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MILITARY ETHICS: AN ANALYSIS OF MILITARY OFFICER
DEVELOPMENT

ABSTRACT

This MBA Project’s purpose was to determine what ethics education is currently
offered in the U.S. Navy and other services at the junior officer level. Its goal was to
provide an informed foundation of current military best practices in ethics education
which will help inform leadership about existing ethics programs, or program elements,
which have credibility and show effectiveness. This data collection, analysis, and
evaluation process will serve as the platform for establishing informed recommendations

to create a future Supply Corps ethics education program.

Action Research methodology was undertaken for data collection and evaluation.
Interviews were conducted with twenty-one educators at thirteen officer accession and
training programs including academies and war colleges. Analysis of each institution’s
ethics education program was conducted and findings were collaboratively reviewed in
order to produce a list of recommended best practices. The researchers concluded that an
effective ethics program should contain, at a minimum, the following elements: precise,
measurable learning objectives, relevant case studies, exposure to classical theory, honor
codes, require active student participation, provide meaningful grading, ensure the direct
involvement of senior leadership in the classroom, and develop program effectiveness

measurements in order evaluate the program’s value and adjust its elements as necessary.

Vi



TABLE OF CONTENTS

INTRODUGCTION. ..ottt ettt bbb benrenneas 1
A. BACKGROUND .....ooooiiiieiice ettt sttt naenaeneas 1
B. PURPOSE ..ottt bbbt 2
C. SCOPE AND ORGANIZATION ....ocviieieece et 2
D. METHODOLOGY AND RESEARCH PROCEDURES.............cccccocvnnnene 3
1. Objectives and ReSearch ISSUES ...........ccovviiinieiiieieieee e 3

2. RESEAICN PrOCESS.....c.viitiiiiiiiciieee e 4

3. ACtION Research DeSigN.......coooieiiiiiieese s 4

4. FIeld ProCedures.........ccooiiiiiiiiiiee e 6

5. Interview Protocol QUESLIONS..........ccccovviiiiiie e 8

6. Data COlECTION .....c.eeieeiie e 8

7. Finding, Analysis, and Recommendations............ccccccevevviniiiniennns 10
LITERATURE REVIEW ..ottt 11
A INTRODUCTION. ..ottt 11
B ETHICS DEFINED ......ooiiiiiiiieee e 11
C. ETHICS THEORY ..ot 12
D. MORAL DEVELOPMENT THEORY ......cccoiiiiiiiiiiieieee e 16
E EDUCATOR’S PERSPECTIVE OF EDUCATION EVALUATION......17
DATA COLLECTION AND ANALYSIS ..ot 19
A INTRODUCTION. ..ottt 19
B. PROGRAM ELEMENTS ..ot 19
1. Program Element Definitions .........cccooe i 19

2. Program Element MatriX.......ccccooveiiieieiiieieece e 21

a. Learning ODJECHIVES ........ccvviiiiiieceee s 22

b. CaSE STUAIES.....eeveiviiiiiieieie e 23

d. Rules and Regulations ..........ccccovieniie i 28

e. GFAUES ..ot 29

f. TEIM PAPEIS ...t 30

g. EXAIMS o 31

h. Student Presentations ........ccooevvevieieninneee e 31

I. Senior Leadership Participation..........ccccccoevvvveiviiesiesesnnn, 32

J. StUAENt CrItIQUES .....veiveeriieiieie et 33

K. COre VAlUES ...t 34

l. HONOK COUBS.....oeiiiiiiiieiiee e 34

m. Decision and Moral GUIAES ..........ccccovvrireeiniene e, 36

n. Program Effectiveness Measurements............cccccocevvrennenen. 37
RECOMMENDATIONS. ...ttt 39
A CRITICAL PROGRAM ELEMENTS ...t 39
B. DEVELOP EFFECTIVENESS MEASURES. ........ccccooeiiiiiin e 39
C. UTILIZE CASE STUDIES ......ooiioeie ettt 39
D. CLASSICAL THEORIST EDUCATION .....ocoiiiiiiiiiiieiee e 41

vii



E. STRESS THE HONOR CODE..........cccoiiiiiinii i 41
F. EMPHASIZE PROGRAM IMPORTANCE.......cccooiiii e 41
G. RE-BASELINING AT THE BQC ..o 42
V. AREAS FOR FURTHER RESEARCH ... 45
APPENDICES ... 47
A. INTERVIEW QUESTIONS ......coiiiiiiiiie s 47
B. ETHICS DEFINITIONS ...t 48
C. UNITED STATES NAVAL ACADEMY .....cooiiiiiiiiiiii e 51
D. UNITED STATES MILITARY ACADEMY ..o 58
E. UNITED STATES AIR FORCE ACADEMY ..o 63
F. UNITED STATES MERCHANT MARINE ACADEMY .....ccccoiiiinnn 82
G. UNITED STATES COAST GUARD ACADEMY .....cccciiiiiiiiiiiiciii 87
H. NORWICH UNIVERSITY ..o 93
. UNIVERSITY OF VIRGINIA’S NROTC.......cooiiiiiiiii e 98
J. NAVY SUPPLY CORPS SCHOOL........cccoovviiiiiiiniii 111
K. AIRWAR COLLEGE.......c.coiiiii e 117
L. UNITED STATES ARMY WAR COLLEGE.........ccooiiiniiiiiiien, 124
M. NAVAL WAR COLLEGE........ccoiiiiiii s 132
N. NAVAL OFFICER CANDIDATE SCHOOL .......ccccoociiiiiiiiiiii, 140
O. AVIATION PRE-FLIGHT INDOCTRINATION. ..o 141
LIST OF REFERENCES. ... 143
INITIAL DISTRIBUTION LIST ..o 153

viii



Figure 1.
Figure 2.
Figure 3.
Figure 4.
Figure 5.

LIST OF FIGURES

Action Research ProtoCol ..o 6
Kohlberg’s Levels of Moral Development ..., 16
Program Elements & INStitution MatriX .........ccoocvevviiiiiieneeie e 22
Case ANalySIS TEMPIALE. .........oiieiiiie e e 25
Case Characteristic and Educational ObjectiVes..........ccccovvvverveieiineieeiiennnn 26



THIS PAGE INTENTIONALLY LEFT BLANK



ACKNOWLEDGMENTS

We wish to thank the following individuals who selfishly gave their valuable time
to share insight and knowledge of their institution’s ethics education practices during our

research interviews:

Colonel Michael E. Haith, USA

Director, William E. Simon Center for the Professional Military Ethics
United States Military Academy

West Point, NY

Colonel Daniel S. Zupan, USA
Professor, Department of English
United States Military Academy
West Point, NY

Colonel Alan G. Bourque, USA

Director, Simon Center for the Professional Military Ethic
United States Military Academy

West Point, NY

Captain Rick Rubel, USN(ret)
Distinguished Military Professor of Ethics
U.S. Naval Academy

Annapolis, MD

Commander Thad Gaebelein

Director of Ethics and Character Development
United States Merchant Marine Academy
Kings Point, NY

Reverend William S. Wick
Norwich University Chaplain/Honor Committee advisor
Northfield, VT

Captain John R. Warnecke, USN

Commanding Officer, Professor of Naval Science
University of Virginia NROTC

Charlottesville, VA

We would also like to sincerely thank Elena Pecenco, for her assistance in helping to

proofread and edit our project.

Xi



THIS PAGE INTENTIONALLY LEFT BLANK

Xii



l. INTRODUCTION

A. BACKGROUND

The topic of ethics has been given considerable attention in military, government,
and business arenas (Clark, 2004; Ryan, 1999). Unfortunately the application of ethics
has tended to be cyclical in practice. The daily news is filled with stories of Enron
(Washington Post, March 11, 2003), Martha Stewart (Associated Press, March 5, 2004),
and Boeing Scandals (Washington Post, December 21, 2003), not to mention the recent
events at U.S. Army prisons in Irag (CBS News, April 27, 2004). Scandals have plagued
the U.S. service academies (Newsday, May 12, 1994; Air Force Gazette, February 28,
2004; Time Magazine, March 6, 2003). Major universities are removing or downgrading
the required ethics courses of their MBA programs. For example, Virginia Polytechnic
Institute has removed ethics courses from its MBA programs and the University of
Georgia’s Terry School of Business has downgraded the ethics requirement to one and
one-half credits (Kelly, 2003). These instances give the impression that ethics has lost its
value, is not seen as a priority, and has suffered a loss of significance and emphasis in the

American educational system.

In February 2004 Rear Admiral Justin D. McCarthy, SC, USN, Chief of Supply
Corps, invited the Naval Postgraduate School (NPS) to research the topic of ethics
education in the United States military, specifically the U.S. Navy Supply Corps. This
research continues to be sponsored by Rear Admiral Daniel H. Stone who became the
43" Chief of Supply Corps in July 2004. NPS was chosen for this research because it
provides independent assessments of proposed solutions to military issues and offers
combined student-faculty expertise for current research and development programs
within the U.S. Navy. This project is part of the “Ethics in Action” (EIA) program under
the direction of Professor Leslie Sekerka, PhD at the Graduate School of Business and
Policy, Naval Postgraduate School in Monterey, California.



B. PURPOSE

As a component of the EIA program, this project was created to determine what
ethics education is currently being offered in the U.S. Navy and other services at the
junior officer level. Its purpose is not to redesign the ethics program offered at the Naval
Supply Corps School in Athens, Georgia; but rather to provide an informed foundation of
current military best practices in ethics education. This research will help inform
leadership about existing ethics programs, or elements of the programs, that are presently
offered, have credibility, and show their effectiveness. This data collection, analysis, and
evaluation process will serve as the platform for establishing informed recommendations
to create a future Supply Corps ethics education program under subsequent phases of the

EIA program.

C. SCOPE AND ORGANIZATION

In general, the practice of ethics in both government and private organizations is
espoused in theory, but neglected in action (Sims, 2003). This research project will begin
to outline what awareness (skills, competencies, and sensitivities) are required for
military members to engage in ethical behavior in daily actions. Military accession
programs, including academies and Reserve Officer Education Corps Units, were
examined along with war colleges and warfare education institutes. Information gathered
was compiled and compared to determine common trends and best practices. Finally,
recommendations were made to the Navy's Chief of Supply Corps for elements that
should be considered for inclusion in an ethics education program at the Naval Supply
Corps School.

As this research is the first phase of a proposed multi-layered process, the project's
concentration resides in the investigation and review of current military ethics programs.
Encroachment into other concentrations of personal and leadership education (e.g.
Battalion leadership billets and roles for midshipmen within the unit) that many of our
subject institutions have their candidates undergo in the process of earning a commission in

the Department of Defense’s military organizations was not undertaken at this time.



D. METHODOLOGY AND RESEARCH PROCEDURES

This section outlines the procedures used to define current practices in ethics
education in Department of Defense (DoD) officer accession and education programs.

1. Objectives and Research Issues

The primary task of this project is the investigation of current ethics education
practices in DoD officer accession and education programs. This project addresses Phase
I and Il of a larger longitudinal research effort concerning the improvement of the ethics
education program being conducted by the Supply Corps at the Naval Supply Corps

School in Athens, Georgia.

Phase | commenced in March 2004 and included twenty-one institutional
representatives. Face-to-face, telephone, and email interviews were conducted between
student researchers and institutional representatives through out this phase. The
institutional areas of focus were officer accession programs (service academies, NROTC,
OCS), warfare education schools, and war colleges. After determining what is being
offered at each institution, the group then determined the objectives and goals of each

program. The collected data was analyzed in Phase II.

Phase Il commenced in July 2004. The goal of this Phase was to allow discovery
and review of the methods, policies, procedures, and practices that are presently used by
educational institutions affiliated with the DoD. From this effort, program characteristics
were identified with the goal of determining commonalities in ethics education practices
and organizations within these DoD ethics programs. The following areas and questions

were investigated:
e What are the similarities and differences between the programs?
e How do these institutions assess the value of their programs?

e What is, or appears to be, the most effective ethics education and

education program (or features of the program)?

e What recommendations should be made to Navy Supply Corps leadership,

based upon this inquiry and assessment?



2. Research Process

The group applied an Action Research methodology for data collection (Carr &
Kemmis, 1986). Action Research allows the researcher to develop a systematic form of
inquiry into institutions. The process is collective, collaborative, self-reflective, and
critical (McCutcheon & Jung, 1990) and can be used by participants in educational
situations to improve their programs (Hopkins, 1985). During the process, the
researchers received overt acknowledgments from many of the selected institutions that
our inquiry forced self evaluation by the institution concerning their ethics education
programs.

Action Research is particularly useful for this study for several reasons. As we
were talking to ethics instructors to glean our data, this provided them with an
opportunity to reflect on and assess their teaching and to consider their current ideas,
methods, and materials. This is consistent with the Action Research process, which
fosters the improvement of current educational practices, the understanding of these
practices, and/or improvement of the situations in which the practices are carried out
(Hopkins, 1985). Our work using this process was also intended to assess the
effectiveness of the current approaches.

Action Research was especially suited to our study because it allowed the
researchers to share feedback with fellow participants in order to verify accuracy and to
be considered for making future improvements to curriculum, education, and evaluation
plans (see Gabel, 1995). Hopkins (1985) notes that Action Research is most empowering
when undertaken by participants collaboratively and, at times, in cooperation with
outsiders. The collaboration between researchers and the selected institutions was critical
to the success of our study. The reactions of the institutions to our inquiry, both
reflection and action, are frequently linked with Action Research.

3. Action Research Design
The essentials of an Action Research design were considered per the following

characteristic cycle outlined by Hopkins (1993):

e Initially, an exploratory stance was adopted, where an understanding of a
problem was developed by our sponsor, as well as the student researchers. A

4



plan was then developed requiring significant interaction between designated

institutions and researchers.

e This reconnaissance, or field procedure, is the collection of raw data that was
compiled for further analysis. Our assumption was that there were well-
developed education programs whose application could be beneficial to the

Supply Corps in providing ethics education to its officer corps.

e The interaction process was carried out between researcher and subject matter

experts of selected institutions as data collection occurred.

e Throughout the research and interviewing, pertinent observations were

collected in various forms of written and spoken communications.

The Action Research protocol is iterative or cyclical in nature and is intended to
foster a deeper understanding of ethics education and moral leadership in a given
situation. Starting with the conceptualization of the problem and moving through several
interventions and evaluations, the reconnaissance process often required follow-up
inquiry. Discovery of characteristics of institutional ethics education programs allowed
for follow-up interviews or investigation with the institution being considered. A

representation of an Action Research protocol is provided in Figure 1.



CYCLE1

CYCLE 2

(Kemmis 1990)
Figure 1. Action Research Protocol

4. Field Procedures

Selected institutions were researched, analyzed, and compared with other
institutions. Once comparisons were made, further program elements and areas were
identified and re-investigated. This was an evolutionary process that matured over time.
The iterative process of returning to a specific institution became necessary as we
uncovered new and deeper aspects of each institution’s ethics program. This design
permitted much greater flexibility to our research in finding best-used practices in
academia’s ethics education programs. It also sought to recapture some of the ‘“messiness’

that surfaces when we engaged in Action Research (Hopkins, 1985).

The Action Research framework is most appropriate for participants who
recognize the existence of shortcomings in their educational activities and who would

like to formulate a plan, carry out an intervention, evaluate the outcomes and develop
6



further strategies in an iterative fashion (Hopkins, 1993). An Action Research

methodology was utilized by the group’s researchers, who used collaborative inquiry to

analyze thirteen military institutions. Site specifications are listed in Appendices.

The thirteen institutions and commands evaluated in this study were chosen based

upon their prominent role in officer commissioning and warfare education. In addition,

agencies were identified based on interest and input offered by the sponsoring activity,

Commander, Naval Supply Systems Command, Mechanicsburg, Pennsylvania.

Data on leadership and character development programs were collected and

reviewed from the following accession and commissioning institutions:

United States Naval Academy in Annapolis, Maryland

United States Military Academy in West Point, New York

United States Air Force Academy in Colorado Springs, Colorado
United States Merchant Marine Academy in Kings Point, New York
United States Coast Guard Academy in New London, Connecticut
Norwich University in Northfield, Vermont

University of Virginia’s Naval Reserve Officer’s Education Corps in
Charlottesville, Virginia

Additional data were analyzed and reviewed from the following education

commands:

Navy Supply Corps School in Athens, Georgia

Air War College at Maxwell Air Force Base, Alabama

Army War College in Carlisle, Pennsylvania

Naval War College in Newport, Rhode Island

Naval Officer Candidate School at Naval Air Station Pensacola, Florida

Aviation Pre-Flight Indoctrination at Naval Air Station Pensacola, Florida

7



5. Interview Protocol Questions

The interview protocol questions were designed to assist and focus both the
researchers and interviewees in providing thorough, in-depth discussions. These
questions were designed to stimulate free and open dialogue while acting as a roadmap
for the interview. Moreover, the questions aided in the process of identifying various
characteristics about the institutions’ programs that addressed moral courage, leadership,
and ethics. Perhaps the key component involved in developing the interview questions
was the notion of praxis. Praxis comprises a cycle of action-reflection-action (Hopkins,
1985). The research questions developed as the researchers gained greater understanding
of how ethics education was developed and handled by DoD. In addition, there was
inquiry that demanded further understanding and in some instances, by different
recognized sources. The questions were intended to be the reflective counterpart of
practical diagnosis (Kemmis & McTaggart, 1990). The research interview protocol is
listed in Appendix 1.

6. Data Collection

A general fact finding inquiry was employed and interviews were conducted with
representatives of the selected institutions. The representatives, or leads, were designated
by their institution for the teaching oversight of their institution’s ethics, moral, and
leadership development programs. Interviews were conducted in person, via e-mail,
and/or telephone to elicit the maximum exchange of thoughts and data between
researchers and subject groups. Data was sought directly from heads of ethics education
centers and interviews were conducted using the predetermined protocol. Institutional
education materials such as course syllabi, student study guides, and course guides were
gathered and evaluated. In some instances, the organizational lead also provided written
responses that directly addressed the research and protocol questions.

In the latter part of the data collection process, a team member attended the Naval
War College ethics education conference. The conference’s emphasis and focus
concerned our research topic and afforded the research team time and opportunity to
exchange ideas and viewpoints amongst the military ethics community’s recognized

subject matter experts. The conference also allowed face-to-face follow-ups with fifty

8



percent of surveyed institutional representatives who had previously contributed data to
the project. New contacts were made through discussion groups and networking. This
exchange also provided an opportunity to explain the goal and the scope of our research
to the recognized experts in the field of ethics education. Finally, the conference offered
a process of collaboration in conversation, giving researchers and conference participants
an opportunity to work together. This was particularly helpful because it allowed the
researchers a way to confirm that what was being said, or had been communicated
previously through other communication mediums. This provided a window for elevating
our clarity with the participants and insuring our data was correct and fully understood
(Clark, 1992).

After the initial reviews of all institutions were complete and the initial process of
cross-checking our information had been finalized, institutional summaries were
constructed. A study of our findings highlighted some common threads in the
institutional program elements. These program elements were used to compare the
institutions. From this comparison several main program elements began to emerge as

predominant pillars of the ethics education programs that were researched.

Once institution summaries were prepared, a draft was presented to the specific
institutional lead for review of the data concerning their program. The goal in this
process was to ensure the accuracy of the researcher’s recordings of institutional
processes. The researchers also sought the institution’s approval of findings and
conclusions to avoid any discrepancies when the findings are eventually publicized. The
process led to three institutions disagreeing with the initial findings. In such cases, the
researchers returned to the institutions and conducted follow-up data collections
concerning the particular subject, or theme, where an error had been discovered. Their
feedback was reviewed and corrections were made where appropriate. The researchers
believed that the viewpoint of the institutional lead may have been based upon the
institutional desires for the students/candidates, but evidence of what was actually being
taught and presented to the future officer accessions did not necessarily support their
opinion. The iterative, ongoing research continually led to further questions about
specific program elements and methods of education. By project completion, the

9



researched activities that had initially disagreed with the researcher’s findings concurred

with the group’s final findings and summaries.

With Action Research, constant dialogue was maintained between chosen
accession entities. The conduct of this research and study presented numerous
administrative and analytical challenges.  Accuracy was increased by recording
interviews via note taking, emails, and tape-recording. Paramount to this challenge was
getting the attention, commitment, and input from our thirteen targeted institutions and
their key educators. Sustained involvement from the institutional leads was achieved
with regular interview follow-ups and nearly continuous communication via e-mail.
Discovery of additional pertinent information concerning ethics education also provided a
transition for these follow-ups.

7. Finding, Analysis, and Recommendations

Analysis of the institutions was conducted considering the summary findings of
each of the institutions reviewed. This analysis provides a consideration of the
researchers’ findings concerning all reviewed institutions and offers a condensed version
of the project’s discovery. Re-occurring themes and program elements among the
surveyed institutions were identified during roundtable discussions between the three
researchers. When these elements occurred in an overwhelming majority of the ethics
programs of institutions reviewed, those characteristics were used to formulate analysis
and recommendations. Also, if an institution had an element that was unique to their
ethics education program and appeared to have value it was also incorporated into the

project’s analysis.

The researchers’ recommendations were developed through collaboration among
student researchers, not with the practitioners. The group of researchers individually
compiled portions of the research believed to be unique and strong in supporting an ethics
education program. It was discussed why a researcher thought his finding was
noteworthy and suitable for inclusion for a recommendation. The researchers then
entered roundtable discussions to determine if these findings were truly best practices,
and supportive of a Supply Corps ethics education program. Support by all researchers

was required for a trait to be referenced in a recommendation.

10



Il. LITERATURE REVIEW

Knowledge of the good is not enough. But of one thing we can be certain:
Having discussed, read, and written about what one ought to do very
probably increases the chances that one will do what one ought to do.

(Toner, 1995, p 67)

A. INTRODUCTION

This section provides literary support concerning the importance of ethics and
ethics education. It will attempt to define the term “ethics” and to establish similarities
and distinctions between morality and professional courage. Following the definition of
ethics, a discussion of classical ethics theory is presented, with the application of how
these principles aid in solving ethical dilemmas. The literature review also contains a
discussion of human development theory, with a focus on moral development, and
concludes with an argument for the use of the educator’s perspective in the evaluation of
the selected ethics education programs.

B. ETHICS DEFINED

Ethics can be defined in many different ways. An internet search returned
twenty-seven different definitions (Appendix B). While each of these definitions contains
similar characteristics, their authors show personal influence and bias. This is evident
where military organizations speak of duty, while theological groups refer to God in their
explanation of ethics. For this study, the process of defining the term commenced by
consulting the dictionary, where ethics is defined as “the discipline dealing with what is
good, bad, with moral duty, and obligation” (Merriam-Webster Online, 2004). Toner
(1995) defines ethics as the theory or study of right and wrong. But ethics and morality
are often used interchangeably in conversation. As such, we look to define morality as
well, with the basis as, “conformity to ideals of right human conduct” (Merriam-Webster
Online, 2004). Morality is the behavior or action directed at good or right conduct.
Paradoxically, these two terms are even used to define one another in many definitions.

However there is a distinction, as noted in this phrase: theory is to ethics as behavior is

11



to morality (Toner, 2003). This distinction becomes confusing as authors mix terms such
as moral reasoning (Velasquez, 2003) or ethical behavior (Simms, 2003).

For this research, we adopted both terms and use ethics and morality
interchangeably throughout this report, meaning reference to right and wrong both in
theory and behavior. This is not to discard the differences of the two terms, but to benefit
from the ways in which these two terms complement each other. Ethics (theory) leads to
morality (behavior) which can evolve responsible ethical action, i.e., professional
courage. A professional is defined as characterized by or conforming to the technical or
ethical standards of a profession (Merriam-Webster Online, 2004). Courage is defined as
mental or moral strength to venture, persevere, and withstand danger, fear, or difficulty
(2004). Our decision to take a broad view was by design, to keep the vision wide as we

create the foundation for the later phases of this program.

C. ETHICS THEORY

The purpose of this section is to outline the primary schools of ethical theory.
This is important because ethical theory provides the major principals of moral
development and it relates to this research because this study explores ethics education
best practices while analyzing how ethics theory is taught. The four primary schools of
classical ethical theories are deontological (duty-based), rights-based, teleological
(interest-based), and virtue-based. The four schools of classical ethics theory form the
foundation of modern ethics. Furthermore, the study of classical theory encourages
students to make ethical decisions in practice. This ability to make ethical decisions

provides evidence of a student’s moral development.

Deontological or duty-based ethics rely heavily on rules, laws, orders, and
directives. Duty-based ethical theorists assert that actions are inherently right or wrong.
The beginning of duty-based ethics is most often attributed to Immanuel Kant, an 18"
century German philosopher. Kant’s theory is based on three central insights. As
described by Hinman (2003, p.176), the first two insights state the conditions for a
morally good act:

12



o An action has moral worth if it is done for the sake of duty.
o An action is morally correct if its maxim can be willed as a universal law.

Actions that have both moral worth and moral correctness are morally good
actions. In addition to these two insights, Kant develops a third claim about the way in
which we ought to act to respect both ourselves and other people:

We should always treat humanity, whether in ourselves or other

people, always as an end in itself and never merely as a means to an
end (Hinman, 2003).

Kant emphasized duty as his major principle. Man has a moral duty to both self
and to others, such as our duty to develop our talents or to keep our promises to others.
Kant also established the idea of the categorical imperative as stated in the second
insight. Mankind is compelled to act in such a way such that the will of the maxim behind
our actions could be adopted as universal law. This means that everyone else presented
with the same circumstances would be compelled to act in the same manner. The
categorical imperative mandates an action and is not concerned with one’s individual
desires. The third insight is actually one of Kant’s categorical imperatives; it establishes
the inherent value of the person. This means that one is commanded to treat people with

respect. One must never use or manipulate other people.

Rights-based ethics center on the rights of the individual or group and personal
character development. Rights-based ethics is very similar to rules-based ethics because
of the relationship between rules and rights. For example, | have the right to life so
therefore society must establish a rule to protect that right. The basic human rights are
defined as life, liberty, and happiness (Hinman, 2003). Rights-based ethics also define
man’s commitment to interpersonal relationships. Early rights theorist John Locke, a 17"
century British philosopher, argued that the laws of nature command us to not harm
others’ life, health, liberty, or possessions. Locke established rights as natural and from
God. Locke’s theories influenced the writers of the U.S. Declaration of Independence.
Thomas Jefferson recognized the fundamental rights of life, liberty and the pursuit of

happiness.
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Rights are dependent on the perspective of the rights observer. As described by
Hinman (2003), “the right usually imposes a correlative duty or obligation upon the
observer.” These rights are divided into two categories: rights that require actions
(positive rights) and rights that limit the action of others (negative rights). Examples of
positive rights would include healthcare, public safety, and business contracts. In each
there is an obligation for others to do something for us. Negative rights include the right
to free speech, liberty, and the pursuit of happiness. These rights don’t require others to
take action; they limit others so as not to interfere with our personal rights to free speech,

liberty, and happiness.

Teleological or interest-based ethics are concerned with the outcome of actions.
Results-based ethics are founded upon the principles of consequentialism, utilitarianism,
and egoism. Consequentialism is the balancing of good and bad results.
Consequentialism bases its determination of an action’s moral characteristics on its
consequences and the favorability of results. A normative approach to consequentialism
would require that a measure of the good and bad results of an action be determined. If
the good results are greater than the bad results, then the action is considered to be
morally proper. If the bad results out-weigh the good results, then the action is considered
to be morally improper (Hinman, 2003).

Eighteenth-century philosopher Jeremy Bentham originated the idea of utility in
terms of pleasure and pain. “We should act in such a way as to maximize pleasure and
minimize pain” (Hinman, 2003). This is the basis of utilitarianism—a means of
measuring an action’s results in terms of what is useful or good. John Stuart Mill (1887)
changed pleasure to happiness to remove the negative implication of pleasure or the
“pig’s philosophy”. Utilitarianism has limitations in that torture or slavery would be
considered permissible as long as society’s benefits outweigh the victim’s sufferings.
This limitation is addressed by Mill in rule-utilitarianism, which establishes a behavioral
code similar to Kant’s maxims that can be willed as a universal law. The behavioral code

is morally correct if the consequences of the rule’s adoption are more favorable than
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unfavorable to everyone. It is also suggested that utilitarianism should be based on more
than just pleasure, happiness, and pain. It should also consider the good and bad

consequences of the action.

Egoism lies between utilitarianism and virtue-based ethics. It is doing the best for
oneself and for one’s group, family, or society. Egoism is separated into two distinct
philosophies, normative and descriptive, both developed by 16" century British
philosopher Thomas Hobbes. Normative theory claims that everyone ought to act in their
own self interest. Descriptive theory claims that everyone acts in their own interest
(Hinman, 2003). Hobbes realized the importance of moral rules, for without moral rules
our selfish interests would drive us to plunder our neighbors’ property. He also felt that
man’s innate selfishness forces us to accept these rules to guard our interests as well as

those of our neighbors.

Virtue-based ethics focuses on man’s propensity to choose the correct course of
action, thus building character. Plato and Avristotle, Greek philosophers of the 4™ and 3"
centuries B.C., are the theorists credited with the inception of virtue-based ethics. Plato
established theories of justice emphasizing four virtues: justice, wisdom, courage, and
temperance. While it is important to teach and advocate good habits it is also important to
avoid acquiring the bad character traits or vices of injustice, insensibility, cowardice, and
vanity. Aristotle believed that virtues are good habits we acquire and they regulate our
emotions. An example would be courage over fear. Aristotle taught that virtues are a
mean between extreme character traits. Again using the example of courage, courage
would be at one extreme with cowardice at the other extreme. The mean between the two
would be the virtuous path. According to Aristotle, it is difficult to determine the mean
between the extreme traits. Virtue is developed over time as the traits are practiced on a
regular basis and become habits. Aristotle defined virtue as “(1) a habit or disposition of
the soul , (2) involving both feeling and action, (3) to seek the mean in all things relative
to us, (4) where the mean is defined through reason as the prudent man would define it”
(Hinman, 2003, p.277).
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D. MORAL DEVELOPMENT THEORY

Moral development is a key objective of ethics education. An effective ethics
education program takes a student’s current level of development and builds it up to a
prescribed level. The desired level of moral development can be determined from human
development theory. Kohlberg (1984), a principal human development theorist,
developed a theory of moral reasoning based on the cognitive development of children.
He proposed three levels of moral reasoning: pre-conventional, conventional, and post-
conventional. Each level is further subdivided into two stages. The levels are based on
the relationship between an individual’s rules for decision-making and the rules of
society. At the pre-conventional level, the individual follows rules to avoid punishment.
All decision-making and subsequent action is based purely on self-interest. The
conventional level is characterized by the individual’s conscience and social awareness,
with goals of meeting social norms and achieving social order. The post-conventional
level is characterized by an obligation to universal principles and social commitments.

The stages and levels are shown in Figure 2.

Level And Stage |Descripti0n
Level I - The Pre-Conventional Level (usually by age nine)
Level I, Stage 1 \Whatever is rewarded is good; whatever is
(obedience) punished is bad.
Level I, Stage 2 I'll do something good for you if you do something
(instrumental egoism and simple|good for me. Fairness means treating everyone the
exchange) same.
Level I — The Conventional Level (late adolescence early adulthood)
Level Il, Stage 3 Good is conformity to a stereotype of "good"
(personal concordance) people, or to peer approval.
Level I, Stage 4 Good is defined by the laws of society, by doing
(law, and duty to the social [one's duty. A law should be obeyed even if it's not
order) fair.

Figure 2. Kohlberg’s Levels of Moral Development
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Progression through the stages and levels of moral reasoning is associated with
age; however, level three is only achieved by a minority of adults. Kohlberg conducted a
twenty-year, longitudinal study that further developed and supported his theory of moral
reasoning. By interviewing study participants at four-year intervals, he confirmed that
moral development is sequential and occurs gradually over time. Furthermore,
development proceeds in one direction without regression to any of the previous levels
(Kohlberg, 1984).

Perry (1999) integrated developmental stage theory with learning styles theory to
develop an effective approach for the teaching of morality and ethics. Perry’s stages
progress from a simplistic, categorical view of the world to a more relativistic, committed
view. Progression through the stages tracks moral development and the development of
an ethical and moral identity. Perry proposes that ethics education needs to be designed
such that is matches the student’s intellectual development stage. For example, if the
student has a simplistic view, then the education process needs to provide more structure.
This student may understand simple right and wrong but would have difficulty grasping
more complex and uncertain situations, which the education process could expose to a

more self reliant student.

E. EDUCATOR’S PERSPECTIVE OF EDUCATION EVALUATION

There are two established approaches to evaluating an educational program. The
first is an evaluation based on the practitioner or educator and the program’s process,
structure, and design (Tyler, 1975; Pinar et al; 1995). The second is an evaluation based
on the participants or students and the outcomes of the program as expressed through
interviews, surveys, and tests (Piaget, 1965; Kohlberg, 1971; Rest, Thomas & Edwards,
1997). This study predominantly uses the first, or pedagogical, approach to evaluate the
ethics education programs at the targeted institutions. The second approach is broached
preliminarily via the exploration of the methods institutions use to obtain student
feedback. Both evaluation methods have their strengths and weakness. This study chose
to focus on the educator’s rather than the student’s perspective because the researchers
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are confident that the educator perspective provides a richer understanding of the ethics
education programs currently used in the DoD.

The researchers acquired the educators’ perspectives through interviews, as
detailed in the methodology section. This study focuses on the curriculum of the selected
ethics education programs and evaluates the application of four basic principles that Tyler
(1975) initially established as critical to curriculum development:

1 Defining appropriate learning objectives.

2. Establishing useful learning experiences.

3. Organizing learning experiences to have a maximum cumulative effect.

4 Evaluating the curriculum and revising those aspects that did not prove to
be effective.

These four principles serve as the foundation of the educational program or course
of study. The educators use these principles to evaluate and improve the course of
education. Although, the design of the course is an important component of the
educational process it is still a just a component. In order to evaluate the program a more
holistic view must betaken. The application of the objectives must also be evaluated and
the results of this evaluation must be used to improve the program. According to Astin &
Panos (1971), there are five methods of evaluating courses of study. These four methods
are: (1) description of educational operation, (2) measurement of educational outputs, (3)
measurement of operations and output, (4) measurement of educational inputs and
outputs, and (5) measurement of educational inputs, outputs, and operations. These
methods range from very simplistic to complex analysis of the institution’s educational
program. This study has developed descriptions of the ethics education programs of the
designated institutions. By comparing these elements, the researchers identified best
practices by (1) determining how leading organizations teach ethics, (2) compare these
methods across the selected institutions, and (3) use this information in our findings to
eventually improve ethics education at the Navy Supply Corps School (Dugan & Hernon,
2004).
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I11. DATA COLLECTION AND ANALYSIS

A. INTRODUCTION

This chapter contains summaries of the featured elements that comprise the ethics
programs of the surveyed institutions. The program elements are defined, then their
importance to ethics education is addressed in greater detail. Finally, an analysis of the
research findings is presented. Upon a through review of our institutional summaries (see
Appendices), a spreadsheet matrix was designed to provide a representation of which
elements and traits were used by the examined institutions. Two surveyed institutions,
Officer Candidate School and Aviation Preflight Indoctrination, did not have any type of
formal ethics education. This effectively reduced the schools surveyed from thirteen to
eleven. In depth data on each individual institution are found in the appendices of this

project.

B. PROGRAM ELEMENTS

1. Program Element Definitions

This study evaluates the program elements for courses in ethics at eleven military
educational institutions. These program elements were established through a series of
reviews of each individual program. Eleven of the fourteen elements were found to be
commonly emphasized among the institutions (i.e. found within a majority of the
surveyed institutions). These elements are key components of the institution’s ethics
education programs according to the school’s staff. These key elements are also present

in curriculum guides and course descriptions.

Two other elements were also selected because research reflects that they are
aligned with key principles of evaluating an educational program (Tyler, 1975). These
include the program elements: Student Presentation, and Decision/Moral Guides. They
were found at five of the eleven institutions. Finally, the fourteenth element,
Effectiveness Measurement, was added because of its apparent relevance to quality
education. Only the Navy Supply Corps School attempted to evaluate the worth of their
ethics program from outside sources and metrics.
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The program elements were not wholly determined by prior research, but rather
from a combination of literature and their presence within the surveyed institutions, as
such we do not support each item with comprehensive findings from previous studies.
Some program elements (case studies, classical theorists, core values, honor codes,
decision/moral guides) are supported by prior research, while other elements (grades,
term papers, exams) are included due to their usage by the majority of the institutions.
Once determining the program elements, they were used to compare and contrast the
programs and provide the basis for discussion in subsequent sections. An understanding
of these common elements begins with their definitions:

1. Learning objectives: There are specific learning objectives for each course.

2. Case Studies: Program regularly utilizes the case study method to facilitate
discussions among students.

3. Classical Theorists: Classical theorists' (Aristotle, Kant, etc) writings and
teachings are used in course instruction.

4. Rules and Regulations: Military and government regulations are reviewed
and discussed during the course, to include General Military Education on
DoD policies.

5. Grading: Participation and learning is evaluated and measured with letter
grades or numerical feedback to the student enrolled/participating in the
course. Pass/fail courses are not considered to be graded for this study’s
purposes. Specific course assignments, such as papers, tests, and
presentations, were considered separate program elements in order to analyze
their relative importance.

6. Term Papers: Written papers are assigned and graded (including pass/fail) as
part of the coursework.

7. Exams: Students are evaluated using midterm and/or final exams.

8. Student Presentations: Students enrolled in the course or program give oral
presentations before the class or student body as a part of the evaluated

coursework.
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9. Taught by Senior: The course is taught or program discussion is led by a
senior military officer (O-5/0-6+), retired military officer, or full/senior
professor.

10. Student Critiques: Students enrolled in the program provide written feedback
to the instructors/facilitators at the conclusion of coursework.

11. Core Values: Service or institutional core values are identified and stressed in
the program.

12. Honor Code: The school or institution has an established honor code that is
stressed throughout the student's enrollment.

13. Decision/Moral Guides: The course provides a guide to making decisions in
ethically ambiguous situations.

14. Effectiveness measure: The institution has a way of measuring the
effectiveness of its education. The institution receives direct measurable
feedback from outside sources (e.g. performance feedback on its graduates
from fleet commands).

2. Program Element Matrix

The following matrix provides a visual summary of the ethics education program

elements for each of the surveyed institutions:
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Student Presentations
Student Critiques

< Learning Objectives
X |Rules and Regulations

X |Graded

X .. :
Decision/Moral Guides
Effectiveness measured

X Case Studies
X [Classical Theorists
X [Term Papers
X [Taught By Senior
x Core Values
X Honor Code

X [Exams
X

Naval Academy

United States Military
Academy X

United States Air Force
Academy X
Merchant Marine Academy X | X | X[X[X]|X]|X[X]X] X X | X
United States Coast Guard

X
X
X
X
X
X
X
X
X
X
X
X

X
X
X
X
X
X
X
X
X
X
X

Academy X [ XXX | X]|X]|X X| X | X [ X
Norwich University X | X | X[ X X X[ X] X X | X
University of Virginia’s
NROTC X[ XXX X]|X]|X]|X]|X]| X [ X[X
Navy Supply Corps School X | X X [ X X X X | X | X | X
Air War College X | X | X X X X | X X
United States Army War
College X | X | X X X | X X X
Naval War College X | X | X X | X X X | X

Naval Officer Candidate School‘ No Ethics Program

No Ethics Program

Indoctrination
Score 11 | 12 |10]| 8| 8| 9| 9|5 |10 12 | 12 | 8| 5 | 1

Aviation Pre-Flight

100% | 100% | 91% | 73% | 73% | 82% | 82% | 45% | 91% | 100% | 100% | 73% | 45% | 9%
Figure 3.  Program Elements & Institution Matrix

a. Learning Objectives

(i) Importance in Ethics Education. Learning objectives
provide a means of comparing the education presented and the resulting degree of student
understanding at the various institutions. Learning objectives serve to direct teaching and
learning. As discussed in the Literature Review, learning objectives describe the intended
purposes and expected results of teaching activities and establish the foundation for
assessment. Without them, the ethics course would have no clear path. Therefore, they
are fundamental to the review of any course of study.
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(ii.)  Research Findings. Learning objectives are utilized by all
eleven schools for their primary ethics course; however, they vary in description, scope,
and complexity. Many learning objectives, including those of the USMA and USNA,
stated the purpose was to “increase capacity for moral reasoning and critical thinking.”
These objectives were vague, generic, broad ranging, and not tailored to the mission of
the institution surveyed. Common themes found among the learning objectives (i.e. found

in several institutions) were:
e Recognize a moral or ethical dilemma
e Develop the capacity to think critically
e Apply reasoned arguments
e Identify and discuss principles
e Enhance skills
e Reflect on values

e Assess implications

While learning objectives used by these institutions serve to direct
the teaching, it was unclear how well these objectives were being met. Course grades
and student critiques can be used to determine the degree of a student’s understanding;
however, precise measurement methods are not available. This raises the question of
exactly how these institutions are accomplishing their learning objectives. This is an area
that deserves further research.

b. Case Studies

(i.) Importance in Ethics Education. In the case study method,
the educator guides the students as they explore a situation together. “The instructor
guides the special partnership in the classroom using various techniques, among them,
structured questions, feedback, role playing, breakout team activities, and written case
analysis assignments” (Goodpaster, 2002, p.120). Case studies are beneficial because

they provide realistic situations that address moral and managerial decision making.
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Cases also offer insight into the actions of present and past leaders that approximate
dilemmas the students may encounter in their future occupations.

The limitations of case studies are time, learning outcomes, and
inherent incompleteness. Goodpaster (2002) notes that “the classroom and case methods
are not replacements for reality and experience” (p.123). Cases only mirror certain
aspects of the real system; other aspects of the system can’t be tested or represented in the
case study. Every case study omits facts that the writer deemed unimportant or irrelevant
to the case, resulting in an incomplete case when compared to the actual situation. When
cases are developed from detailed real-life personal experiences, the opportunity exists
for a more complete scenario.

Goodpaster (2002) suggests evaluating cases with the Case
Analysis Template (CAT) (Figure 4). The C.A.T. Scan template guides a reader through a
case by following the five steps of describe, discern, display, decide, and defend for four
outlooks of ethical decision making: interest-based, rights-based, duty-based, and virtue-

based.
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“C.AT. Scan”

Case Analysis Template

Case Analysis Interest- Based Rights-Based Duty-Based Virtue Based
Steps (5D’s) Outlook Outlook Outlook Outlook
Describe How did the situation come about? What are the key presenting issues? Who are the key
individuals and groups affected by the situation, the stakeholders?
Identify Interests Identify Rights Identify Duties Identify Virtues

Discern What is the most significant of the presenting issues — the one that might lie underneath it all?
And who are the core stakeholders involved in the case?

Avre there conflicting | Are there rights in Does duty come into | Is character an issue

interests with respect | conflict with the picture- and are in this case- habits

to this issue? interests or with there tensions with that bring us to this
other rights? Are rights or interests? pointy or that will be
some weightier than | Can | prioritize? reinforced later?
other?

Display What are the principal realistic options available to the decision maker in this case, including
possible branching among sub-options-leading to a set of action plans?

Decide What is my considered judgment on the best option to take from those listed above?

Defend Which of the avenues predominates in my choice of options above, and can | give good
reasons for preferring the ethical priorities | have adopted in this case that are consistent with
other such cases? What would an imaginary jury of four voices decide and why? What is my
moral framework?

Figure 4.  Case Analysis Template

Reynolds (1978) provides a case study analysis approach more
applicable to this study. Although his case study review is directed at business cases
rather than ethical dilemmas, the basic principles of the instructor’s case selection and
class preparation still apply. Reynolds’ chart shows the different categories of
educational objectives for which the instructor prepares or selects a case study. The
instructor builds or selects the case study based on the student developmental level as the
progress from categories Il & 111 (developing concepts and understanding techniques) to
category VII (developing mature judgment and wisdom), as presented in Figure 5. The
other elements of the case studies are disposition, data dimension, analytical methods,
and value dimension. The case disposition varies from a simple problem to complex
unstructured. Data dimension are how the case facts are either aggregated or clustered

and the relevance of the facts to the problems of the case. The analytical methods vary
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from plotted out for the students to no solutions. The value system of the case study

varies from clear-cut to open to the student’s interpretation.

Case Characteristic and Educational Objectives

b
=
£ | Educational Analytical Value
© Objective  |Case Disposition/Data Dimensions| Methods Dimensions
Il |Develop Concepts [Exposition Of Facts Clustered To ['Worked-Out Objective Function
Problem In Business | Highlight Cause & [Example" Made Explicit
11 [Understand Problematic Effect Relationships
Techniques
IV |Acquire Skills In  [Short Realistic Facts Selected For [Method Signaled, [Value System
Use Of Techniques [Business Problem, Relevance, But Not [But Not Worked- [Clear (Usually
Structured Clustered To Attach |Out Profit-Oriented),
Meaning But Objective
V  |Acquire Skills In  |[Complex More Facts Added [No Clear Signals |Function Open For
Use Of Business  [Unstructured Slice | Mainly Within One [Regarding Choice By Student
Problems Of Life Value System, But |Methods;
VI |Acquire Skills In  [Problem With Clear | Amenable To More |Analytical
Synthesis Of Action|Emphasis On Action| Than Analytical [Techniques Open
Plans Method To Students'
VII [Develop Useful |V, Vi, Vii With Still More Facts, [Choice Including |Choice Of Value
Attitudes Emphasis On Key (Often Including  [Mixed And System Left Open
Executives Seemingly Irrelevant [Sequential To Student
Facts), Related To [Analysis
VIIIDevelop Mature  |Complex, Realistic More Than One  [No Known
Judgment & Unstructured Value System; Heavy|Satisfactory
Wisdom Problem Use Of Opinions Of {Technique
Case Characters

Source: (Reynolds, 1978)

Figure 5.

(ii.)

Case Characteristic and Educational Objectives

Research Findings. Case studies were utilized by all eleven

schools. These institutions mixed “classic” case studies (e.g., Rescuing the Boat People
and Who Lives? Who Dies?; Rubel & Lucas, 2004) and current events case studies taken
from news articles (e.g. Abu Ghraib Prison abuses; CBS News, April 27, 2004, The
Boeing Tanker Deal; Washington Post, December 21, 2003). The war colleges target
discussions by using case studies with no clear approach or case answers. Their students
are expected to learn from fellow officers through discussion and debate. The goal is to
encourage the student to abandon preconceived responses and notions. Accession

programs, including the service academies and ROTC, focus more on decision forcing
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cases. The ultimate goal is not to provide a “cookie-cutter” approach, but rather to
develop a decision making process with cases that can yield definite answers. Once the
“simpler” cases are mastered, the programs then provide and expose the students to more
complex and “greyer” cases. Here the decisions are not clear-cut and the students began
to use critical thinking in these complex scenarios. They are able to do this because they
had previously developed a case study method (using the decision forcing cases) and
have a base from which to start. However, there appears to be no formal case analysis
template (e.g. Goodpaster’s C.A.T. or Reynold’s Case Characteristics and Educational
Objectives guide) that was used by any of the researched institutions.

The U.S. Military, Naval, and Merchant Marine Academies also
utilize positive case studies. These are case studies where ethical and moral decisions
were correctly made and the action taken led to a positive outcome (Lucus, 2004).
NROTC and Norwich University also use case studies that are developed from an “in-
house” ethics incident. Examples of these include a student cheating on a final exam or
lying to his chain of command about off campus behavior.

In order for case studies to be effective, they need to be relevant to
the student (Rubel & Lucas, 2004). Students often ask “what’s this have to do with me?”
The primary audience of the institutions in this study is war-fighters. Any decision to
include case studies as part of an ethics education program must be centered on providing
cases that are directly relevant to the program’s students, their job responsibilities, and
careers. Case studies must also be complementary to the ethics course’s learning
objectives. Because most institutional learning objectives appeared in general terms
only, it was unclear that the cases studies facilitated the student in obtaining these

objectives.

C. Classical Theorists
(i) Importance in Ethics Education. The four primary schools
of classical ethics theory, deontological (duty-based), rights-based, teleological (interest-
based), and virtue-based are more completely described in the literature review. A firm
grounding in classical ethics theory is critical to the moral development of students

(Hinman, 2003). It affords them the exposure to solid principles of moral reasoning and
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aids their ethical development. The four schools of classical ethics theory form the
foundation of modern ethics. Furthermore, the study of classical theory provides students
with the tools to make ethical decisions when faced with a moral dilemma.

(ii.)  Research Findings. Classical theorist education is taught
by ten of the eleven institutions. However, because some programs used philosophy
professors (USAFA, USNA) to teach classical ethics theory while others used military
officers, whose degrees were not necessarily in the field of philosophy (NROTC, NSCS,
USCGA), the level of theory depth to which the student was exposed varied greatly. The
question has to be asked “does the course professor/instructor fully understand the
intricacies of classical ethics theory or is he just repeating the course teaching guide?”

Students at the Navy Supply Corps School are not exposed to
classical theorist philosophies. The researched institutions generally agreed that classical
philosophies are essential to provide a basis of thought and a tool for rational analysis and
decision making.

d. Rules and Regulations

(i) Importance in Ethics Education. Rules and regulations
provide the student and officer with the knowledge of exactly what is and isn’t allowed.
In order for an individual to make an informed decision, he must first know the rules.
According to Hinman (2003), rules and regulations should be taught in accession ethics
education because they are the foundation of societal behavior. Rules and regulations
provide the basis for an officer’s actions. By default, rules and regulations determine
what is considered to be a “grey area.” As the students develop a better moral
understanding they will recognize the intersections where duties, rights, and interest-
based ethics conflict. At these junctures, the students will be required to demonstrate
their moral reasoning.

(ii.)  Research Findings. Eight of eleven researched institutions
teach rules and regulations to their students. The three war colleges do not. The students
at these three institutions are primarily mid-grade to senior-grade officers who have had
repeated exposure to their services rules and regulations. However, the awareness of

rules and regulations is extremely important to junior personnel and officer accessions.
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These rules form the basis of what is and isn’t allowed or tolerated in the military and the
student will draw upon this fundamental instruction throughout his/her career.
Some institutions, such as the Navy Supply Corps School and
NROTC, pay significant attention to rules and regulations. The NSCS ethics program is
centered on General Military Education (GMT) and their learning objectives reflect this
emphasis on regulations:
Describe Navy Policies to include: Drug and Alcohol, Equal Opportunity,

Navy Rights and Responsibilities, Physical Readiness, Pregnant Service
women, and Dependent Care (Darring, 2004).

However, none of these are specifically related to a supply
officer’s core duties, but rather to the generic administrative roles of a division officer.
UVA’s NROTC unit also emphasizes rules and regulations, but only as

one of the ten learning objectives for its primary ethics course, Leadersh