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Teaching Ethics and Values: A Survey of Graduate Public Affairs and
Administration Programs in the {.8.*

Donald C. Menzel, University of South Florida

Introduction

Moral education once occupied a
central place in the intellectual life
of students and professors. As Derek
Bok reminds us in Universities and
the Future of America, professors and
college presidents committed them-
selves to strengthening the character
of their students thereby contribut-
ing to “an educated class committed
to a principled life in the service of
society” (1990, 66). By Warld War
II, moral education on America’s
carapuses had largely given way to
the competing claims of Darwinism,
Marxism, and science. The decades
following World War II witnessed
the spectacular growth and eventual
dominance of “big” science and its
stepchild, technology. The social sci-
ences, including political science,
pursued the holy grail of science
with fierce determination, if not
reckless abandon. While moral and
even civic education had largely van-
ished from the campus, even more
troubling to some was that colleges
and universities had yielded their
status and claim as an important
source of moral guidance for society
(Bak 199, 68).

America’s moral compass began to
swing even more erratically in the
aftermath of Vietnam, Watergate,
the near impeachment and removal
of a sitting President, the arms race,
the Iran-Contra affair, and Wall
Street-HUD-Capitol Hill scandals of
the 1980s. “Moral drift,” as it might
be called, has contributed to the
steady erosion of public confidence
in government, a widening chasm of
distrust between citizen and public
official, and in light of the Oklahoma
City bambing tragedy, perhaps even
fostered outright rejection of consti-
tutional authority. Complicating mat-
ters, young men and women no
longer view working for ar in gov-
ernment as an attractive career
{Thompson 1993). These conditions
and other value-laden issues (e.g.,
abortion, right to die, gay rights,
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comparable worth) have resulted in
a renewed interest in and commit-
ment to incorporating values into
the college curriculum. The “what,”
“how,” and “wha™ questions in-
volved in this undertaking are, of
course, challenging and even daunt-
ing. Nonetheless, colleges and uni-
versities have moved forward with
courses and programs aimed at in-
suring that we do not produce “a
new generation of leaders who are
ethically illiterate at best or danger-
ously adrift and maorally misguided
at worst,” as was stated bluntly in a
recent Hastings Center report (Jen-
nings, Nelson, and Parens 1994, 2).

Bok labels this effort as the “new”
ethics. As he puts it, today’s applied
ethics course “does not seek to con-
vey a set of moral truths but tries to
encourage students to think carefully
about complex moral issues” (1990,
73). Furthermore, he asserts, “the
principal aim of the course is not to
impart ‘right answers’ but to make
students more perceptive in detect-
ing ethical problems when they arise,
better acquainted with. the best
moral thought that has accumulated
through the ages, and more
equipped to reason about the ethical
issues they will face in their own
personal and professional lives”
(1990, 73).

Purpose of this Paper

This paper examines efforts made
in recent years to introduce the
“new” ethics into the curriculums of
graduate studies programs in public
affairs and administration (PA/A) in
the United States. Teaching what
some contend “can’t be taught™—
ethics and values—is energetically
underway in the 1990s. Although not
without arguable issues (see Lee
1990; Warthley and Grumet 1983),
the list of PA/A schools offering eth-
ics courses or ethics-across-the-cur-
riculum. grows longer each year. This
paper builds on a series of previous

studies conducted since 1970 that
attempt to track the teaching of eth-
ics at PA/A schools. Among other
questions, these studies have scught
answers to the following:

* “Why has ethics education hecame
important?” (Rohr 1976, Dwivedi
and Engelbert 1981)

» “What factors influence decisions
10 offer ethics courses?” (Lee and
Pugh 1987; Lee 1990)

* “What are or should be the goals
of ethics education?” {Fleishman
and Payne 1980; Hejka-Fkins
1988)

» “How does or should a program/
department incarparate ethics in-
struction into the curriculum?”
(Bowman and Menzel, 1997; Ca-
tron and Denhardt 1994)

+ “What is/should be the content of
ethics courses?” (Catron and Den-
hardt 1988)

» “How do faculty respond to ethics
pedagogy?” (Piper, Gentile, and
Parks 1993)

Other important, yet seldom stud-
ied questions include:

s “What instructional methodologies
are employed to teach ethics?”

+« “Who actually teaches ethics
courses?”

And, of course, probably the most
important, yet least investigated
question:

& “What difference does ethics edu-
cation make in the life and behav-
ior of men and women in pursuit
of public service careers?”

Research Questions

The findings reported in this pa-
per pravide additional perspective
on geveral of the questions raised
abave, but goes further by address-
ing the following questions:

e Are there any patterns in the
growth of ethics instruction pro-
vided by PAJA programs?
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FIGURE 1

Cumulative # of Programs Adopting an Ethics Course (n = 62)
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s Why have some schools moved
more quickly than others in adopt-
ing ethics courses?

+ What are the primary goals of eth-
ics education in PA/A programs?

= What are the primary conceptnal
approaches in ethics instruction?

s What are the most commanly used
instructional methods and technal-
agies employed in PA/A ethics
mnstruction?

e What are the apparent outcomes
of ethics education? Does ethics
instruction seem to make a differ-
ence?

Study Methodology

In the spring of 1993, T develeped
a survey questionnaire to solicit an-
swers ta the questions above. The
target population consisted of 229
member schools of the National As-
saciation of Schools of Public Affairs
and Administration {NASPAA), the
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Year of Course Adoption

accrediting boady for academic pro-
grams in public affairs and adminis-
tration. Among the 229 NASPAA
schools, 225 offer a professional
master’s degree in public administra-
tion, public affairs, public policy, or
some combination thereof. And, as
of July 1995, 124 member schools
had NASPAA accredited programs
of study.

Each member school has a
NASPAA Principal Representative
(PR), typically the program director
ar coordinator. This person serves as
the liaison between the program fac-
ulty and NASPAA and attends
NASPAA’s annual conference each
autumn. A questjonnaire was mailed
1o all PRs along with a postage paid
return addressed envelape. The
cover letter informed the PR of the
objectives of the research and sug-
gested that he/she complete the
questionnaire and/or solicit input
from knowledgeable faculty for thase

=

88 90 92 984 96

sections of the questionnaire that
the PR may not have sufficient infor-
mation. A follow up letter and ques-
tionnaire were mailed to non-re-
spondents in May 1995. A total of
138 schools responded, with 134 re-
turning usable questionnaires for a
response rate of 60%.!

A NASPAA data base was also
drawn upon and integrated with the
survey data base for the analysis that
follows. NASPAA compiles program
data every two years dealing with
size of program, number of gradu-
ates, number of faculty, etc. This
data base, which was collected in
1992 and published in the 1994 Di-
rectory of Programs, was used.

Teaching Ethics: Where, Why,
and Who?

Nearly 60% (n = 78) of the re-
spondents (n = 134) indicated that
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their graduate program offers an
ethics course. A smaller percent-
age—40%—said that they teach
“ethics across the curriculum.”
Teaching ethics across the curricu-
lum ¢an be done (a) formally or in-
formally and (b) either with or with-
out an ethics course. If a respondent
indicated that his/her program
taught ethics across the curriculum,
then he/she was asked to describe
the program. Most said they do not
have a formal program but, as one
person described the informal ap-
proach taken in his program said:
“each course addresses ethical issues
within the context of the materials.”
Another replied more tentatively: “I
hope we teach ethics across the cur-
riculum, but it is not emphasized as
a formal program thrust.”

Do programs that offer an identifi-
able ethics course require MPA de-
gree seeking students to take the
course? The answer is “no,” at least
for the majority of programs. Only
one of every four programs requires
a student to complete an ethics
course to receive the MPA. Still, the
development and adoption of ethics
courses has grown steadily over the
past 25 years (see Figure 1). Figure
1 also shows a sharp jump in the
number of courses adopted in 1989
and after. This was probably due to
the adoption of a new NASPAA
curriculum standard (3.21) that went
into effect that year which states:
“The common curriculum compo-
nents shall enhance the student’s
values, knowledge, and skills to act
ethically.”

Why Adopt an Ethics Course?

The growth in the adoption of
ethics courses raises several gues-
tions. For instance, why have some
schools embraced ethics instruction
by developing an ethics course while
others have not? Alse, why have
some schools moved maore quickly
than other schools in adopting ethics
courses? Are there discernable pat-
terns of adoption? [s there a diffu-
sion effect? Does size make a differ-
ence? Are arger schools more likely
than smaller schools to offer ethics
instruction? Does structure make a
difference? Are PA/A programs
housed in PA/A departments or pro-
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fessional schools more likely to em-
phasize ethics instruction than PA/A
programs housed in departments of
political science? Does accreditation
make a difference? Are schools that
have been accredited for a longer
period more likely to emphasize eth-
ics education than are non-acered-
ited schools or schools that have
heen accredited for a short period of
time?

Program Size and Ethics Instruction.
What might be concluded about
size? As measured by the number of
MPA degrees awarded, size is asso-
ciated with whether or not 2 school
offers an ethics course. Larger pro-
grams, as Table 1 shows, are more
likely ta have an ethics course in
their curriculum than smaller pro-
grams. Approximately one of every
twa smaller programs-—those award-
ing 20 or fewer MPA degrees—offer
an ethics course. In contrast, nearly
three of every four larger programs
offer an ethics course, A similar rela-
tionship does not hold, however,
when one investigates the matter of
requiving students to take an ethics
course. While 31% of the larger pro-
grams compared ta 20% of the
smaller programs require MPA stu-
dents to take an ethics course, the
difference is not statistically signifi-
cant.

Organizational Structure and Ethics
Instruction. Turning next to organi-
zational structure, what might be
concluded? Among the 134 study
programs, 106 could be clearly clas-
sified as belonging to one of three
NASPAA categories: (1) a separate
prafessional school of PAJA (n = 17)
that reports directly to central uni-
versity administration in the same or
similar manner as a law school; (2) a
separate department or center (n =
44) of PA/A in a larger unit such as
a social science division or college of
arts and sciences; or (3) a PA/A pro-
gram (n = 45) within a political sci-
ence department. Cross tabular anal-
ysis of organizational structure using
these categories with incorporation/
non-mcorporation of an ethics
course in the MPA program of study
as the dependent variable resulted in
a statistical finding of no significance
at the .05 level of probability. How-
ever, the percentages do show that
71% of the professional schools of

PA/A offer an ethics course com-
pared to 59% for PA/A depart-
ments, and 53% for political science
housed programs. As far as “requir-
ing” the completion of an ethics
course for the MPA degree, the per-
centages are quite similar for all
three categories of organizational
structure with nearly three of every
four respondents in each categories
reporting they do not require MPA
students to complete an ethics
course,

Accreditation and Ethics Instruction.
Does NASPAA accreditation moti-
vate programs to adopt an ethics
course? In brief, “no.” Whether a
PA/A program is or is not accredited
makes little difference statistically in
whether a unit offers an ethics
course or requires MPA students to
complete such a course for gradua-
tion. Among the 134 study respon-
dents, 78 were accredited and 56
were not. Majorities in each category
(63% for the accredited group and
52% of the non-accredited group)
said their program offered an ethics
course. These differences are not
statistically significant. Similar find-
ings can be reported for requiring
MPA candidates to take an ethics
course.

Also investigated was whether or
not schools that were early adopters
of an ethics course were also schools
that had been accredited earlier than
other schools. In other words, is
there any relationship between the
speediness of seeking accreditation
and the speediness of adopting an
ethics course? The answer is “no™.
There is no relationship between
when a program received accredita-
tion and when the decision was
made to adapt an ethics course.

These findings point to two con-
clusions. First, the decision to add
an ethics course to the MPA curricu-
lum appears to be highly localized.
That is, adding an ethics course is
most likely to be the result of (a)
one or more faculty members’ inter-
ests, {(b) specific program needs,
and/for {c) the culture of the particu-
lar academic environment. Second,
insofar as localized influences are
mitigated, it is probably the result of
program size with attendant curricu-
lum differentiation. A larger faculty
in conjunction with a larger student
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TABLE 1.

Size of Program and Ethics Course Offerings

MPA Degrees Awarded in

1992*
1-20 21 or more
{n = 62) n = 61)

% %

Ethics Caurse Mot Offered 50 28
Offered 50 72

yx = 6.33df = 1p = .0t

Ethics Course Not Required 80 69
Required 20 H

x = 1.74df = 1p = .18

“This division was based an the medium size of 222 MPA granting programs as
reported in the 1994 NASPAA Directary of Programs.

body are typically the ingredients for
course and curriculum differentia-
tion.

Who Teaches Ethics Courses?

The survey results show that ethics
courses are taught mostly by full-
time PAJA faculty members, al-
though a large number (47%) of
part-time instructors are mnvolved in
teaching ethics courses. And among
those respondents (n = 60) who said
they were the primary person in
their department who provides ethics
instruction, most were tenured,
white (95%), male (73%), full pro-
fessors (57%) who had practitioner
experience {70%). Moreover, they
report holding, on average, member-
ships in 2-3 professtonal associations
and are very familiar with the code
of ethics published by the American
Society for Public Administration.
Fifty-five of the 60 ethics instructors
scored their familiarity with ASPA’s
code as either a 4 or 5 on a five
point scale, with 5 representing “very
familtar.”

Goals of Ethics Eduacation

Table 2 identifies more than a
dozen goals of ethics education. It
also shows the importance that the
study respondents attach to each
goal using a seven point scale, with 1
representing “little importance” and
7 representing “extreme impor-
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tance.” The most important goals
are ethical awareness, attitudes,
knowledge, and behavior, although
respondents who say they are the
primary person who teaches ethics in
their program place ethical knowl-
edge lower on the list. Instead, they
indicate that building analytical skills
in ethical deciston-making is among
the top four goals of ethics educa-
tion. Ranked lowest but certainly not
regarded as “unimportant” are such
goals as defining the public interest,
acquiring knowledge of ethical
codes, and becoming famitiar with
Western traditions in moral philoso-
phy and palitical thought. Cultivating
moral character also received lower
scores. This rank order is consistent
with that reported by Hejka-Ekins
(1988) nearly a decade ago. Perhaps
most importantly it should be noted
that none of the goals listed in Table
2 received scores below the mid-
scale value of four. In other words,
while there are differences in “im-
portance” attached to ethics educa-
tional goals, the variation is not
large.

Conceptual Approaches

What are the predominant con-
ceptual approaches taken to PA/A
ethics education? The responses re-
ported in Table 3 indicate that
“moral reasoning” receives the
greatest emphasis, followed closely
by “democratic thought” and “citi-
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zenship.” Approaches emphasizing
“caovenants” and “principles,” “virtue
and character development,” “consti-
tutional regime vajues,” and “profes-
sional codes of conduct” are in the
middle emphasis range. These find-
ings suggest that NASPAA schools
and ethics instructors are in less
agreement about the conceptual ap-
proaches taken ta ethics education
than they are about the goals of eth-
ics education.

Even more divergence is reflected
by the survey respondents assess-
ments of the instructional methods
and techniques used in ethics in-
struction. This is evidenced in Table
4. Small group discussion, case stud-
ies, decision making scenarios, and
research papers are the most fre-
quently mentioned instructional
methods used in ethics education.?
At the oppasite end are PC multi-
media material, field studies, biogra-
phies, and fiction. The middie range
includes lectures, role playing, self-
assessments, videos, guest speakers,
and simulations. The average scores
varied from a high of 6.00 for small
group discussion to a low of 1.91 for
PC multimedia materials, suggesting
considerable diversity. The rare use
of PC multimedia probably reflects
the newness of this technology
rather than its value as a pedagogi-
cal tool. Indeed, PC multimedia ma-
terial as well as World Wide Web-
based instructional technologies may
well be rapidly incorporated into
ethics courses aver the next five
years. Some professional associa-
tions, the International City/County
Management Association, for exam-
ple, have developed CD-ROM ethics
materials that are currently in use in
some graduate courses.

Consequences of
Ethics Instruction

Respondents were asked about
how ethics instruction in their pro-
grams affects students. The re-
sponses are suggestive and may be
summarized as foliows. Seven out of
ten said that students find the sub-
ject matter valuable. Nearly all felt
students are rot threatened by ethics
instruction. Two-thirds believe stu-
dents become more ethically sensi-
tive, although not necessarily more
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TABLE 2.

Importance of Goals of Ethics Education

Rank Ordered by Average Scores

All Ethics
Respondents Instructars
n = 129) {n = 58)
*Foster ethical conduct in the public 6.45 {1) 6.47 {2)
service
*Develop an awareness of ethical issues 6.40 (2) 6.48 (1)
and problems within the field
*Cultivate an attitude of moral obligation 6.12(3) 6.15 (4)
and personal responsibility in pursuing a
career in the public service
*Gain knowledge of ethical standards of 5.95 (4) 571(9)
public administration
“Build analytical skills in ethical decision 5.84 {5) 6.16 (3}
making
Enable one to resclve ethical dilemmas 5.82 (6) 5.83(7)
Maintain the integrity of the profession 5.67 (7) 5.73(8)
“Recognize the discretionary power aof the 5.60 (8) 5.85(6)
administrator's role
“Stimulate the moral imagination 5.50 (%) 5.9 (5)
Reduce racial, gender, or ethnic prejudice 5.02 (10} 4.97 (11)
Prevent or minimize illegal behavior 4.98 (11) 4.81(13)
Better define the public interest 4.97 {12) 5.07 (10}
*Cultivate moral character 49113 4.95 (12}
Minimize organizational carruption 4.87 (14 4.75(14)
Acquire knowledge of ethical codes 4.56 {15) 4.29 (15.5)
*Become familiar with Western traditions in 418 (18) 4.29{15.5)

moral philosaphy and political thought

Cell values represent average scores on scale of 1-7, with 1 = little importance
and 7 = extreme importance. Numbers in parentheses represent rank arder

fram high {1) to low (18). “These goals/item

ethical in their behavior. Indeed, by
the same two-thirds margin, respon-
dents said that they do not believe
students become more ethical per-
sons. A majority of respondents,
however, believe students who re-
ceive ethics instruction use that
knowledge to resolve ethical dilem-
mas.? Even larger majorities (88%
and more) believe students do not
become “self-righteous™ or “develop
an attitude of being more ethical
than others.”

These findings, although soft in
gauging actual outcomes of ethics
education, are encouraging. While
ethics instructors do not believe
they turn students into moral ex-
emplars or virtuous persons, they
firmly believe their effarts have a
positive impact that, in turn, bene-
fits the public.
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s are fram April Hejka-Ekins (1988).

Moving Forward, Standing
Still, or Sliding Backwards?

In their overview of ethics educa-
tion in the 1990s, Catron and Den-
hardt (1994, 60} call for “further
progress in developing a shared un-
derstanding of the goals of ethics
education, greater training opportu-
nities for faculty interested in teach-
ing ethics, and greater coverage and
better coordination of ethics in the
curriculum.” The survey results pre-
sented in this paper point to some
success in achieving a shared under-
standing of the goals of ethics edu-
cation, although it would be wide of
the mark to conclude that there is a
consensus.

These data also suggest recent
progress in providing greater cover-
age and better coordination of ethics

in graduate programs of study. Ca-
tron and Denhardt’s (1994, 57) ab-
servation that “overall, coverage of
ethics in public administration pro-
grams Is increasing” is supported by
the 1995 data. More ethics courses
are taught in the mid-1990s than
ever before and a small but growing
number of schools are offering or
developing formal “ethics-across-the-
curricutum” programs.*

Progress in ethics education, espe-
cially for public service professionais,
is noteworthy and welcomed. Still,
much remains to be done, particu-
larly in providing support for faculty
training and development. Support
for faculty ethics training can and
should be provided by universities
and various professional associations.
The American Society for Public
Administration {ASPA) sponsors
ethics workshaps and conferences
from time-to-time. Moreover, ASPA
typically convenes several ethics pan-
els at its annual conference (Cooper
1994, 23-24). In 1989, ASPA also
sponsored national thematic confer-
ence entitled “Ethics in Govern-
meat: The Intricate Web.” This
event resulted in the publication of a
major ethics text by Carol Lewis
(1991). Additionally, ASPA has pub-
lished source baoks by Mertins
(1979} and Richter, Burke, and Doig
(1990). There has also been some
movement within ASPA ta create an
ethics section which, presumably,
would benefit faculty who wish to
develop expertise and knowledge in
ethics pedagogy.

At the university level, two na-
tional conferences have been held in
the 1990s to bring together faculty
interested in ethics scholarship and
teaching. The first conference was
held in 1991 in Park City, Utah,
while the secand conference was
held in 1995 in Tampa, Florida.
Each conference was well attended,
suggesting the need for such special-
ized events. Whether these efforts
will become institutionalized or
merely occasional happenings is dif-
ficult to predict.

Direct support for faculty ethics
training and development by univer-
sities is limited and spotty, according
to the 1995 survey data. When re-
spondents were asked, “Does your
department/program support training
and faculty development efforts ta
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TABLE 3

Emphasis Placed on Conceptual Approaches to Ethics Education

Rank Ordered by Average Scores

All Respondents Ethics Instructors

{n = 93) (n = 56)
Moral reasoning 5.66 (1) 5.82 (1)
Democratic thought 5202 5.19 (2}
Citizenship 5.16 (3) 5.05 (3}
Professional cades of canduct 4.67 (4) 4.53 (6)
Virtue and character development 4.65 (5) 4.79 (4)
Regime values via constitutionalism 4.59 () 4.72 (5)
Utilitarianism 4.26 (7} 4.34 (7}
Principles such as the Golden Rule 3.98 (8) 4.16 (8)
Covenants 3.65(9) 3.69 (9)

Cell values represent average scores on a scale of 1-7, with 1 = nat empha-
sized and 7 = emphasized very heavily. Numbers in parentheses represent rank

order from high (1} to low {9).

itmprove ethics education?” a major-
ity (55%) said “no.” Among the 60
respondents who said “yes,” most
(87%) said their schools provided
funds to attend ethics workshops or
seminars; 68% said their schools
provided verbal encouragement.
These “bright” spots, however, are
dulled some by the fact that only 10
respondents {less than 20%) said
their schools provided instructional
release time for faculty development.

Finally, the demographic data re-
ported earlier deseribing who
teaches ethics courses raises racial-
gender-ethnic diversity questions.
The survey found that fewer than
one of every four ethics instructors is
female and almost none are non-
white. In this “age of diversity,” it
seems that an effort is needed to
foster a more diverse instructors
corps. This effort may not be easy,
however, since it appears that most
(90%) of those who teach ethics
courses are drawn to it by their per-
sonal interests. Other motives, ac-
cording ta the 1995 survey, included
one’s research interest (55%),
NASPAA requirements (23%), and
the request of the chair to teach an
ethics course.,

“The field of ethics education for
public service,” Catron and Den-
hardt (1994, 60) contend, “is health-
ier and more vibrant today than it
has been in decades.” Yet, the find-
ings reported in this paper point
strongly toward the view that there
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is much left to do. Ethics education,
like administrative ethics as a field
of study in general, remains an
emergent enterprise (Cooper 1994).
Perhaps the time is at hand to push
the fast forward button lest the
“new” ethics that Bok described lan-
guish and even disappear from
America’s campuses as did moral
education. The stakes are too high

TABLE 4
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to allow ethics education, whether
directed at PA/A programs or future
members of the political science
academy, to fall into disrepair. The
ethical challenges facing America in
the next century, both in and outside
of the academy, are likely to grow in
number and compiexity. America’s
institutions of higher learning can
and must respond to these chal-
lenges.

Notes

*The author thanks the following persans
for their assistance and guidance in conduct-
ing this research. Professors Guy Adams at
the University of Missouri, April Hejka-Ekins
at California State University-Stanislus, Dal-
ton S. Lee at San Diego State University, and
Vera Vogelsang-Coombs at Cleveland State
University were kind engugh to review early
drafts of the questionnaire. Their criticisms
aided immensely in the preparation of the
final instrument. Mr. Travis Dorsey, an MPA
candidate and a graduate research assistant in
the Department of Government and {nterna-
tional Affairs at the University of South Flor-
ida provided valuable research suppaort. The
author is also pleased to acknowledge the fi-
nancial support of the Research and Creative
Scholarship Grant Program of the University
of South Florida. Thanks are also due to the
NASPAA representatives who gave gener-
ausly of their time to respond to the question-

Instructional Methods and Technologies Used in PA/A Ethics

Instruction

Rank Ordered by Average Scores

All Respondents

Ethics Instructors

n =20 (n = 55)
Small group discussion 6.00 (1) 598 (1)
Case studies 5.78 (2} 5.93 &)
Decision making scenarios 5.26 (3) 4.98 (4)
Research papers 5.17 (4) 5.22(3)
Lectures 4.77 (5) 4.67 (5)
Rale playing 3.86 (6) 3.51(7)
Self assessments 37007 3.56 {8)
Videas/movies 3.45(8) 3.30(8)
Guest speakers 3.41(9) 276 {11)
Simulations 337010 2.92 {10}
Fiction/movies 3.09 (11) 3.08 (9)
Biographies 2.92(12) 27312
Field studies 2.75{(13) 2.53(13)
PC multimedia material 1.91 (14) 1.73{(14)

Cell values represent average scores on a scale of 1-7, with 1 = “rarely used”
and 7 = "extensively used" in the respondent’s program of ethics instruction.
Numbers in parentheses represent rank order fram high (1) to low (14),
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naire. The author assumes sole responsibility
for all errars of omission or commission.

1. Previous surveys report smaller sample
sizes. Worthley and Grumet (1983) surveyed
71 NASPAA schools, with 31 responding. He-
Jka-Ekins (1988) reports findings based on a
survey of 51 ethics instructors, although she
surveyed all 210 NASPAA schoals. Catron
and Denhardt (1994) examined 39 self-study
reports submitted to NASPAA for the years
1989-91.

2. For an assessment of various instruc-
tional methods, see Donald C. Menzel, “To
Act Ethically .. ™ at http://www.cas.usf/
~menzel/menzelfrichweb. html

3. See Menzel (1997) for additional evi-
denee that ethics education makes a differ-
ence.

4. Examples of “ethics-across-the-curricu-
lum” programs are provided in Bowman and
Menzel (1997).
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