
11 ir~ch, \\ho is the most interested of the three in U)ill)( the texts as 
a 111.11\\i.tl of 'lll·cifit· 111struc tion), al)u w..inl) to tran)111it a broad"' 
111nr.il \\"1 //urr~drauun~ to hb \IUlh:11ts. I le is COlll'l·rned to do thil 
u1 pan h1TJU)l' 0111)• a person who l1a~ )Ud1 a fr:.i1111·work wilt ht 
ahll• to dt•al "itla 11ew )1tuat1011b nut tovcred by existing laws anJ 
.• 1,0 111 c·11.1b lt- shaknts lo )ee thl· ullunate goal) of 111orality so thi1 
tlwy "ill bt· "1lli111( t.1lorfe it111111tl·J1.1te immoral gJUI) to achievt 
1h1l>l' <'nJs . ~ 

11.aplan takes a similar stance. to accomplish our mo111 
11b1t·c•tive) we 111mt put spt.,"Cific is~ues into the broadt.' contexts of 
ti' Ut!o( :o part of tltl' Jewish people and contributing to the 
bdtt·rnll'nt of hun1ans, and he is concerned to d emonstrate thal 
the)e twu l(Oals are not contradictory: on the contrary, it is only 
through a strong )l?n)e of p eoplehood that one can contributt 
111r;-anmgfully to the welfare of humankind.10 Text study is to bt 
ll)ed to duify tht:)e goals and thus contribute to the develop­
llll'nt ol c harac tl' r: 

Th .. 11111u1 11u11><>~ u1 lt11chm1l che Bible • .hould b<' lo for11fy 
l• '" uh r0t" c11ou•ne•i . nd rn alve 11 ethical •nd •Plnlu&I con· 
1t·111 1 hu' chi' •flidv u ( Torah u the prOC'fts o( c:rauun11 oneself 
.. 11cJ l• Cl1t•r• 1111h .. .l .. vrlnp111r111 of chu11cter chrouiih whatever chouahc. 
h rlu t1' . u11fl twl1u• 1ur " J11t-clcJ llJW~rcJ rhe buildinlJ uf a bell er 1111d 
h~1>1>i1 •1 '""Id lw 11\1· l(t'Oeralium to t 'lllllr A• Jews we shoutcJ 
hi' ('11rwrnlt'u p~rlo l ul~rly woeh wh111 llu· •ludy uf Torah a•• syJlt.'111 nf 
1 l1•u~l lt•r ""'""'I< 11111(hl l-Ofl lnhure lu a hl'Hl't' future for mankind 11 

l It- ,rl )u \lrOnl(I}' af11r1m, howt.•vt•r , that the student nut be tauglil 
th.it It I) onlr tire J l'WS who know what morality rc11lly is and who 
have a 11wral 1111 )11ron. despite the C hosen People concept 111 

trad1t11111al litl'rature. That, he claims, would give an immoral 
J1rectmn tu tilt' ~111den t's thought and action . Thus the study ol 

' II \I ll •rc-. • 1 i..,.~llO .uul ~•l•lli••••111." 111 Aniony ~lew and AL. .. bor Macllil\" 
•'"• \, u I '""II' 111 /'lt1/v..,µl11r ul Tltrulo1t11 l:\r" Y0t~ 111<' Mt.c:mllt..11 Curn1 .. ny, 1161i 
l'I' Ir.I 11~1 

I h11\ Yt1111IJ "''L lon'-H'\t"t , 1h.t'rpt 1t.u r:
0

1 l·untent1on that b''*• Ut" no• tth("lrpt1bit 1l 
1H1 1IH111..it 11111 w ,1h1rn11fut11awm un the cu111ury 1 ttill thrH w~ t.'01\(.'t"H~ed to~.,~ 
111ll(HU11•uf\ fu I OH\ 1114 11 ft1W\ fj,t l '4· ~h0 C(1 iH'to11l th1.• jeW1\.h Vit"WpoUH In :.tiny CIM', Hi. 

\\ fll• , .. hot \ r • ''"' "'''~ t 1 .. ,.. c1u ttiu ''"•U\I. ,., t'li 10 they ha.~~ tt"f.'U&Jll7C11th~111 1porl1Ult"tG 
rn1 1 •• ,.h\ "" .. I'M' "" l"" •rnh t ·1 f or t''"'m11lt1 .. ·,-.,.,lt•rtd c feut' , 8ont ,.,ud .. m Phi/Dau"""" 
J(t fh' l'1'1 ' ' ' \\ \ ,.,L t 11.,.1'4·' ' ' httlHu•t \ \ur\\ tYtn), pp 387-b. 4~7. "Bd J•mn \\ a. 
\h ( k '"I''" I• .... 1 I•""• \I \1111111 . I ,.Jr,.tu"''"'" R<l1111Uu• Cmu>ocrwru (Nu1n·ll­
t ..... J .. h l Ill\ I' '"'" .. 1 , ,,.,,, n. rn, l' rt· ..... IV7~). ( :tt.pt~f 'I WU 

· 11.,.,.1, /urll""" f .,, .. •1111. v.,1 I, 1•1• 1117 'l.lil 
1
'· \,1,,d, t .. 1 \l ~ .. pl"" (>unhwu J, u .t AJ l ftt1C01\.ltruc.·hunut AtUUJof'tl ( N'-'"' \ut\ 

1111 h ,, ...... ,"H '" ''"'' p, .. \\ lti1ih1 Pl • ~·-lfl . .at:l...fl-1 
\lt ,J,, .. , \I ~ .. 1.t ... 11 Ti" 1-uturr ul tl•r A1to nron J~w t :'\cw '.,,~ I tl<" M•t ml. 

I ""' IMll\ l~I 1111 lbb ..,., d 1•11 16.l, ~71. -11111, (ht-,..,dur1h rn,.d •• furw•'I 

f.LJ..JU I V t.JJIH Ii .) 

ttxts should be aimed at transmitting the ultimate go:lli o f 
moralit)' as \\ell as spedfk 11vr1m, but in botl1 .irc.h th1• tcxb 
cannot bt> taken at face v:ilue. 
i. /ud~me11t . Murality is not only a matter of following rules, 
however wise and good these rules are. Jn real life s ituations 
values often conflict, and therefore good judgment in resolving 
inoral conflicts is a necessary asset o f a moral person. Those who 
can only follow orders or rules are not moral agenb in the full 
irnse of the tenn, neither in the way they arrive at decisio ns nor in 
tbe content of the decisions themselves. They are automata anJ 
their blindness tO' the range of values can lead them to blatantly 
immoral actions. Consequently, moral education must seek to 
develop the individual's powers of judgment, including the 
.ibility to weigh values and to think creatively of practical ways to 
reconcile them when they conflict. 

Our authors point to two types of text study to aid the 
development of moral judgmenl. 11 Hirsch strongly recommends 
tbe study of the Talmud for this purpose: 

The study of 1he.., writinll' la the flnat c:raJning both In theoretic&! and 
prKtlcaJ rn.sonlna , all the more IO because •belt subJ-cts ue the 
rirc:umstances of actual life. In them the ruin LUd down In c.~ 
·Scriplure" are given precision cind nwde pnictiCllUy applicable. TI1elr 
lom1 is 1uch 1ha1 the youthful mind u continually trained to analyze 
1t11temenh presented 1yntheticaUy In order to find the r.nnclples 
wicJertylng them. to apply such principles, whether 

/ 
ilven or 

doicovered , 10 new and arui loaou1 cues, and to dlsceio the real 
disparity betwttn cases which seem a.naloguw a.nd che real analogy 
brrwecon th«' ca~• which SC!em dlspance. ln a word, , , , in the study 
o( TalmucJ we ha vt' the li~st school for formU1g loakal and ethJc.al 
jlldgments." 

P~ of his enthusiasm for the Talmud no doubt stems from his 
1r~d1tional approach to Judaism, but it is noteworthy that he 
.aesses the Talmud and not the codes in this context. The codes 
""e the reader dearcut prescriptions for action. They can 
1111nulate intense debate and judgmental acumen if they are 
1111die<l comparatively, but their form encourages the reader to 
&t't'J>I their dic tates passively without asking the basis for the 
nJu1g~ or even how they are to be applied to different cases. The 
TJ mud, on the other hand, cannot possibly be studied that way 

·• 11,.,.1,..·111 M l.:1111Ltn. n,,, Mr1ml11a 11/ Cod rn Alndem l•wW. R1·llalu11 (N .. " Yorli. 
1N1 .. .n 11 .. ..,., . Iii()?). pp ~(, f,.lu•f , Ch t ;) Abo d hb /..,r,,.,,.. u 11/luul 
..,,.""''~"'/Inn (N.,w , • ..,~ l'he tt~"oalrm•lk>n&1t Pr .... . 111611) , C.'h • . wlwort' he a1•11lw• 
'" .... 1y,,. Ill d.,11111 lo C:h1ul&a111ty u writ u Juda.,m 

- 11,, .. h. /udat.rm £1r..,../. \lot I. lllJ 201 m2 
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llw ''>It> 111 wl11d1 1t 1~ written rt.'4111rc•s the stu<knt to underst.wd 
u111f11t 1111g i.rg111111•11h on the •~~111•' 11 trcah since 11 records noc 
11111) J1tlt·ri11g up11111111' hut l&lrn the reai.on~ each sitlc would gJ\f 

(.,, II' 1.fru~1on a11J the way) rt woulJ lllt.'Cl the objections r~ 
U) tlu: uclvu<:ate~ of the other positlom. lt thus is a moresignificlll 
J1J to the dcvel<,p111ent of moral judgment than the codes art -
and, 111deed, traditional Jew~h education has devoted mucli 
1111 1H' 11111t• 10 tlit> Talmud than to the codes. Similar consideratioa. 
w11h-rli,• tl ll' t'•ht·-st11dr 111ethuJ ust'd in most modem law schoo~ 

Buber au<l Kaplun would also use classical text ...41dy IOI 
dt·\ t•loping the st udent 's power of judgment but in a Vefl' 
<l1flt•rt•nt wa)' . Sim·t> ther do not accept the enduring authori.t) 
a11tl relevanc.:e of J t•w 1~h law, they are more interested in teaehma 
~tu<lcnb how to :ipproach the texts than in demonstrating how to 
111<t~h.' r the rca,oning of the texts' arguments. Thus student> 
~hould e~erc .se their powers or 1udgrnent by standing outside tht 
tl.'>.t and evaluatiug it rather than by standing within it and striVlllC 
111 ulldentand 1t. Fur Kaplirn the student's assessment should takt 
till'. form of rcmtcrpreting the text since that is the way thal tht 
j 1·wl)h traclitiuu has gain~d new meanihg and relevancr 
tl1nmghout histo l') 

111 lhr cnurrr of hi' '"'"'"h 11udlrs, the J~ d10uld nowad~ys be fully 
appml'tl uf lhl' l!wu"'' wl11c.:h hi.ve rt'nJ.,r..O the Ton1h, In lh \radlllonal 
form. brl(l'I) 11rrlrvanl 10 hu nee<h. This knowledge would elev the 
l(Tnund fur 1l1w1 1110t' l'SS o f rrmltrprrlalion which would make ol 
Jc" ..,i. 1rwd1111111 i. ""''"h of ,111;1ulathlR our people 10 resume 1U quMI 

fur Ull' 14n111l hlr• /1 •livuld I>' 1hr purp-OU o/ adult }1\JXlh 1tud11 to trcl"' 
1/1r /ru n1 11 .. JI fl"'""~' o f '""''"'"'"tarwn, 10 thal 1h11rodll1Dn o f liu 
llf'Upll'. · ·~ ,.,. 1/ 11111 111/a//1blr, mll{ht /1mt'l ion a.1 a potirnl i11/f1H1ncr •1 
,J1u1u1111 1111' """' "' 1111tl 1111111ual 1t/i'cJl.r which alolll' can tlfndtr lifr 
U.t1rfh ltLtuJ,! 14 

Bubtr is even le'~ <.:nn<.:emed with the traditional texts themsehn 
for hun they )h<111l<l be used as a stimulant for a dialogue bet~"' 
thl· tt>a<:ht· r anti tht• student in which they can encounter ru 
otlll'r a~ 111 tl1v1d11ah and stru!(gle together over the moral ~un 
\1 l11d1 the le~t Jj l\C\ The student'~ powers oi judg111ent wou11 
tliu~ be ~harp1•11t•d 1h111111.(h the dialogue rather than through .. 
,u1alr\i~ or rt•1111t·rpretat ion of the text. u 

• ._ .. ,.1 .. 11 fuluw 11 17h 1111• 11.111 •t, d •lw• /u•"mm11JoC.:1UUU.Otl1><•. pp~~ • ..; 

l "•' ''"'"' /1•u > A>~ 1111 ~)'J 'Ill/I 
\t.um t\uh•' • Jj, 10 • •·o \fa•l aml \tun l\un..tkt ( .. H ' MOf ~mtlh Cran" (LonJl>Q ~,,.. 

I .. ut 11 . .-1'71 1•1• 1h ·. 111; Ii; 
t ),, "'. 4u 1 1 • •• rh h••' tlw 1111l) '' .. \ \ t11 ''Lu 11 11 d "hH' \ , JU ~wl 11111r1•' ,o,t)(Uh •·• t u 

l/JJ (JI /JI Ill//· lli 

But how can we develop the student's powers of independent 
jl(!gi11Pnt through text study if we also want to impart knowled((e 
.ii the: trudition's 111orul stance? Are not those two uses of the texts 
,untra<lil·tory? Once we havt' tauglit what the tradition s:tys 
..bout a given issue, have we not made it impossible for students 
1111udge the matter on their own and express contrary views? 

All three of our writers would deny that there is any conAict. 
)Ualt teachers, and some settlng.s, can, of course, be intimidating 
'"' tbe student, whether the subject is moral issues or anythin~ 
die. None of our three theorists would advocate such au 
.uaiosphere for text study. Even Hirsch, who is most assured of 
drit correctness and authority of the tradition, is interested, as we 
~ve seen. in stimulating the student's ability to analyze 
.r.tements, apply them t.o new cases, and discern what is 
.a.alogous and what not. That would apply all the more to Kaplan 
!lld Buber. H faced with the question we are oow considering, 
U.sch would point out that the Jewish tradition itseU encourages 
.-tive debate, both in the form of its texts and in the way they are 
laditionally studied.11 Kaplan and Buber's methods of atudy call 
kw even greater use of the student's powers of judgment. All 
wee. however, would claim that moral education cannot be 
'111lricted to the formal elements involved in reasoning or to a 
;iullication of the student's own views: it must convey moral 
i)JU(ent as well. In that they would simply be reflecting a basic 
..,uinption of Judaisrn, i.e. that it has something to teach people, 
,., a person's unaided moral judgment is leu good than a 
~~ion based upon a thorough study of the traditional texts 
~use those texts record a wealth of human experience and (in 
•.t) ing senses for our three thinkers) the will of Cod. Thus 
.:uiknts should be taught to apply their reasoning powers to the 

,,. lu1n.a111p~. whleh our • ulhon do no1 mmhon lath!I, lheuoeof 1ratsenablft~11~ 
• ~ wuh rnou.I quect k><" ol • dis._ romovrd from the bot. emolloMI llaua ol thr 
,., h allow> lor nwnl dU<"Uu lon and clanll ... moral iudl!l""'' I>) pulHllil mun.I 
,J,ilrHi• U•to a cootrAt wlut~h u tM.>t irflH1C"d&.t.1t-i) conurl-tC"d tu thfo t>"•h··~ 11 ... •o•..,.·ht"i 
..,, bow•v<'r, as 111 ""' tllh•·r .re.a u/ 1h11 P"!kf, I -. Ill •·1111110" llll'"'ll lu lht- l":unl> 111. dc' 
• ""' oull11 ''" wh•·h "'" n l'h c11e11111hl 

• )~ally, 111 nl die' tcah - 1nclud1n11 the ll1h~· ouJ Code-• - .an 001 wud~ b1 
..t..1 nlh..r a.111otc'rl>rl• l•11 Vo fyu11( m\t'rp11•t11lk>t1> •uJ 11 .. ,. v•r)'iu& ap~ lu th" 
...n t1n11nl, folluwnrM llw 111o<lc o l the Tolniud . The U\ldenl II eapK'led to !nm whiol 
" "'' .. Y" hut 1hol1 11 """"' rf>UUMh. he mu•I te."1 lu rnson with lhem loo. In ,.1ct, lhc-1r 
,.,. "" '" ublt"'tlolb '" the dt'vr~11111,..ol o l ~ u/ jt'\\ i.h la"'· Ul the t.llddk A11c-. l..w 
oJ dwl 11 ... ., .-1thor11•11v.,, t"l ·• nrl ·drretl form 111lah1 cul oll lhe ll\ ... ly d l$cuulom ol 
..,., •• '""uh l.w aJ1J lb ab1l111• lo chan11e u n«enary Cl . Asher bro Yehwl" 
" ...... 111. " \ l•u•11 1lw 0111,. ol Malmunrde1." lo Solo111on f'roothof, A TrN111r11 o/ 
~ ·~- (l'hol..<l1·l11h1» 1110 I•• .. l>h Pllbl1< •lion Soc1rty o f A111rr1C'a, 11182). Ch ij, cf 

• • thr ,., .. , ••' ~ ... lt-1H• (b 2) 
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' ""''"" ""' ft':r/.1, ;111d 111 1hu1 w :1y tht•y can hoth learn thrv 
1 .. l1\(1u11 \ '' ' ' ' 111 •· I 1 .1l11l' . 111d ·"'" d .. 1 t'\.,p tloe1r 1>owen 111 
111ol141111•111 
'I .\fot1l11t11111 Thal text !>l 11<l)1 can give students mformatiol 
.1\111111 \ . .1111'' .111d thJt 11 can hdp 111 training tht:m lo think clearlr 
111 11111ral 111:itll'r' 111uy not co111c a~ a surprise, but our authors go 
h1rtlwr· tlicy cla11 11 that it can ev<'n stimulate one's desire to llf 
1n11rul. I I inch claim~ that a person's study of the tradi tional te1b 
")11rs Im µassion for the noble and good , for the pure and virtuo~ 
.1ml iihpir<') 111 him an antipathy for what is rough ai.<l common. 
'tit' and had; .. · the re1 freshing dra11Khts" which he dr<tWS from it 
~" e h i111 ··new stre111<lh to meet the troubles of life.''17 He does DOI 
l'\plau1 the spt'l·ifk tne<.'hanism by which this happens, but, giveo 
11 hat he ha~ ~a id in other contexts, one would presume that for 
I I inc h it 1s tlw combination uf a constant exposure to detailed 
11111ral rult'~ . the ln~piration of the Jew's ultimate moral missioa, 
atid the contu111al practice in KOOd moral reasoning that together 
,1('l:U111plr)h t\11 ~ . 

>.'.aplan . lrkc I lir)<:h, think!> that the long-range thinkma 
1 J1 ;.r:. uc:ri~ t 1 l 11( a H:hl(10u' view o f life <m>rtvates moral behaviol 
lwl·au'l' 11 ,1ot1\' l'~ pt'uple a rea)on to >acrifice immediate, immonl 
l(.Um 

·n,.. '"'' ul t'\I"'"""" 11npbc 11 in lhr Jewish Idea.I uf Talmud Torah 
'' 1111 111 1(1\ t to thr J .. m11<.·tacle• the on" thin& that they h11Ve lhus 111 
l•• '-1..J , '"" 11101( tw1111r v 1t'W 1h~1 rrnJers a people wUIUll! tu milk~ 
..., ~ nhu" lt•r tht• hutl<lu1 11 uf • be tter world b&sed on u•uo11. 
t 1~ht••11U\IW\\ auuJ pt•A(' t" 

1
' 

1 ~111 lw \'1111c1•11trnh•:. 1111111.· wi the I.wt that religion fosters a feehna 
11 f 1wt1pl1•liood. 1'11il:h, he !>trt-ssc), is absolutely indispensable ii 
111ott\ • .111 11 i.: 11111rjl lwha\'1or \\'hen people have ties to a group, 
tl11') l(a111 a '''liW o f n·spon~ihili t y to those beyond the membm 
111 tlll'1r own f.11111lr. 'r111puthy for them, and loyalty to them 
\\ lll'tt the l(mup l'>-ll·11d, over 111bt, present and future, as t.br 
J1•11 1,h Kro•• p d11l'' · It uho l(lvn 11n1~ a sense of rootedness and 
p11rp11"' I , J1111tld ,,(I morally ~o that I <lo nol frustrate, but ratbe 
lurtlwr, th1· n11hk i(Oah of Iii)' 1u1ct.•)tur:. and insure a better world 
for 111r d11ldrr11 Croup 111c111behhir. in addition, provides . 
pN\1111 with J \l'l l W o ( self ·WOrth SIOl:e ii betokens the f41.ct t}u: 

tl ll'r•· ar<' ulhl'I\ wl111 arc c1incernc<l for your welfare and who 
UlT<l } ou F11rthcrn1ore, ll1c Kroup rt•prescnts a reservoir of taJeot 

ll11\lh /11•'"""' tf, niul \ .. 1 I. I'll 1112 l!lo:l. cf •llO ~· Ul6 
lo. •vt..1 t•turr . It Ill! lln\ 1t•l1"l 
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tlltl'gy :u1d accompli~hmc11t which can give a st•nse of justifiable 
vndc II> ull of its nrembers fa r ber<md that w hil•h any membt•r 
oould eam in<livi<lunlly. A person with such dignity and pride 
v.•ould tJ1 ink twice before compromising that by doing something 
111unoral. And finally, the group creates expectations of its 
mtmbers, and those are among the most pow~rful 1timuLwt1 to 
1110ral behavior because few people are willing to disappoint 
r.bo.se who are near and dear to them, let alone risk being alJenated 
from them." For these reasons Kaplan claims that group iJentity 
b crucial fur rnor31ity: 

We cannot forqJO that unity. without forqo~g all that stv• ua bwnan 
dianil)', litll-conidence and • pwpo9e In life. h thut llpelll for 1&1 the 
very .soutee o l all religious va.lues. Remove that unity and .-se of 
Jewish po:oplehood and thoae vallMll are dr ied up f~ 1&1 at the very 
IOUf'Ce."' 

uplan is well aware of the possibilities for nationalistic abuse 
evolved in the feeling of collective consciousness, especially in 
wdem times, when nationhood has acquired religious 
Q871ificance . He says, in fact , that one of the most important 
hlictions of religion is precisely to expose such abuses so that the 
IGtfgies generated by national fervor can be used for good 
pUq>Oses. But he recognizes that national feelin& ls both nonnal 
..,ct powerful, that indeed -nationality, next to physiological 
lirredity, is the most decisive inftuence in a person's Ufe,"11 and 
dial therefore religion neither can nor should ignore it. Instead 
" ligion should seek to mobilize and direct nationa) feelings 
11ward moral ends. 

Text study is an important method for creating group 
wnsciousness and gaining its moraJ benefits: "To be able to affirm 
<Ml peoplehood in that (moral) spirit, we have to become once 
1111in Bible conscious. "U Studying the group tradition aids any 
goop in strengthening its sense of identity, but for the Jews it is 
~ially important, according to Kaplan, because of thl' 
lll'gilive way in which others have portrayed them: 

A 1rad11ioo whach would present in di11J116e1d fashion the case of the 
Jrw1$h people is abi;olute ly indUpen.sable •s a therapeutic to Jewbh 
d wracter The J- must reprd Jewish Ufe not through the eye. of a 
boshk- c1v1liza1 lon . but throuab the authentic voices or its own heroes, 

•/bod . 111> 1:12-83. IH ·llO, ff«U,b!, pp 1711-182. 
• k•pt..n. Futwre, p .s7 
" lh4d , 1• Sill: d 11cner•lly pp 51~ • ''*' ,. ~57 
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\.1)(n. p11t·h. p111phl'l>, 1tt1<.I le1uJ1•n Stiffed liy the P<Jisvn g11.1 of 
.i1111p,11l11 .mtl "'"'"''"I''· tlw )1'"' " " ' "''"' llw s11lron1.1l oxn:«n of hu 
11.1d1111 .11 111 "'''"' 1.,, ~ h~r .. lh•t "1111 11 .. 1111·1 ·•JiY ul liuuum 1l1gnit)" 

Th11, t<'Xt ~tlld>· (·;Jr\ Sl'rvt' a~ a q111111h1~ to 111rirul bdiaviorbec11111e 
11 fo~tt·n tltow j.(wup fecllul.(S of love, sympathy, lo~«ah) 
rootl'dncss, direct ton, self.worth, pride and responsibility wllll.l 
;.1r1· nut•ial for an 1?0cctive moral system. 

Croup fct· lin!( , however, is not the o nly way to m otivatenionl 
lwh:i' i111' , the die-c t of a r<'Spccted in<livi<lual can also be VU) 

tdlu1!{ Tt!>.I stmlr uses tlai~ b tlor in two way~ · it portra)l 
1·\r111plarr (and not -so-exemplary) personalities o f th~ past, and 
1t ai<l~ teachers in being a personal model the mselves. 11ir 
h1ographit>s of honored leaders of the past have long been used ~ 
ut\ptrallons for thl• people of the present and as the basis for tis 
<l1~<:ussi1111 of moral issues. and this mode of moral teaching and 
m ol l\'ation ha~ recently been given careful attention bi 
philo)ophers of ethics. 24 11 irsc:h and Buber heartily endorse th. 
U)t' of the lt'xh. Huber d evoted many of his writings to BlblitM 
and lla~i<lit: fiKHr<'J., and II irsch included many such monl 
lu1111il1t·~ ha~t·<l on liiblical µcrsonulities in bis co111mentary totls 
Hiblt· ~apla11 is al~o interested in exploring "the inwardness of t.bt 
rl·ligtOu) experience of those who shaped the religion of lsr~· 
LU1d lw t'()mplaim that Jew) have not devoted enough attentioow 
rite religious life of the ancient priests, Psalmists, Job, Kohd~ 
Habbls and writers of the Apocrypha and Pseudepigrapha: tis 
\ IHJ tlight has contmuall y been trained on the people of tla 
l'1·11tall·ueh and tl1t· Propheb. But he also issues a caveat: we ruwt 
bl'ware uf !>t•fll1111t!ntali~ing a remote ancestry: 'The \ '11) 

n•111otent'S) of am·esturs is con<llw ive to the tendency of i<lcalu111, 
arnJ upotheosi1.111~ tht>111 into a race of supermen who knew G...i 
11111re trul r an<l 111ore intimately than any other people and "II. 
11ott-d d own tht•ir t·~periences in the Bible, which is the grr;,ala1 
rt•lal(ious dtb~tc uf all time.'' One must be careful that sutb , 
t1.·11Ut.·11cy <fon not wake our study of the figures of the piut'"' 
t'J.t:apt• fr1m1 rite t 'oncrete issues of the present." 

T t.•>.I st1 tdy t•an abo aid the teacher to function as a model LI h 

"'l'<l C'ura•dl)' Our aur lao r) differ, however , as to how to t.lutl., 

.. /lrl11(U•ll . "" I~ I 1112 
· ' \111\t l''I"" 1.lh '" J •lll~' \\Ill \ It C ,i1•11.Jo11, Jr . tl01J1t.roµli11 ,,. Tl1wk.1:~ , , ,J..,la 

.. 11d ' •' \\ \ \h\. \luu M,~l11u t•rf"\\ . Hf; .J1 

I 1..., .1 .... /11 / 1~11111 . .... 1~ · 1115 . llill· lll\I lllf\<h 11mvid"1. KOOJ "'""''~· ..... 
" •" llt'I •11•••"1 "1111 h l>•1•l•11 """" I,~ 'll<'il.• of · 11w •plnh1•I ~lld 111or• l I.A. .-. 
'""'"'"J' i11,· h1•. 1I 111 "h••h•ttt" "' /ud,,4111 f;r,.mn/, \'ol II , i» ~ 
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n"Otdinl( to their varied understandings o f the texts themselves. 
for Hirsth, the Bible, Talmud and codes are the eternal and 
1.disputahlt· word of Cod. Therefore teachers become models 
I.JI' their ... 1uJt•11b to the extent that tlat'y themselves accept the 
~·1b u~ divi11c· an<l follow Judaism's preceJ.Jts unquestioniugl)' . 
fUI Buber and Kaplan, that ls precisely what the teacher should 
all do, both because the texts do not embody a 6xed corpus of 
prrscriptions in their view, and also because when presented as 
«II they have no power to motivate. As Buber says, those Mwbo 
11t seriously laboring over the question of good and evil rebel 
•lien one dict:at~ to them, u though .it were some long 
otablished truth, what is good and what i.s bad; and they rebel 
~because they have experienced over and over again bow hard 
• is to find the right way.' ... lrutead the text, to be ethically 
elective, must be used as a springboard for discussion in which 
wdiers reveal how they personally respond to the values of the 
aadltion. That gjves the tradition concrete reality so that it can 
4'oct the student through the teacher. Similarly Kaplan claims 
!Ml ·we must avoid as far as possible the oracular approach 
•llich ignores c hallenges, questions, and alternative solutions," 
~ending that aU is clear and simple; instead Mwe should take the 
lllldent inlo our confidence and make him aware that we are all 
.pge<l in a common search after a way of Jewish life that shall 
ilr:it from us the best we can be and that shall enable u.s to bear 
k worst that can befall us . .,7 ln that way text study can motivate 
aiural conduct by mobilizing the effectiveness of both the tt:ucher 
.I the tradition. 

Probably the most straightforward way in which text study 
wtivates rnoral action, though, is through informing the learner 
~1 the tradition imposes obltgation.s on all Jews. Hirsch gives a 
k'ological explanation for the authority of those o bligations. (i.e . 
, , Jiould obey the Torah's moral rules because Cu<l com· 
wndeci them); Kaplan gives a sociological justi6cation (we 
.iaiuld obey Jewish moral rules as an act of identmcation with the 
f<'.l·ish people and as part of its endeavor to actualize the divine in 
JUllWI life); Buber gives a psychological account (we should 
b.'Y Jewish moral rules in response to the I· Thou encounters we 

1.1'(' with Cod) . 11icse varying understandings of the power of 
Dt' t11xt to obligate a person meet with varying degrees of success 
a.t"Urd lnl( to the one being addressed. The simple fact, though, i~ 

• M<il~ &I~.., Moro uru/ Alu11, p 1()5, cl pp. 107. 114 
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11,,,1 t la~~w:. I J cwi~h tell ls do i11111usc re!>pons1bilit ics on the Jcwuli 
ro •J UN hc1wcvt•r their authority is explained, and if Jews do 11111 
l.111,w what the tnuhtional comrnandrnents are, they cannot 

1JC1,~1bly obey them. Kno wleuge, therefore, can be a s timulus to 
11ction, as our opening citation from the Rubbis maintains. 
·t Tl1e moral oalues attached to study itself. Until now we havt 
conC'enlTated on how text study twlps a student ll•am 111oral valun 
that ha\ c nothing directly lo do w1tl1 .>tudy it.sci£, hut we ffilbt 

u·1nt'1llhl'r that the J ewi.sh tradition M.' l'S studr a~ av Jhll' i11 ih uv.o 
r1~l1 1 The Rihlt· indudl'S the cm11111J11d111cnt lo teach the traditioo 
10 ehilurt'n , and mo re significantly, It makl!) teachinK tht' law to 
tht' pt'oplt' an important task o f religious leaders,u but it was tbt 
Pharisees w ho made )t\Jdy a n end in itself - perhaps. as Moses 
I l ada~ )Uggc:sts, under Cret:k influence.11 

I l1r)ch re flect) the Pharasaic d evelopment in claiming tlw 
tht·re i.s no "opposition between intellectual and mo ral educa. 
lion:· that , on the contrary, striving for intellectual perfectioo ii 
"an ac1 of pure duty of the highest order," "the first of all monl 
comma11<l111ents ." lie quickly adds that the tradition ~cer. 
tainly p la(·ed its main emphasis no t on knowledge but Oii 

d l•t•us und lit'ld right d oing to b e the test of right knowing;· 
ht' thu) rd1oe) the continued ambivalence regarding the relativt 
'alul· uf )nld>" and practice in the Rabbinic tradition, aa 
a111bl\'a lC'1wc whi1:h was largely absent in the Creek view. But ht 
1' ddrnite m h L~ claim that intellectual perfection is itself a goal 
"J..1111wledl(e shou ld he soul(ht for its own sake, and i11te llectw1 
Ir .11111111< and l)l'r (l·t·t11111 , hould be part of everyone's calling 11 

ls/1• ·· ·1111, tlu l> 111d11de~ 11111 oni>· t.he pract ical tniining necess411 
fur carr11nv, a li\'d1huml but al~o leurning in and for itself. 11 
td111 111 l·nd111~ the Talr11uuic approach over that of his tinies, hr 
'a>~ . m sir U..u11<ly 111odtrn terms· 

l:.'P'"'""11' •vt·h "' ··10 tw t>due111t'd alJQvt' one's statoon in lire- or "to 
t ... 1·0111r u•rlo·" lvr 1mr·, uceupall<>n 1hrou&)I too much educallon· 
",.,.. ~111lt' ;oh,•1110 thmt' 111111" \\ urk for one's ltvclihocd and work for 
'Ptrllu ial 11111111,11111 .. 111 '"er r hott. l't111i..lly ""nuhko<l b y the co1111111&nd o! 
ilw 111111 111 l• w"' 

I ,,..,1r1111"""' I> ~ II l!I. U ~. II• 1 10, ll ( 'hrnnll"k• 17 7·11, and ootr lh• I t'M'h..., 
ti •• h1l1a. t11lh"l11• r .. • u ·1u ,ul t .. " .. 11 J .. <", w "'"h thr WtN<b. - And M•ne1 ,,.,~t" COltt 
f ),11d 1t•h ,,f 1,,., ,.1 I t11ti J , hmtf'h \\ .,., 1tul 4 lr• JUKM1 tha.t wu k~t tn tht· hamh o f Mi t4A. 
' '• tW\ hul UH•• i l t\'-l ' llllt111l1•ll 1 11U\4 HUl\I~ .. od JWf'\11\IVCI)' amU UK th.- fiHOM'"\ 

\1 ,,,,., 11 ,.,1., l/,.//,•,.ulu I ulrutr ' ' " "" Yurk. ( ' uluonlJIJ4 \lnlvrnil y p,,., •. 1115'1), pt 
•~ ':'I I '' oml<I hi." 111 1l1.111k ll•l.h1 '••11 Colhuwu lor lliu 1~lnnll'r 

ll orn h, lwtloi.i111 ~·''""'' \ 111 J 1•11 17\i 1111 ll11 l<.li 111v"' M'V~r11I '"'"'" 1i.. 
u.1t 11, , t11.il 1ai. 11•"' HftH h u~.-lf,. "'" n l dul\ "11h1u Jut.l• l.- m ( l) u ud)' lot lh uwn ...L.~. 

~pla11 .1111J Uuhcr urc less convim:cd of st\JU)' J S :mend 111 il~df. 
They value educ11tion sufficit!ntly to write about it und engage in iC 
utensively, but their approach i.s much more pragmatically 
oriented. Thus Kaplan does not even list study in his 95-pase 
d11£ptcr cntitlt:d "Basic Values in Jewish Religion" (sub sequt:ntly 
published as a separate book)31 and he continually dechnes that 
~·orl.cJ bettt:rment ls the aim of education, to b e achieved throu~h 
making the Jewish heritage relevant to the present moral and 
11)irit1.1ul nt>t>Js o f the Jews." In line with that, however, he 
oi()voc.w.itcs inore itmly and less praying, since wworship itnd 
µrayer are directed toward the attainment of peace of mind, 
!whJ.,) the study of Torah can set in motion a ll of the moral 
llHuences that go into the molding of character and the shaping of 
society. ''33 For Buber also the aim of education is functional : it ill a 
ane.ans to train good character b y exposing the student to God as a 
lllOdel (to the extent that the Instructor can).3 • It is interesting that 
these two thinkers, as different as they are, share the pragmatic 
ttndencies of the twentieth century when it comes to ultimate 
wns, together with its disenchantment with study for its own 
i,ake. In this Hirsch, Ironically, is more cultured than they! 

But study is not only an end in itself for Hirsch: the very 
process o f learning inculcates other moral values. Specifically 
uioraJity is largely ll matter of the proper exercise of one's wUI. 
The development of mental slciJls, though, is also a matter of fret: 
will since stuuents will engage in concentration, analrsis, 
lllffllori'latioo nod creative thinking only if they choose to. Thu) 
0 the t:ntire inte llectual schooling of our youth~ is, in effect, a 
·continuous exerc i.'c in m o ral education" .since it trains the 
®dent to ch oose to act construc tively, Moreover study 
11ttJ lcates specific nioral virtues, including "obedience, the 
rtadiness to comply with a superior will , the consequent exerchl.' 
.,( self-control, the punctual and most perfect possible perfor-
111ance of duties imposed, tht: pleasure of work and pure joy in 

1J.cod O•n ~nd ghuvr v1 .. ·wt1<><Wl ln1111IHK 111 Ruhh111i<• « lllr<T•: (2) Cod'• <:mr1u1U. 
• • utdu114 1t1 the IJilile. la "'' lllo 11.., l'""i>lc. nor !hr ltooiJr n , ~•Ml h•'Ul'\' lflt' 11C'\111lr lhr111 ..... h·~ 
•"'" •lu1Jy ih '"""• ~,.J l111µ hc11loru; (3) w!.dom, th.- hl11h.es1 vMlue uf t .... tbitd ~lion ul 
..,. ll1hlr (llw ll•11001er•1tlwl. 111<'1..d .. 1 both l>t"OCllNI and 1b..Ore1i<'al knowkdge, aud (~ I * ... tnt<'Oon of rlultlt~1 1> 11iven prioruy ove1 rt'hu1idtf\ll II . .., T"nµko In R~bblni<' "'" , 
Ml butlJ•hlC ~huub 1..1.n l"•'<'e<irnc:T u~rr bulldma >) ~u.:iw•. C':( Ibid, VI' lllG.lbll 

" l •pl• u, 1-·u""" · {:It l'I, rr11rlflll"d ( h>l t"lh•" wllh (11 I ~ ) •• 8osll' \ ' u/w\'1 "' ''" uJ1 
A. l1otP• IN··"' , .... k n ... 11 ... .... ,lno<'INHll\I 1'1""· l!.157 . 1!16:1) 
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~\ 111 ~ dwH', _. .If · d1H·1phncd ~cn • 11it y, lllO<fr)t )', ~OciahiJll) , 
l111•11dh1w". (and) lt':.11 11-spirit " 111 .11IJ1ti1111 to .. l"'" . <.>aul11111 
1·\al lltudl', and t·irl·u111i.µec tio11 ."J) 

In su111, text ~tucJy conlnbult•i. to moral education b> 
u1f11ruii11g ) l\1dc•11ts i.bout the who le ranl(c o f moral valut1, 
>11 t1 t1vatin l( tlwm to achieve them, training their powers of mOfal 
1uJ1ot111cnt and 1m·11k·i.t iJ11< spedlic inoral values in the p roces.s of 
k .. 1rnm~ - 11 01 tlil· lNbl of whkh is the value of )t11d)· itselr. 

.\luttcrl 11/ .\ h tlwcl 

F1 1r thc- lt•),t l>IUU) lo aid moral development in the wa11 
1•1111111eratl'd ahuve i.ome important methodological isnles miut 
lw addrc•i.i.e tl \\ e i.ltall co nsider two o f them, the choice of te),b 
a11cl 1h1· approach tu he used in tcachiug them for moral purpo~ 
I Th e Clwice arid l.ariguage uf the Texts. In one of his earUN 
1•\\:.t) ) , I lir )~·h t•o111plains b itterly about those who send lhtv 
d11ldrcn td religious le)i.ons after school, "perhaps only w 
prt•paration for tlil·ir Bar Mitzvah" (Nothing lias c hanged I). Pan 
of hi!. C'Omplamt l'Oncems the short amount of time that Sllcb 
\hl<l<.'nb invc~ t in th('ir Jewi~h ~tudies, but another parl is directed 
to rht> 111ethod us1·d The children learn a few sel~ted extracu 
"\\hilt, in truth. <·t1n llic'e religious extracts, p rinted , copied anJ 
lc•ame<l hy heart , adilevei'" he a)ks. Even if they were the m1»1 
rn111 prehcm1vc· un<.l representative citations that could be found, 
tl1t0

)' would 1111lr n •pr1·)cnt Cod'~ word as reflected by a human 
1•tl1t11r and , a~ ~ut·h , thf'y "would reproduce o nly one color, OllC' 

:"1wt•t 1)f Co<l\ worcJ." 

I 1 ... l>I\ UIC' 11 .... 111"1( ''· hu-.•e vt' t , 011in11dy more lhllll lh11t . tht:fe u in 11 
11111 • 1llir""' • ""'" "urd, 1J111 e111bod1 .. , • plt'nlitude of l11U11 and life, 1 
111Ii111uw11l 1lw '""'' 111wn1lold tn•th . lt' .. rhlng, admomllun, cornlon, 
.111t.l t'~h<11 l•ll1111 fur 1•\ l'I') vlmt'l)' of~"" •nd slallun in hie, o f s1tu11tioo 
.rnd ,,.,,,,J Tlw Dl\·111r worJ" likt• 11 paradise of ftuwers: instead 
111 1111o:11u11( ''' purl11h to ) our C'h1l\lrrn ,.nu ue conten t to d isltll the 
I r.•1(1•'""' 111 <1 Ii•" How~·,. 1rnd to 1.1111 "li ttk bultlt" o f thb e•tract in the 
' .. Ii"· wlm Ii th<') t·wrr) 1111 thl'ir l1tr\ lrlo veh, 1&n a.lcohollc drink 
\\fill Jo 1tt11111J..lt'\ .... U llllUUl41 t'' lht'lll fnl lhr IJIOlllt'l\t and then (eava 

tl1t'111 lu11 .. ,) ~ml l>""""'t' 

111,lt·.icl J cw~ 11111)1111· cx1><•><'U tu the whole o r J CWlSh tradition (hr 
111t•11t11Hh sp t•l·ifi t•allr not onl)' the Biblt•, Talmud and S hulkh.111 

• lh,., J, /1 • .tuu111 t ,, ,,., / \ .. 1 I p t7i. 1111 ... h u <'>lln· .. lly 1'<1tl4•ninl ~ •l 
Ill• ult ... 1u1)( 111,. .. 1 .. ·1•• .... Jul \U,•IHI\'" °' t u Muttwtflt) swrlwp'' funt'IHNI ul h•\ Orthu.l t 

1111"'' '"""" I I l/wl \ 111 I I' 2.JH 011<1 \ ul II , I'll 2ll0·9"1 

\rukh, hut also Y11ha I lalt•vi) if they are to have t-11thu!.i.as111 for 
putting it into practi(·e and for learning still naore.311 

few Jewish educators, I suppose, would quanel with that if 
they could command the time necessary for such extensive 
m.struction. The significant increase in Jewish Day Schools in 
\'orth America in rect•11t times is, in part, a belated recognition o( 
the need for such an investment of Hme if the tradiUon is to be 
tffective in any area, morality included. But what do you d o w hen 
1'0ndilions are less than ideal, wheo, in point of fact , people will 
aol devote the t inurnecessary to learn as much as we would like? 

Hirsch would simply begin the process of introducing the 
student to classical Jewish texts and take it as far as he could go. 
That is the import of his Cennan translation and commentary on 
lbt Bible and h is summary o f the bows and whys of Jewish law in 
Horeb: despite his clear corrunitmeot to Hebrew, n be rerognized 
!ht need to make primary Jewish text material available in the 
vernacular for the many who would not learn Hebrew, and his 
dl!clsion to create educational materials on the Bible and Jewish 
bw indicates his commitments u to the choice of texts. His 
~proach is thus holistic : get the student into the stream of J ewlsh 
lilttature as much as you can. If the tTildition is allowed to spe.alc in 
a own order and Idiom, it has the best chance to exert moral 
mlluence. 

Buber and Kaplan do not agree. For Buber the text is largely a 
fonna t for wduc ing dialogue between the teacher and student. Jn 
llie with h is emphasis on the personal nature o f life, Buber's own 
•orlc in the classics of the tradition revolved primarily around the 
.umes o f the Bible and the Hasidim. These bespealc divine 
1 ~1ues38 and yet are concrete enough to stimulate discussion and 
miotional involvement. Buber would therefore use such texts -
.Ju11g with anything else that can motivate a real dialogue. 111 

Kaplan's interest In using the classical texts o f the tradition is 
peater tl1an Buber's because he is interested in fostering feelings 
ul 1>e0pld10od in addition to moral commitments. Moreover, he 
11 roovinced thal it is impossible to teach religion or ethics witl10u1 
1taching so111e particular content drav1n from the sacred 
literature o f a specific societal group. Therefore "so long as there 
olO be found a11y roorn in the contemporary scene for Jewish life, 

• 1l11J \ , ,f t. l'I' 166·1hll . ..I • lw1 p 178 
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1!11· knowll•Ol(l' 11£ Torah 111u)t fl~ur~ in it, or that lift: will be 
,111ythinl( but Jt>wl\h." •U Kaplan ah111·mph~izc~ tl•l' m·e<l to tecch 
J 1 ·w 1~li ti:xt~ i11 tlll'ir 11ri~i11ul la11i.t11al(es (Hebrew or Ar:iimalc) ia 
11rU1·r t11 l'rod1111· tlll' group f, ., li11~~ lll'l •'"luy fo r 111nrality and to 
111,ufl· ..i c<11 r1:c.:t u11<ll·rsta11J11 11( u l tlll' value~ ll1c111 ~clv~s : 

Thi· C. ri·ck tr~11,):.t111n of 1he Bihle placeJ tl1c t.rge and imporM\I 
l'v 111111 u111ty ui Jnw~ In Alei.:anilila ou1.1de tht' strl':rn1 u f J1·w1>h life and 
t. wu..ed th""' to ~ •wepl lntu the current dther of f'~l(anism ur of 
l'hrhtt.111111 \\hilt haµ~oed to \11•,,111.lrlJo '""''>' ,hould serve IU a 
"~mu1 14 111 tho\f' \\·ho no.- ~d~ys t.•u u111 UlllJO the µo mblllty of 
1na1Jlt.1111u1ij a lt t'hrcw·less J 11Ja1~m anywhere Ul the. dia.sµora . The 
urrlk 'alur> and bwarre aberrahuns which a tnnslateJ J udaisru 
\ irldt<l tu ., PhLlu uf Akaandna, or to a Hennann C-0hen o f CenllAny, 
,huuld Jue<1ur11(1• llfl)' lt'S~r pht.lo)Oµher from 111te111ptm11 to effft:'t 1 

,.., wl uat10n of J cw uh values that 1s not rooted In 11 koowledae of 
ll ~br.-w. both llllCU~flt Uld modem •1 

t.'.aplan, like 1 lcrsch and Buber, says that the Bible should play a 
111ajor ro lr 111 tht' curriculum, and he places particular importaDCr 
on the Pentateuch. In contrast, however, to Hirsch's holistic 
111ethod and Buhl'r's personali)t ic orientation, Kaplan strooall 
jdvoc;,tc•\ a 1>rnhlcm-oriented approach to Jewish uducatcon, aDd 
1liu) would l'h00)(' those texts which spea\ directly to the~ 
u11J prubll'll t) of >lu<l~nh " 
:l Per~pec11~ e and Approach II irsch and Kaplan are furtbai 
<apart IO their \ ' l t•W) or the-text) themselves; for Hirsch the wrilltt 
anJ Oral Torah arc the unmutable word of Cod, while for Kap'"6 
tlll'y are thl· written record uf how Jews of anc ient ti.ale 
t.11 11ccl\·cd o f G0d, the good, etc . That difference underlies llUAl 
of the olht·t dilf l'rl'nccs thut wt• have noted, and it has dul'(J 
1111plit·Jl1or1) lw tilt' 111c thuJ1)loi.;1l'S they would adopt in tcach111& 
llil· t <> 't ~ r11r llllHal purposes. 

I l1rn:h 1.·11111plai11s bitterly about thP. critical, hutonc.I 
. 1pproad1 to tlw tradition, primarily because it denies the di\ia. 
J1tthur)l11p or the Bible a11J T al111ud and does nothing to iruprr 
11bc<l1t·nc.:c: 011 1lw i;ontrary , lie writes, have the practitionen 111 

tlib a pp rout. h ·· ,., 1·r w rill t·n or published unything which dtd w 
.1111ou11I 11111n· " ' It•" <l1rcc tly tu throwing stones at the 4l"IU. 

prJt'ltC.l' 11f j11d.m111 ~" Tlwr c an· plenty of intelle<:tual pruult10 
"1th tlw l11\l11m .ii .1pproad1 wl11d1would1ustify 1t~ r e)cl'ltllfl,b: 

' l\ .. ~.1 •• 11 / t,.fo hm 1H" ( 11 rl•U..htm s• Un tfto111 'wllo tudt •h<-'4u,Uttl kl0 COfllhl M•H! 
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!ht· pract ical issues alone should suffice; Juuaism can comman<l 
obedience if anc.J only if It is accepted as the word of Cod. 
Consequently If ir~t.·h arKues for the traditional approach to the 
It.ifs, in which "the word o f Cod, and the wisdom of the Sa~es 
whieh was clc:rivcc.J from it and was built upon it, furni~ht..c.J each 
llll~ with 1 11~ axioms and principles and the absolute standards by 
.-hich he h!)te<l and measured the inner and outer world. the truth 
ol llJl idea, the purity of a sentiment, the moral worth or 
11·orthlessness of a saying or an action, and all social and politic».! 
pbenornenn ond events in the past and present. "4l 

Kaplan takes prcci~ly the opposite tack. For him it is the 
ndltionaJ approach which repels people and makes the h'aditioo 
i«m irrelevant. Consequently, the main purpose of Jewish study 
.bould be to train Jews to reinterpret the tradition In the light of 
modem knowledge and needs so that it can again function 
tfect.ively in shaping their ideals and behavior. The alternative, 
lraditional approach may arouse strong religiow emotions in 
aome people; but since such emotions are based on an irrational 
\ltW of religion, they can easily become a moral menace. 
Moreover, most pt.'Ople cannot identify w ith Judolsm in its 
nditionaJ form, and therefore it must be studied with full 
11tdlectual hone)ty if it is to be morally persuasive and 
cupiring. •• 

Buber also adopts an historical approach to clauical Jewish 
1r~ts, but for him that is not the major methodological concern. 
The important step in making the Bible morally effective is to 
llilke ii personal. Teachers should not just teach the text as an 
ubiective entity: they should, instead, show how they respon.d to 
•. how it answers moral questions in their lives - and let the 
11\!Jt·nts react to it, too. It is by using the classical texts as a 
ipru1gboard for discussion about personal moral issues that it can 
iu.ne 10 exerl potcnr inffuence . 

With this widt! variation in approach to the texts, one might 
HU wonder whethc:r our three thinkers are even talking about tht: 

• 11~"" Jw1Ju111n l:1t ""''· Vul ll . 11t• 2lf7 ~ d 11"'""•11) pp 2H 2WO. nµ µp ~. .. 
• ~ •t 1Lw1 fi./ufl Ptl ~76 nil. ll,./4111,.n, lb2 ·1117 •nd 116-lllllwhrrr IC~11l•11111:1L ... 1h1> 

,~ tuv fvft"t"lull)' . h .•h6( .. oi wUJ IN" \hul"°'I hutU '4 wwuoO~ 1.vb•l o f \ki1 " ' ''lwd1rt 
"\o., .. h '"""'''" W • t•l tf tu h•· 'tud....-d 111111 w=ar ,., tkU, ¥UJ o u.11 .. ·u.·fure" in the ~t U\lt'rt•ih 
, .. 1..(1.•1 lu ll>f' tlw.1 •l'I'""'"'' u111i., tr. 11111111 ul1h clrfll)' and byl"'f"C>n> m 111Jn to d<-&l 
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I·"" I . . advocate tellt ~tudy a.:. purl of monl 
)a11ll' 1111111!( w hl'll 

1 
lt:) Id d 'ff g eatly in which texts hom 

. ·1·1 ·I " rl'' wou ' er r uld l'<.lut'<illClll. ll'>' <: ta , Id h ond in bow they WO 
I cJ tht•y wou teal· • 

ihc d J ))l l ·~ ti u 1111111 .. f t t· l\:i11~ about the SllOlt! body ol 
1,.;lch tl1l' t11. h11l tl l<')' art~, Ill ac :t ~- thl' l'OllViction that a mool 
1t1nall11l'. \\hat h11kh tr.w11d to 'J is ·ish and can only reap tht 
, 1,111l l' c a 11 l111ly \w de• u~ch tas d'et1~o'n if it is linked to classical 

r I , ·h )l' W\) ra ' k a1m lw1wl1t' " t " fll •. 10 be a rather wea , °" 
)1•\\ .,h 1itt•rat11rt'- '~ 1 hat may see1tnf" \1'liar with Judaism, but ~ 

d t tlw 11erson no • 11 • 
l'1111t1" l' 11111t) 0 

.. . t of the tremendous di 1ers1ty • 

1.IJJOT U<l/11-'1: Jlllj 

rognitiwly-orientt..-d approach to tlie tradition, strt:)~cs tltc ci.:t~nt 
tu which teachers act as models - and the de~rl'C to which their 
l.ilure to act a) .1 pll)itivc 1110Jd l 'illl vi tiate tht!ir instruc tions in 
t4·~b: 

The eBnrts of dw pedaaogue mutl founder I( the child catcbat him 
10iQa ul"'Y. ii in hill own private ICtiviriet be faila to punue the auod 
widl that 11Ndful comt.ncy which he demanda from tbechlld, If In his 
owo life he doe. not pra.ctlce the - command wbicb be ulu or the 
child. The pe<iaaoaue often mall" the deepest imprevlon on the child 
wheo he don not dt'libenll·ly R'I out to iru.trvct but simply 11ttfom " 
lau own duuea and ul11iplio11> ... 

11 1ust h1-• 1111<.ln)tnod 111
. hg~ ' ti ·n the Jewish tradition.• 

u1h·rµr~tahOll wllll'" has ex15ted ~I ~·in the Rabbinic tradilllle uplan stresses this too,47 and for Buber the teacher is 
di\'l'r)ity rt'<:ol(ni·1.ed 1u11l even \au e 1111questionably the most important factor. Even within the 
ibt·ll d o<hen carrow confines of the classroom, teachers in.ftueoce the content 

, • 
1 

" :-, 111, .... ,01111' 14·holan dedu e 11 thlnra blmidP_!'~ •.nnd othen ul moral instructioo through their telection and interpretation of 
.....,.,, llllt' "' • ' h111 10 be OI .....,, • 
J darr 11 11111r, w11•t' vronourM..., •Id " tif an object whUe othen trill, and they virtually detennme the effectiveness of the 
11: 01101111u.• 11 h1 h·· 1>""'"11rd. ~·11~ :~u:.,d~ auc:h cilcumst11nce1?" cl;wical materials through the attitude that they evince toward 
.. .,i.ulJ ·~' ftu""''..1~~~~ 0.~: ~~ .... ~ 1:~"' one ahep~d- (Eccles'tl:: tbml. For some students, of course, the text can swtain interest 
' ' "'1".lft~I ''"c1""11, .. , .. 1..,,.11 ihrm onr i.. .. drr (Moies) ha.sHuneredlt y• C\'rfl when taught by a poor teacher. and some teachers can teach 
t ·l 1 I) 1w Ill - " • bk se<! be e· u Ml ., • • 
- 1 . 1,, , .. irnd uf '"" Lord nf 1111 cre~tnm , 'i .., 1L:_ on yow 1110rality effectively without the use of texb. Under normal 

,.I I II lll J " (I:: du> °20 l · 1 OU, """'• h 
, 1111 Cod w ol.r ull th .. •r wor ' •0 

• ·-~d ac"ulre a hem that ~11cumstances, owever, both are necessary, the teacher acting as 
II.II. "'Rlilfl rr<'CIVt'r -· .. tl h """ · ,1u1ultl ""''"' )our car ,.. 1 , 1 0 det:li&ru I.bin& impureu ~ interpreter, motivator and model for 1e texts, and t e texu 

J 1 """h uf 111r •< 1wv• w' d 1ar· • • I · ed · l "" ..,,J,·olfll• 11" 
1 1 

. the word- of those who ec e • OJntnbutmg to mora educahon in the ways enumerat m 
"i·ll ~• t.IH"'' "'"" ' l'll'ta·rt' •,• pur:ho pronounce II permitted, and the )t(tion (A) above. 
I t 11l11ilJ1•11 ~' ""' "' 

110
'" ho hoophold lts 1 •111

K, 
1 

1 ti ..• ho U"'' uahl> 100 objt"t't iu well u 
1 d se '"'th 1 HMr• L • Sut if teachers are to function u models, how can they 

" of'u) u u ' '' "I"" ff l . iew llU\ lnO er ) '" • rw, • 

ht , hhou1o1h " "" ~holar u .,,, \1.> v , 1 . L. ,hepbcrd. 11111ul!Jlneously sharpen the students powers of judgment? After 
11>'» d J f ~ 1 whal " OMe1, UK> 

lh t "'""!- ut I••"• "'~ trl\r h 1u°' (N. umben &bb4h 14 4} JI, if they articulate speci.Jlc judgments in their speec.h and 
I 0 l 1 rJ oft e n 1vrr~ . . . . 

,, ... ;" 1•u ""'" t 11· "" • 1 • n ~vior , do they not pre1ud1ce the cue In favor of the11 own 
Tiu· I .wiih (If Trxl Study in Moral Educatio . P'»ition and make it impossible for the student to exercise 

1 
. , 1 a numlwr of fat' tor ~ intrinsic to Jewish 111 ..JL·pendent judgment? Modem advocates of values-clarification 

\\ l' ha',. 1 
M ll))~l .

1 3 
good technique for moral educataa 9":bniques certainly think so and consequently maintain that 

) l \Hh' "hwh 111
a1'

1
'.1

1 
t ii i>rovidcs a guarantee for produc~ r~chers should be as neutral as possible in their moral stance.•• 

" b :l• 111 l'll'IH :- ulJ h y educa . bl . . . 0 0 1 
' . t nrt-llh~tic to expect t at an . llus pro em LS analogous to the one we dascussed above m 

111ornl \h''"~11

1 1
' t'i' ~

1 

Hut it l«U\l\l>t r\'en function effective~p· 11\'tion (A2), and the answer gh·en br our three theorists is 
1111·1ht1d l ' u ll

1
l 

111 1

1•
1 

1 '" otli i·r i·ll•ll\t'l\h all' prcscnt ~ .. 1iJ.sr. Ju)t a) tht>re is 110 conHic:I in u)iu~ tci.t )tudy for both 
• (11 I 1.11 1·111 llll ' • h · t't te linlll> · · · ' 

'" ' •
11

" 1 t' 1 .. tt ic r dt>il\l'lll) whac i.:un) 1 u lu111u1g tht: l'lmte nt of Jew1Sh values and developing the student s 
r11n 11H' lll " •H' 1 

a • · Th · nes that · · · 1'11 ' 
1 

• 1 1 
iml) ui moral education. e 0 puwers of 1udgment, so there as no conH1ct between tbe teacher 

tilt' cfh~·aq ~1 It' ~ 1" r )\)t't:lal attc11taon are these: h allngas a model and yet teaching students how to judge matters 
authurs )U

11!.
1

1
' 

11'd
1 . 1
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/eucli er. Even Hirsch. who has l e • their own On the contrary. for all three (and especially 
I A nwru ,,w ' l 

I • I 2ll0·2'11 \l:• l)l•11. J11dabn111• " C1ui11:.A1•, 
.. """ h /ml"""' t II ""'' \ ol I 1 1 U.11111• indmlr\011>v.0tl. in 1ra1ul.ol111Kllir 

14rl ll U lluh"ttl••" 11' 11 '"' 
11"' t•ph<tl l\,., urhl•ll ll1hlt<'~I °"'"'" i nd I>""" 
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Uuber ), only af teachers do manifest commitment to speciJic 
moral 1.;nnv1c:11ons c11n they stimulate students to take moral issues 
)~rtou)ly : if th t!y are ap11thetic, agnostic or otherwise noncom­
m1ttal, ~tudenb may surmi~e that the whole area of morality really 
docs not m&ke much difference at all or that there are no 
standards, that "anr thing goes." T eachers, of course, cannot be 
do!!!mat1c or authoritarian if they are to succeed in stimulating the 
type of moral debate that sharpens moral judgment. Moreover, 
thtr 111ust be well-1nfor111ed of the arguments on all-sides of an 
~,ue and endea\'or to present them fa irly, sympathetically and 
en•n pa!>!>aOnately If they feel that they cannot do that, they might 
invite others to present opposing views. Commitment, in other 
wcirch, does not predude objectivity, openness and ev~ 
111mbivali:nce on somt> isrnes. But teachers must no t only teach 
their .s11~et·t enthusiastically. but demonstrate commitment to 
specillc values in their lives if they are to convince their students 
that morality is not ;ust a matter of talk. 
2 , Hume and Community. The home and community are 
important in all aspects of the educational prQl::ess and perhaps 
tht! mo>t important in moral education, where we are dealing 
with <.'OnsideraLly more than cognitive skills. Of our thret 
philosophers Kaplan is most aware of these crucial elements in the 
t.'<.lucatlon of d 1aracter. I le points out that the religious school 
cannot pombly inculcate mora l ideals 11nd behavior by itself sin~ 
tht> d11ld attends only a few hours a week. The home must be 
a<:tivt:ly hwolved if Jewish ed ucational effo rts are to succeed: 

1'1~ h•Jmt' u undouhte<lly tht' most uopnrtant detf:flllinina lnfluenee In 
1lw lonruitll\11 u( t·huu'IC'I Scarcely any phlilse of lhe problem ol 
J utl1rno1 C(luld bl' " '"'" 11111rnt than 1ha1 of 11etting the Jewish ho me to 
U\>lill u110 thr child Jewish Ideals and rellg1on h la necesMI)' to deviae 
l<>tne wa> o f rnc hu111 the home and rnhsl lng ih cooperation with 
J.-" uh t'Uucat lon~I rndi:a11or cont•e111ed as an all-comprehcn.si\le 
con11111111:1I unde111tk111g" 

I le 1s al'o ket>nly taw1trc: of the moral role of the community. He 
envi~ion~ u rccomtltuted Jewish community wbich could set, 
enforce, and tt!ach moral standard).)() Moreover, he repeatedly 
\trl'~H·s that "J ew~h educataon1tl endeavor which confines itself to 
fnnnal sc:hoolmg 1md the tead11ng of teicts is foredoomed to 
Cuilur(' , .. that studt•nts 1 1111 ~1 be taught Jcwi$h civics and be 

" l/,w/ I'll -1~ -I~ . • I 11 !>.U n 1-1 
' · i...11l. 11. /u1/u""''" u (. u,J'""'~"' 1 'h 21 . F1m1rr . Pli Jlj. 4-1, Ch 6, Q,.~,,..,,., /tu., 

.\LI. , "" .!.II ~u. ·~s11.'lb1 . . .. .i c:i. ~ 

/,/.LJU'/ /JI IJU•/•' 1111 

ectively integrated into the life of the j ewisb community by being 
given resp<,>nsibilities in it if Judaism is to have any moralaH~t on 
them., 1 

The reality. though, is that many modem Jews are JewishJy 
ignorant and uninvolved, and coruequently Jewish homes and 
c:ommunities do not encourage !ntewlve Jewish study or practice. 
The best chance to change that situation is to take Jews out of their 
homes and communities for a time and expose them to Jewish 
living and learning in a more supportive context. Kaplan was thus 
among the first to see the educational value of the camp settinr1 

- although he also devoted much time and effort to changing 
Jewish homes and communities more directly so that they would 
take Jewish education seriously. 
l Non-Jewilh atudlu. Hirsch ii most famow for hi.a claim that 
ooe can and should combine Orthodox education, Ideology and 
practice with a general education. He ts honest enouah to point 
out some of the moral problems involved in the secular education 
of his day (and, largely, ours). These Include the fact that the goals 
of a secular school are vocational, and that puts the ego and its 
advantage at the center of concern; the educational methods 
(~.g., competition, ambition to win praise) are of doubtful ethical 
value; the subjects which could be used for moral education are 
aol, and instead analysis, memory and reasonina are stressed : 
and, in any case, the teachers in secular schools have neither the 
time nor a conducive setting to get to know their students in all 
1espccts and provide moral guidance. But he also delineates a 
number of moral advantages to a secular education: It trains the 
srudent in the skil ls necessary to earn a livelihood, and acquiring 
,uch knowledge is "a holy duty; '" it acquaints the student with the 
tlements and roots of present-day civilization, and learning that 
too is "a re ligious duty;" and it deepens and broadens the Jew's 
religious education by providing the general knowledge 
neces.sary for understanding elements in Jewish ideology and 
l:aw, the skills necessary to construct and follow a proper 
ugument, and the knowledge of science and history which makes 
Jewish law and history all the more impressive and the Jewish 
uussinn all lhe more imperative. Therefore a proper moral 
11iucatio11 rllust include secular studies - although any contradic­
uons l><.'twtc>n what one learns in Jewish texl! and what one learns 

" IC.plan. J .. dolnn iu • C1uilh.at1Dn, P· 4Ql , cl .... ...-ally Pll "8.l-484, $.$3 and 
,-.,.~. llll- 4;111~. 474-476: Rtil/clcin , 183-IS. 
"htllan, /u1luum iu o C:luUlu.tlon. pp 49G·-la'.I. Qw•tioru /rwt Alt, pp ~ 
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Ill the lllll Vt ' l\lt } lllU~I be rc~ulvt•d in fa vor u£ J UU ,11)111 , )lllCl' lllJI 
1, tl1l' "1ord 11f Cod 11.11J -. l 11!.1 r ) lud1l ') an : dw pn•duct ul 
li11111Jll \ ..... 

Kaµ lan at·ccpt~ the need for general education for j ewbh 
11 1ura l purpose~. but witboul llin ch's final cavel.11 and for r ct a 
d 10t're nt reason Jewish moral reasoning must be d one in full 
knowll'll~c of secular culture because o therwise it " 111 lJc totaUy 

out uf touch with the modem Jew .5 • 

4. A lld1J,!ious VU!wpoiut A religious orie11t11tion is neither a 
nec·ebarr 11or a sufficient cond ition for being moral, but when 
met.I proper!}•, it can help in a number of ways. H irscirstresses the 
;iulhonly that religion provides for ethical norms, the wealth or 
ei.perit n<:c within the tradition, and the expansive scope of its 
Vl)IOO and <.'onc:ems;" Kaplan writes about the sense ol 
worthwh1lc11c~s that a person derives from religion, a sense which 
111akes moral effort and sacrifice re.asonable and which gives life 
1.ht cc11un an<l meaning;)t and Buber is interested in the fact that 
rehK10n p rovides absolute moral standards as well as the cosmic, 
but peno nal ( ramework in which lo learn and understand thern.'7 

T1.·xt ~ tut.ly c:an thus be o.n important 9id in moral education. 
Tu fum•tion t' liel' tively. though, issues concerning the choice of 
ll'll.I~ c.n<.I th l· approach tu them must be resolved, and other, 
)Upporllvc fac·turs mu~t be provided in the environment of !ht 
)tude111 Dc)pite the~e limitations. the Jewish tradition is 
('IJOV 111c.:etl 11! the crucial role thKt text study can play in thf 
c..lc\ elup111cnt of d1aracler, making ii a value in and of it)elf. It 11 

1•q11all r dear, hvwever, in d e<:laring that the goal is not learning 
.1l1111e . 

ll~hht 11111 ~ >trn.1 If a mi.11 lt-1& nh the Law without lhc tnltmtl1rn of 
l 11 ll11ll1111 11, 11 """ ' ~lier for h1111 h11d he never betn bom H1&ub1 

Al-~ sa id 111• "'hu learns ui o rder to do" worthy to re<-etve th" I Inly 
'>111111 

(l...nlll lciu Rubboh 35·7) 

1 lh"t l>111 H "'1>1• .. 11111 (.r••lu•I• !> tuJ•r• ind A"v<'Lltl• Pt0l1-i><1111i l' l11lm11hy 
.. 1 1IM• l "" •"llY ul fuJ .. 1>111 u1 Lui An11•·k" 

" ll11•di.lu11i.11.nl t ArnlOI, \'.,I l, pp lb/1°173,•nJCh. 17, np 1111 2illl-211l, Vol ll. P\> 
!.Hi'.Jb 

'" K•vU.1, ht~"' 1111 1117 , 4bb-lbil, R•l'll''"'· lli'l-3, 1116, IW.200 
" lt11"'h. /1;i/,,.,,,I £1rn10I, \ 'ul l, 1111 UH 11111, 111$.m2. Vol II . 1>11 2112 2wll 
.,. t.. •1•l..J1 Tlir \/ruru1'41 u/ C!ld 111 .\111J1••11 /•wull lkU,IOn , Ch I • rwi ""'""'· F"""' 

1'1• ~·,'\.1. !l'J lO'I ~l~l51l. Ch, 1 0· 1~. ~" 

' l\,.IM•r ll•r > .. l11•u • 11/ Cud , t.:11 ll, '"I' 1111 '6·W, &,..,..,... Alut1 ond Muu 1•P ll 1' 
htl )Ul ~ W ,. lllu h 1 litl"fU•·r,. I db\.'U.>\M01 11 1 l)u\ tu p w. cl t: l>urfl , .. 'fht' ltUt•r'6t't ton d 
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SUGGESTED VALUES/GEMILUT HASADIM RELATED SONGS 

Yorn Zeh L'Yisrael 

Adam ah 

Eili Eil i 

Im Ein Ani Li 

Amar Rabbi Akiva 

Em et 

Anu Banu Artzah 

Heinai Mah Tov 
Dundai 

Hava Nagilah 

HaDerech Arukah 

Lo Y1sa Goy 

Tzenah 

Torah Lanu 
Simi Yadech 

Shir HaAvodah 

Sisu V'Simcha 

Shalom Chaverim 

Dona Dona 

Sim Shalom 

Oseh Shalom 

This is a list of some suggestions. It is by no means complete or 

authoritative . 
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Accountability / Ethics 
Achievement/Success 
Ad aptab i I ity I Flex i bi I ity 
Ad mi nistra tio n/ Co ntro I 
A ffectio n/ P hys1ca I 

Art/Beauty/as Pure Value 
(Se lf) Assertion/Directness 
Being Liked 
Be ing Seit 
Care/Nurture 
C ollabo rat io n/ Subs1d ia rity 

Commun ica tio n/ I nf o rma ti on 
Commu nity / Persona list 
Commun ity/Support1ve 

(Self) Competence/Confidence 
Competition 
Congruence 
Construction/New Order 
Contemplation/ Ascet icism 
Con tro l/Orde r/ Disc i p l1 ne 
Convivial Technology 

Cooperation/Complementarity 
Corporation/New Order 

Cou rtesy/Hospitali ty 
Creat ivity I Idea tion 
C r ite ria / R a tio n a I ity 
Decision / I nitia t i on 

Des ign/ Patte rn/Order 
Detachment/Solitude 
Detachment/Transcendence 
Dexterity/Coordination 

Discernment/Com muna l 

Duty/Obl igation 
Eco nomics/Pro fit 

252 

Economics/Success 

Eco rity I Ae sth e ti cs 
Ed uca t io n/C e rt if icat10 n 
Edu ca tio n/Knowledg el l nsig ht 
Effic iency/ Plann ing 
Empathy 
Endurance/Patience 

Equal ity /Liberation 
Equilibrium 

Equ ity / Rights 
E Jaluation/Self System 

Expressive ne ss/F reedom/Joy 
Fa ith / R isk / Vis1 on 
Fam 1l y/ Be long1ng 
Fantasy/ Play 

Food/War mth/Shelte r 
Friendship/Be longing 

Freedom 
Function/ Physica l 
Generosity/Serv ice 
Growth/Expansion 
Happiness 
Health/Healing/Harmony 

Hie rare hy IP ropr ie ty /Orde r 
Honor 

Human Dignity 
Human Rights/World Social Order 

Independence 
Integration/Whole ness 
Interdependence 

(Se If) Interest/Co ntro I 
In timacy 

Intimacy and Solitude as Unitive 
Justice/Global Distribution 

Justice/Social Order 
Kn owledge/ Di scovery/ Insight 



.. 

Law/Guide 
Law/Ru le 
Le isu re/ Freesence 

Life /Se If I Ac tu a I i za tio n 
Limitation/ Accepta nee 
Li mita tio n/ Ce leb rat ion 
Loyalty / F ide I ity 

Macroeconomics/World Order 
Management 
Membersh ips/Inst itut ion 

Minessence 
Mission/Objectives 
Mutual 

Respons ibility/ Accountability 
Obedience/ Duty 

Obedience/Mutual Accou ntabil ity 
Ownersh ip 

Patriotism/ Esteem 

Pe rs on all Authority/Hone sty 

Physica l De light 
Pioneerism/ I nnova t1on/ Progress 
Play/ Recre ation 
Presence/Swell ing 
(Self) Preservation 

Prestige/Image 
Product ivity 

Property/ Contro l 
Prophet/Vision 

Relaxation 
Research/Original ity/ Knowledge 
Respons ibility 

Rights/Respect 
Ritual /Commun ication 
Ru le/Accou ntability 

Safety/ Surviva l 

Search/Meaning/Hope 

.253-

Secur ity 
Sensory Pleasure/Sexuality 
Se rv ice /Voca tio n 

Sharing/Listening/Trust 
Simplicity / P lay 
Social Aff irmation 

Support/Peer 
Synergy 
Tech nology/Scie nee 

Territory / Secur ity 
Traci it io n 

Transcendence/Globa l Equality 

Truth/Wisdom/ Integrated Insight 
Un ity / Divers ity 
Un ity/ Un i form ity 

Wisdom 
Wonder/Awe/Fate 

Wonder/Cur iosi ty /Nature 

Word 
Word/Labor 
Workmanship/ Ar t/Craft 

Wo rship/Fa ith /Creed 
Self Worth 
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Why Texts: Literature and 
Jewish Education 

By Sany W. Bo.la 

been asked to reflect upon literature and its place 
Jewish school. a question that admits of many 
approaches. We could consider the relationship 
secular literarurt and Jewish litcrarun:, partk­

iD the day school setting. We could discuss the 
· of specific literary techniques - the tools of 
analysis - ro Jewish materials. Or we could 

a model of such an application through a 
lesson plan. I propose to do something slightly 

I would like to discuss what might be called the 
eoterpriK"' of Jcwisl: education and consider 
enterprise is all about - why do we teach texu 

what way should that teaching proaied. 
re.an ago in an article of considerable import· 
alter Ackerman made the following s1atemcnl 

nature of Jewish Education: 
matter what its slructurt or orientation, lhe 

. school ronceivcs its primary function co be 
transmission of knowled~ of the sacred tuts. 

schools may study the 1e1u themselves and 
may only learn about them, but all of them 
on them.' 

turface this may not appear to be a particularly 
point of view. but to me Ackerman has said somc­
qu~ rrmarkable - the " primary function" of 
E.ducation is teaching tcit.s. How many educators 

Id really aettpl this formulation - what about 
pride? What about "customs and ceremonies"? 

t Heb~· Language! In fact in chis olf·hand 
ttman is makin11 a significanl - and often 

W. Holtz 1s Co·J irttror of rlrr Mrlro" Rrsf'llr<lr 
• n,, /n.·1111 Tltrolot1inu Srmi""'>'· His h<HJ! 
• So111rn: R'"'i"I "" Clamr kwisA Tr.za ,.,,,, 

p11hlulr,d lt,1 S11mm1t Bot1ks! Simcm uftd 
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1gnortd - pomc: ac its heart the encerprisc of Jr1&1sh 
cducacion is the scudy of ecru, an enterprise. I • 'tluld add. 
that makes Jewish education. at least in part. a litrrary 
endravor. 

Thus to consider the n:lationship between JCWlsh educa­
tion and tuts is almost a tautological uerc:isc. We are a 
people of readen and writers, and our history is the 
history of a literary cuhure. Not to sec this textual pre· 
occupation as the center of our educational concern is to 
ignore the heart of what Judaism has always been about. 
As Jewish educators we mwt be concetned with literature. 
We have no other option. 

But this doa not mean that textual, literary education 
is an easy matter. Paniculariy today, when ft live in a 
visually oriented a.1lturc, a culture of television and film. 
not one of boob. this task is a consfdenble challenge. Let 
us ronsidcr how this textual p1'0C'CSS works - whal 
happens to pt0plc when thq st11dy !cits and how mighc 
this help u.s chink about the wortc we should be doing. 

Slpilbat Tnblal Expu.._. 
I would like to reflec1 upon this autobiographially for a 

few momcnu 10 ICC if my own upcricncc might touch a 
chord a·ith the reader. I do this not bccausc my own 
cipcrience has b«n so unusual, but rather bccaus.c it may 
be very typical. and from my own life I begin to make 
some s.cnsc out of what we att doing when we educate 
toward an appreciation o( texts. I'll t>eain by askina the 
reader to consider the followin1 question: when did you 
first find youndf toudlcd by cextsP What tcit was it and 
where did it happen! In a classroom? At home? Was it a 
JC"Aish 1<11? And why did it touch you! 

few me the af\S11'tt is wrprisingly ca)y to remember. It 
was noc in sdlool or at home. but rather in the rontnt of a 
routh lfllUP audyfoa in a synagtlflUe when I ··u in the 
10th ande. 1lte Int al.lo 't~ks in my mind. fmm Genesis 



n.uv...e1 ·~ •> ,,ti~ .... ........ .. , · •• •"-• ...... ..... .... . . .. . _ . ..... . 
Vayeshev (~ncsis J7: I): 

R. Aha said; At lhe rime 1h11 righteous people dwell 
(>ios.him ) in tranquility and wish to dwell in 
tranquility in !his world, Satan comes and accuses 
chem saying " It's not enough chat the world-to-come 
is appointed fOf them - they also wish to dwell in 
tranquility in this world too!" " You should know 
thal chis is 5-0 - our father Jacob. ~use he wished 
to d.,.·ell in 1ranquility in rhis world wu attacked by 
the Saran of Joseph. hen~ the verse, "And Jacob 
dwelled .. ... 

That was the formauve Jewish textual experien~ that 
sticks in my mind . Why was this? Perhaps because of the 
specific content of th is te{{ . that tranquility is not what the 
1zoddiA:1m of this world should expect , that those who 
.,.; sh to have 1hc tranquility will find themselves !>net. a5 

Jacob was, by sorrow and suffering. Or perha.ps it is not so 
much the particular meaning of this text. but the form. 
the whole nature of Midrashic interpretation that each 
• 'Ork of the Torah is sacred. Vo·yesh~ is not a casual 
word. but one which our Rabbinic: ancestors pondered. 
interpreted. and considered •ith remarkable care. Al any 
rate the combination of these factors had a great impact 
on my O'lnl thinking. 

I think of this as my fun significant Jewish textual 
experience, bu! another setting comes lo mind, frOm a 
slightly youngtt age. HeTe, from the eighth grade, r recall 
a very different tcrt . but one which also had a great 
impact, at lcuc in the '"''Y it was taught rhat day: 

Whose woods these are l think I know. 
His house is in 1he village though. 
He will not sec me stopping here 
To watch his woods fill Up with snow. 

• • • • 
Tbe woods are lovely, dark and deep , 
But I ha\'C promises to keep. 
And miles to go before I sleep. 
And miles to go before I sleep. 

The lines are from Rohen Frost's ··stopping by Woods on 
a Sn°"'')' Evening" and what sands out hen: is what the 
teacher did in class that day. After finishing the poem, she 
asked. " What is this poem about?" Of course we replied 
" Ir's about snow;" "it's about winter," whatCYtt. But she 
s.aid, " I think this is a poem about death." Death? It 
docsn '1 ~n matter ir she was cornet. It was the idea that 
.,. as remarkable - this poem was obo1.r something: it 
nsn ' 1 just descripti\'e or a string of rhyming words - iJ 
"'as "'"°"'"gfwl. The idea that litenturr was ~ than 
story. that it dealt with meaning. was a radically new vista 
for this particular eighth grader. Thus I have two 
eumples - one J~. one not, but both about the 
rci.1ionship of literature 10 mcanina. or to put it in 
anorhtt way. the relationship between tel't and life. 

And there is ~. I think even farther back. to the lint 
and tttond grades. Being taken to the sdlool library for 
" story hour." Surdy all ofus look back on that time with 
nostalgia. for here ft wa"e uposed to the purr joy of 
stories. This too. I bcl~ has implicarions for Jewish 
re,tual education. 

To me these lhru incidents indica te some1hing about 
lhl' 1uy chat tuts get inro one's system. get under one' s 
skin. And thew anecd1>1cs suggest to me, b.ned on my 
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be: As reachen our job is to make Int rount 1n the Ii•" 
our students. Fint. as in my 1ale about library v1sih 
the pure 10\'e of the tale. and sec:ofld, later. bccau~ ;, 
help make sense of things. They deal with quest1<1n, 
ha\'e •nd raise issues we've nC'Ver even thought about f 
at rhe bonom, they have meaning. 

In my own life those early stories and that larer pt• 
were not Jewish sources. Midrash Rabbah came m~ 
later. But it strikes me that the task .,.e Jewish edu,~ i. 
haYe is to see chat our students are n cited, touched J 

moved by lhe great Jewish texts. either in !he classroom 
oot of it. The study of tuts, after all , is the dornin. 
religious p~upation throughout the hisrorv 
Judaism. And when we today study thal litcraturc. ~~ 
we teach it something imponant happens to u, 1· 

penetrate into the minds of the g?Ut thinkers of the J..,. 
past and we also come face to face wi th those issues 1ti 
form the uni\'Crsal core of all g?Ut lilera tu re - '"'ha1 df, 
human life mean! What is our relationship to the di11 0, 

What is justi~? Hope! Tragedy? 

In an essential way Jewish history is the hillol'I 
reading. The Rabbis throughout Jev.·ish history ~ 
tuden. The tut was the Torah; the task to read th~r tc 
Few the Rabbis n:adin&. hownu, 'lr&S not a pas• 
OClt'llpation. An actiYe indeed interactive. ruding • 
their method of approaching the sacred tert called Tor 
By Mintcra.crivc .. 1 mean to sugat that for the Rabb1l 
the tradition, Torall called for a living. dynamic rtSp!'n 

1llC great Jewish tctts an: the record of that n:sponst. J 

each tcrt in !Jru becomes the occasion for l~ 

commentary and interaction.1 

But in talking about the Rabbis as readers , I sh01 
add an important dimension that has impom 
implications for practical Jewish education. Much of •· 
teatua1 litenture was not just a matter of writing. bu1 
was quite literaUy TtNall sh~b 'al pd - oral Torah: 1 

M"ldruhic sermon, the Talmudic discussion. the Hasoc 
homilies all were ocal presentations, later written dOI< 
Eta1 the l.ohar is written in the form of discussions. a1 
the medieYal commentaries of Miltraot ~olot tttm 10 ' 
spcakina to one another across the pqes. Even 1h<•111 
thisspoken Torah has now been written down. nooii· t111 

in books, we shOuld not foryet that so much of '" 
littntun: is the record of talk, the student and ru~h 
~ng through speech. 

So what arc the implications of all this for real lift 
Jewish education! For me three thinp stand out. Fir 
our tndirion lms through its lem, and as educaron rt 
our taslt to lteq> thal alive and important for our Sluder. 
in nys that Robert Frost and Midruh Rabbah and SI" 

hour spoke to ~. and other tuts and npcricn«S hJ• 
spoten to anyone rudina this piece. 

Second, if Torah is tied to interaction as I belie\'t 11 ' 
our dassrooms too must M interactive: tut and srud<f.· 
srudmt and teat. student and student. Study in'•~•-r • 
mudl u anything dse an occasion ror m«ting 1our fcl~ • 
studmts. It's the way Jews h&¥e always talked "' •"' 
another and our dassrooms should allow for that kind 
l'MIC'Cing, I , 

FiNlly. we ought to try lo begin to find • J'' 
rcronned with thi: uni nature of our oral traditi."'. II"'; 
be chat c.<nt;ain pcdaguvic techniques att ~·ollt-d ti1r '" ·~ 
intcn<ti\'C spoken tndirion and that by ;id11pti11~ '· 



. style of v.ntem, non-Jewish culture we arc 
somnhing. What for eumplc. should a library be 

The non-Jewish model sa~ a place of monkish 
. But for Jews rhc 8t:'t M1dra.sh "''U a noisy place. a 
~argument and discussion . Isn ' t the Jewish srylc 
· I we should consider? Similar!) . wt should think ,,,.,,,,,a. paired learning. To reconnect w11ti thc oral 

we ought to think about stories u told .and read 
d, drama and even the ~rmon u pedagogic 
un. Memonzation too might have an appropriate 

iD Jc- ish educational settings. 

o( this 1s easy particularly because •e l&ck the 
supports of our educational forebean - the basic 

nu of children and families. 1 he ae«ptancc of 
irion and its role in one's life . We ha9e to find our 

ways or breaking through to the text. but these 
an: not without diJfK'Ulrics. Lei me suggest a few 

about issues that confront us a.s we rry nc:w 
ts in pedagogy. 

is the issue that might be called "textual ron· 
... We like to think that the U~itts of 1he 1radition 
'ble to us because our Jewish anccston were vt:'ry 

like: we arc today They liYed at a different time. but 
, after all. arc sti ll people. This assumption. that 

· usness is hkc the: consc1ousnc:ss of the pas1. 
~s clear than we might think. Perhaps these tc:itts 
a gap that is far gt-eater than we might like to 

Some like Monis Berman' havc argued that 
consciousness has followed an actual evolutionary 
. Othen arguing from a less spintual and more 

· I point of vic:v.• have also raised serious questions 
tM conntc1ions ber- past and ptt1Cnt. The 

Robcn Damion. for cumple. p~nts the case 
rollowing v.·iy· 

• . Nothing is easier than to shp into rhe 
onablc assumption that Europeans thou1h1 
felt rwo centuries a.go ju.st as we: do today -
· g for 1he • ·igs and the wooden shoes. We 

tly need to be shaken out of a false sense of 
· · ri l)' v.; 1h the pas1 . to be administered dosn of 

re shock."' 
iblc that v.·c should be Yie..-ing the: texts of the past 

anthropologist might. as cviden~ from a totally 
t C'Ulture from our own, and that is no small task.• 
d is the problem of "contemporary translation." 
that one ofien sees in pedagogical methods for 
Jrv.·ish tuh. For eumplc. some time ago I had a 
tion with a 1u cher who was very pleased by the 
class v.·as m.utc:ring Rambam's laws of Tu/mud 

from 1he Mishneh Torah. Now at the beginning of 
dass. she told me. when the teacher romcs in all rhc 

ls St l>nd up and say " Welcome llonorcd 
. . : · She cnnc:st ly belic:YCd that in her students" 

out nf the SC'Cnario of the: Mishneh Torah "'ith rh is 
excr,·ise. they had " transla ted" the text tn c\Ur 

But. Jlthnu11h there was nothing ruilly h:armful In 
tflt students ,.ere doing, she was missing 1hc: pc'int. 
students v.erc not tran~liuing the R:in tb:im, they 

h mimidiint1 the: ICxt. The real task "':is "' t.1 kc 
u:i~,· .111d 'll"n)ibiliry of' the: Rambllm"s world and 

express that 1n our awn contemporary language and 
attitudes. What she wa.s doing was only dist.incing the 
students from the Rambam tell. not bringing them 1n10 
ronnec1ion with it. 

Finally there is the problem my rnllc:iguc Joseph 
lultinsky calls " so what.'' "'So what' " 1s the phenomenon 
in which tcachcn deal in depth with a ronlempor;;iry 1nue. 
IC1 us uy ecology rv war and pc:acr. then pull out the 
classic Jewish tut that deals with the same issue only to 
d1~r that students rather than feeling 1lluminauon 
from the: Jewish tcrt , wi ll exhibit ennui - ··so "'hat " 
Why. the students arT sayi11g. do we tum to a text to 
confirm what ~·ve just talked about (war is bad : 
tt'Ological i$sues arT imponant) without any nttd of the 
text at all! Pedagogically ~ havc to find wa~ to lead 
students into the text , withou t nc:aling the: text's thunder. 
We need lo show the profundity of the tut or its unusual · 
nc:ss. otherwise - to the gt-eat frustration of the teacher -
then often will be linlc: morT than a bored reactioo from 
the students. This can be a panlcular1y difflCl.llt problem 
ror the teacher sinc:r our own basic CQmmitmcnt to 
Judaism often will let us rive gt-eat cttdcncr and authority 
to the tc:..t'I. even if the specific teaching is something that 
~ could havc come lo on our own, ,..lthout the text 's 
" help.·· (This. I imagine. is in part due to.the: fact that our 
anirudcs and values have already been strongly inOucnccd 
or shaped by other Jewish reru which • c haw: S1Udied in 
the past. We are in harmony with the: tcrt to begin wtth 
and even if "''' only find confirmation there of our own 
beliefs, the: power of the: tcrl's authority makes a big 
difference.) But it is an iuuc we have to try ro find 11 ays to 
otert:OtM. 

M1J1y em>n will be made in the name of a good cause 
and we haw: to cxpec1 that. We live in times that are hard 
for thosc who value tens and 11'hll they can do. Bui Jewish 
ed ucarion can not avoid th ii pa rticu tar ba ttlc. If education 
- and Judaism - is png to mean anything in the Ii~ of 
our stUdcnts, thc cntc:rpruc of the text will stand at the 
ccn teor . 
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