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Abstract 

In the modern complex operational Defence setting, ethics education, that 
encompasses all levels of the organisation from enlistment through to senior leadership, 
has become critically important. While much of the current military ethics education 
literature is framed within the context of ‘Professional Military Education’ and leadership 
development for officers, a review of the literature revealed that there are considerable 
gaps in terms of military ethics education research of soldiers and Junior Non- 
Commissioned Officers. Therefore, the purpose of this qualitative study was to construct 
a grounded theory to explain the process of military ethics education of soldiers in the 
Australian Army Recruit context. 

To achieve this, a constructivist grounded theory approach was used, with a 
particular focus on how the military ethics education curriculum reflects the policy 
position of the Australian Army and its relationship to the field of professional ethics 
education. Informants featured the voices of the military organisation through doctrine, 
as well as 16 semi-structured interviews with Australian and international military and 
non-military ethics education experts. The grounded theory analysis involved the 
examination of policies and practices articulated through doctrine, curriculum and other 
teaching and learning artefacts. Theoretical sensitivity led to the theoretical sampling of 
interviewees, which further explored emerging concepts and contributed to the 
development of the grounded theory. The grounded theory of how a shared 
understanding of values contributes to the development of ethical practice of Australian 
Army Recruits emerged from the analysis. The core category of understanding values was 
co-constructed with the informants to explain how the phases of the basic social process 
interrelate, as the inculcation of Army values was a significant focus of the Army’s 
doctrine and curriculum. Three phases were constructed to conceptualise the basic social 
process of ethics education for Army Recruits: these being driving training, engaging 
learners, and shaping behaviour. 

The study revealed how policy drives training, and how training impacts upon the 
development of soldiers’ ethical behaviour. This substantive grounded theory has 
implications for policy, training managers and training developers, as key findings 
demonstrated that meaningful reforms to policy, curriculum and pedagogical practices 
are required to support learning that is relevant to soldiers’ careers in the 21st century. A 
recommendation arising from this study is that a values-based Army Code of Ethics be 
introduced as a vehicle for the reform of policy and future development of curriculum. 

The study provided a perspective that is uniquely focused on the ethics education 
of Australian soldiers, and significantly contributes to the literature specific to soldier 
military ethics education in Australia. The study contributes to the scholarship of military 
ethics education from a sociological perspective by developing new knowledge which 
has resonance across the Australian Defence Force and internationally, as well as being 
transferable to other professional ethics education contexts. 
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Chapter 1 

Introduction: Preparing the Ethical Soldier 

Headlines in Australian newspapers may have shocked the public, but also 

underscore the fact that ethical behaviour is crucial in the modern military operating 

environment faced by the Australian Defence Force (ADF): 

Diggers1 facing police inquiry over ‘war crimes’ (Maley, 2019); 
Soldier stood down over alleged shooting of unarmed Afghan man 
(Eddie, 2020); 
Fresh war crimes allegations ‘deeply disturbing’: Defence Minister 
(Galloway, 2020); 
More than 50 incidents investigated as part of war crimes inquiry 
(McKenzie et al., 2020). 

While the headlines emphasise the public’s concern, the findings of the Brereton Report2 

highlight a number of ethical issues relevant to this study (Australian Defence Force, 

2020b). In addition to the findings that relate to the 57 separate incidents that the inquiry 

investigated, a number of systemic issues were raised by the Report which highlighted 

“strategic, operational, organisational and cultural issues which may have contributed to 

the creation of an environment in which this conduct could take place” (Australian 

Defence Force, 2020b, p. 28). 

 

Significantly, it was found that “criminal behaviour” was committed by a number 

of Australian Soldiers, and that this was “commenced, committed, continued and 

concealed at the patrol commander level, that is, at corporal or sergeant level” (Australian 

Defence Force, 2020b, p. 30). Given the timeframe of the investigation and the relatively 

junior ranks of the alleged perpetrators, it is not unreasonable to assume that some of 

these personnel were first introduced to military ethics3 issues via the Army Recruit 

Course (ARC), and, while this is not the only exposure to military ethics provided to 

deployed troops, it represents the first opportunity to embed ethics into the professional 

induction and developmental process. However, there is little research in Australia about 

 
1 The word ‘Digger’ is an Australian colloquial term referring to a soldier or more broadly to a member of 
the Australian Army or the ADF. 
2 Major General the Honourable Paul Brereton AM RFD is a judge of the Supreme Court of New South 
Wales as well as being a senior Army Reserve Officer. He was appointed as an Assistant Inspector-General 
of the ADF (IGADF) and led the IGADF Afghanistan Inquiry into incidents alleged to have occurred 
between 2005 and 2016. His report, the Inspector-General of the Australian Defence Force Afghanistan 
Inquiry Report (ADF, 2020b), is widely referred to as the ‘Brereton Report’. 
3 For the purposes of this thesis, ‘military ethics’ is defined as the “ethical standards or behaviour considered 
right, appropriate, and desirable in the military setting”, as defined by ten Have & Neves (2021, p. 723). 
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how this training is being conducted, its underpinning theories, and how this relates to 

current practices in the field. 

 

This research explores ethics education of Australian soldiers in the context of the 

Army Recruit Training Centre (ARTC). In this study, a qualitative framework was used 

to analyse the relevant military policy (doctrine) and curriculum, explore the associated 

pedagogical strategies used and examine these in the broader context of current practice. 

Although some education literature addresses the issues involved in teaching and learning 

of ethics, in general the military context is one that has not been as fully addressed. For 

this reason, it was important to ground the research in the broader context of both the 

Australian and military education system. In this first chapter, some of the key issues that 

contextualise this research are discussed. 

1.1  Context 
Central to the field of military ethics is ‘Just War’ theory with its focus on the two 

principles of jus ad bellum (the morality of going to war) and jus in bello (the morality of 

how a war is waged) (Guthrie & Quinlan, 2007; Solis, 2010). While it is generally held 

that individual soldiers are concerned primarily with jus in bello, military ethicists have 

emphasised the importance of ‘Just War’ theory as the philosophical underpinning of 

military ethics education (Baker, 2021; Lucas, 2020; Whetham, 2010, 2015). ‘Just War’ 

theory, in particular jus in bello, is relevant to military personnel and is taught in relation 

to the Laws of Armed Conflict (LOAC) (Solis, 2010). 

 

Though soldiers are not responsible for their government directing them to war, 

they are accountable for their actions at war; furthermore, the illegal and unjust conduct 

of personnel in the pursuit of military goals can destroy the legitimacy of their just cause 

(Lucas, 2020). Therefore, ‘Just War’ Theory establishes a shared framework for military 

ethics education (Longstaff, 2020; Whetham, 2010) and basis for teaching decision-

making in both operational and non-operational contexts (Lucas, 2020). However, 

military ethics goes beyond the context of war or war-like activities and encompasses the 

ethical behaviour of military personnel practised in all military workplaces/environments. 

Central to teaching ‘Just War’ theory is that soldiers understand what is right, that this 

understanding is key to ethical decision-making and that obeying orders cannot justify 

doing what is wrong (Longstaff, 2020; Solis, 2010; Verweij, 2007). 
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1.1.1 The Strategic Corporal and the Necessity of Ethics Education 

In 1999, then General Charles Krulak of the United States Marine Corps redefined 

how many think about contemporary warfare when he wrote about the importance of “the 

strategic corporal in the three block war” (Krulak, 1999, p. 3). The phrase ‘the three-block 

war’ was used to describe the battlespace faced by soldiers on contemporary operations. 

Many of these operations were being conducted in collaboration with nation states, that 

themselves are subject to internal insurgency and civil war, which made it extremely 

difficult to distinguish between combatant and non-combatant (Krulak, 1999). Typically, 

these operational theatres included ‘mid-intensity’ conflicts and involved multi-national 

forces undertaking peace-making or peace-keeping activities in close proximity and 

simultaneously with humanitarian aid and infrastructure rebuilding activities – hence the 

image that a military deployment may involve quite different activities within a radius of 

three city blocks (Krulak, 1999). Carrick (2008, p. 191) describes “the soldier of the 

future” similarly, noting that they are “likely to be not only on occasion soldier, 

policeman, ‘hearts and minds’ ambassador or general diplomat, but sometimes all of them 

alternately on a single occasion, in quick and confusing succession”. Contemporary 

Australian examples include military and peace keeping operations involving ADF 

personnel in Iraq (1991-2003), Cambodia (1991-1993), Somalia (1992-1994), Rwanda 

(1994-1995), Mozambique (1994-2000), Bougainville (1994, 1997-2003), Solomon 

Islands (2000-2013), Timor Leste (1999-2013) and Afghanistan (2000-2020) 

(Department of Defence, 2019b). 

 

The concept of the ‘strategic corporal’ acknowledges that soldiers and Junior 

Non-Commissioned Officers (JNCOs) are working in increasingly complex operational 

environments, often in small relatively autonomous groups where the junior members of 

military organisations (i.e. soldiers and JNCOs) are required to make tactical decisions 

that potentially have operational and strategic implications (Culp, 2012; Krulak, 1999; 

Reid, 2009). Additionally, decision-making within this context is multifaceted and 

increasingly ethically complex (Johnson, 2011). In an operational sense as well as in a 

domestic one, soldiers are increasingly being made responsible and accountable for their 

individual actions and decisions (Lovell, 2017a). This is also taking place within an 

environment of increased community and media scrutiny4 (Longstaff, 2020). 

 
4For example, the 2019-2020 Defence Annual Report (2020a, p. 91) reported that there had been 699 
defence-related parliamentary questions on notice. 



Chapter 1: Introduction 
 
 
 

 
4 
 

Krulak (1999) emphasised the importance of soldier professional development in 

terms of capability building and as a force multiplier. Since 1999, the ‘strategic corporal’ 

concept has been adopted widely (Johnson, 2011; Lovell, 2017a; Reid, 2009; Stringer, 

2009) and the concept of the ‘strategic private’ has been incorporated into Australian 

Army doctrine, including the Land Warfare Doctrine (LWD) 1 The Fundamentals of Land 

Warfare (Australian Army, 2008). At the heart of the strategic corporal concept, and 

indeed this research project, is the notion that the education given to the most junior 

members of the military (including recruits, soldiers and corporals) must reflect their 

contemporary role in terms of its depth, breath and sophistication (Stringer, 2009). The 

concepts Krulak outlined have since become fundamental to soldier education across 

most Western countries, including Australia, as demonstrated in the speech delivered by 

a former Chief of Army featured in LWD 0-0-2 Character: 

We have left behind the era of the ‘Strategic Corporal’ and entered 
the age of the ‘Strategic Private’…In the complex environment 
constituted by the conflicts of globalisation, the judgement of an 
individual digger can have enormous strategic effects ( Australian 
Army, 2005, p. 1 Chapter 4). 

To date, much of the Australian military ethics literature centres on education as a facet 

of officer leadership (Cullens, 2008; Jans & Cullens, 2010). As such, there is little 

discussion about the role of ethics education as part of soldier education and professional 

development despite the recent military focus on the expanded role of soldiers and JNCO 

the findings of the Brereton Report (Australian Defence Force, 2020b) point to significant 

ethical failures at this level within the Australian Army, making an examination into 

soldier ethics education both timely and important. 

1.2  The Setting of Army Soldier Education 
At the time of the most recent Defence Census, the ADF totalled approximately 

58,500 personnel, including approximately 30,000 Army personnel5 (Department of 

Defence, 2020b, p. 61). Of this number, approximately 2,500 Army personnel undertook 

the ARC at ARTC, who included both men and women between the ages of 18 and 48 

years (Department of Defence, 2020a, p. 119). In terms of diversity, the Army represents 

a diverse cross-section of the wider Australian population, and the apparent trend is for it 

to become more diverse as successive Defence Census reports have shown (Department 

of Defence, 2020b). For example, the 2011 Defence Census reported that 10% of Army 

 
5 This number represents 51% of the ADF with the remaining 49% being comprised of Navy and Air Force 
personnel.  
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personnel were female, while the 2019 Census reported that the proportion of women had 

risen to 14% and that Intersex/Transgender personnel now make up approximately 1% of 

personnel (Department of Defence, 2012b, p. 44; 2020b, p. 61). In 2011, 1.7% of Army 

personnel identified as Aboriginal and/or Torres Strait Islander compared to 4% in 2019 

(Department of Defence, 2012b, p. 44; 2020b, pp. 61-62). Personnel who reported no 

religious affiliation rose from 37% in 2011 to 57% in 2019 (Department of Defence, 

2012b, p. 44; 2020b, pp. 61-62). A demographic overview of ADF and Army personnel 

as reported in the 2019 Defence Census is at Table 1.1. 

 
Table 1.1 
2019 Defence Census Demographic Overview 
 
2019 Demographic Overview ADF Army 
Permanent Personnel 58,476 29,968  
Male (%) 80 84 
Female (%) 18 14 
Gender X (Intersex/Transgender) (%) 1 1 
Total Enlisted Ranks (%) 74 78 
Other Ranks/Junior Non-Commissioned Officers (%) 56 61 
Senior Non-commissioned Officers/Warrant Officers (%) 18 17 
Total Commissioned Ranks (%) 26 22 
Junior Officers (%) 22 19 
Senior Officers (%) 4 3 
Median Length of Service (years) 8 7 
Age Under 20 years (%) 5 6 
Age 20-29 years (%) 41 46 
Age 30-39 years (%) 28 26 
Age 40-49 years (%) 17 15 
Age 50+ years (%) 9 7 
Median Age (years) 31 29 
Aboriginal and/or Torres Strait Islander (%) 4 4 
Born in Australia (%) 87 87 
Born Overseas (%) 13 13 
First Language exclusively English (%) 91 91 
First language other than/or additional to English (%) 9 8 
Heterosexual (%) 90 91 
LGBTIQA+ (%) 6 5 
Partnered/Married (%) 66  65 
Not Partnered/Single (%) 33 34 
No Religious Affiliation (%) 56 57 
Religious Affiliation (%) 42 42 
Note. Department of Defence, 2020b, pp. 61-62. 

 

The ARC is followed by Initial Employment Training which delivers the 

role/trade-specific qualifications required before soldiers are employed in their first 

professional role. The course examined in this study was an intensive 80-day residential 
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course that covered a wide curriculum including personal fitness, field craft, military 

customs, infantry minor tactics, weapons handling and drill. While these different aspects 

of the course were taught separately, there were opportunities for skills and knowledge to 

be practised and assessed in an integrated manner via field exercises and other challenging 

activities. However, this research concentrated on the formal aspects of military ethics, 

which were referred to in the Army Recruit Course Training Management Package 

(ARCTMP) as Character Development (CD) (Australian Army, 2014). 

1.2.1 The Australian Vocational Education and Training Context 
Most soldier education, including the ARC, functions within the Defence Training 

Model and operates within the Australian Vocational Education and Training (VET) 

system. This is a competency-based system that evolved from the Australian 

Government’s reforms of the early 1990s. These reforms, concerning work-oriented 

leaning, were originally formalised into a national VET system under the Australian 

National Training Authority (ANTA) (O’Keefe & Dollery, 2006). The ANTA Agreement 

(1992) was further developed through the Australian Qualifications Framework (AQF) 

(1995), with the introduction of training packages (1997) and the formalisation of the 

Australian Quality Training Framework (AQTF) (2002) (Australian Qualifications 

Framework Council, 2013; O’Keefe & Dollery, 2006).(AQFC) 

 

These government policies and initiatives have focused on “fostering a workforce 

that is appropriately skilled to engage successfully in global competition” (O’Keefe & 

Dollery, 2006, p. 12) while at the same time recognising the value of vocationally oriented 

learning known as the AQF (Australian Qualifications Framework Council, 2013). The 

AQF’s strategy for delivery of education across the VET sector is aimed at the 

organisation of a nationally consistent VET system, which endorses both the delivering 

institutions (Registered Training Organisation) and the qualifications they deliver 

(Australian Qualifications Framework Council, 2013). Since its updating and national 

endorsement in 2011, the AQF has become the Australian standard for education across 

the sector, including schools, vocational education and higher education (Australian 

Qualifications Framework Council, 2013). 

 

Portability of qualifications is achieved in two ways: through flexibility of 

learning pathways (such as Recognition of Prior Learning and other strategies) and 



Chapter 1: Introduction 
 
 
 

 
7 
 

through the endorsement of minimum professional standards for those involved in 

education. Central to this is the recognition and valuing of learning where and when it 

occurs, including in universities, community colleges, technical training institutions, 

government and non-government enterprises, and in workplaces (Tennant & Morris, 

2008). As one of Australia’s largest VET providers, most courses delivered by the ADF 

conform to national standards; as such, the ARC is delivered within this framework, 

through the Defence Training Package that was updated and endorsed in 2012 (Industry 

Skills Council, 2013) 

1.2.2 Ethics Education in the Australian Defence Force 
Ethics education is taught quite differently across the ranks within the ADF. Ethics 

education for junior officers is integrated with the leadership curriculum at the Australian 

Defence Force Academy. The concepts and content taught may be practical ethics, but 

they are taught from a leadership perspective (Cullens, 2008). Up until 2002, there was 

little in the way of holistic ethics programs being delivered across the ADF and there was 

no common curriculum (Cullens, 2008). The curriculum that did exist was developed on 

an ad hoc basis with acknowledged critical gaps in the programs (Cullens, 2008). 

 

The Centre for Defence Leadership Studies, later renamed the Centre for Defence 

Leadership and Ethics, was established within the Australian Defence College with the 

purpose of developing and promoting an integrated ethics curriculum for officer cadets, 

middle-ranking officers and senior officers (Cullens, 2008). These programs commenced 

with the Australian Defence Force Academy undergraduate program, which included 

approximately “18 hours of instruction on character and ethical decision-making in a 

military environment” (Cullens, 2008, p. 83). The Australian Command and Staff Course, 

a twelve-month leadership course for officers at the equivalent rank of Major and 

Lieutenant Colonel, included a two-day ethics workshop, delivered in partnership with 

the not-for-profit organisation St James Ethics Centre (now known as The Ethics Centre), 

as part of its “command and leadership module” (Cullens, 2008, p. 85). The curriculum 

continuum (referred to as the All Corps Officer Training Continuum (ACOTC)) 

concluded with the Defence and Strategic Studies Course, a twelve-month accredited 

program for officers of Colonel and equivalent rank; it included “specific units of study 

[that] address the ethical and legal aspects of military service” (Cullens, 2008, p. 86). The 

Centre for Defence and Strategic Studies Course also includes a one-day workshop, 
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externally facilitated, which focuses on the philosophical dimensions of strategic level 

decision making (Cullens, 2008). 

1.2.2.1 Character Development in the Army Recruit Context 
At ARTC, formal ethics education was delivered under the heading of ‘Character 

Development’ over two days of the 80-day program; one day in the third week and one 

day in the seventh week of training (Australian Army, 2014). The content covered 

includes, “what makes a good soldier; an analysis of social pressures and internal value 

systems; and how soldiers determine reactions to a situation; Defence values; ethical 

decisions; and the Geneva Conventions” (Cullens, 2008, p. 87). The program comprised 

formal sessions where Platoon groups of up to 60 recruits covered learning outcomes 

focused on identifying moral courage in decision-making, the influence of personal 

beliefs and religious faith on character and values, and on the importance of the 

development of a personal values framework (Australian Army, 2014; Cullens, 2008). 

 

In the context of the ARC, members of the Army Chaplaincy Corps (referred to 

as chaplains) delivered the CD modules. Army chaplains are ordained ministers of 

religion who are also commissioned officers in the Australian Army (Australian Army, 

2004). The chaplains posted to the ARTC represent Catholic, Anglican, and other 

Protestant denominations. The role of the chaplains at ARTC is, however, not limited to 

instructing on the ARC, as they are also responsible for delivery of religious services and 

various aspects of pastoral care of recruits, ARTC staff and their families (Australian 

Army, 2004). 

 

While the chaplains delivered the formal aspects of CD, the informal aspects of 

ethics education occurred throughout the ARC as the recruits were introduced and 

exposed to life in the military. This enculturation into the ‘military ethos’ was difficult to 

capture in the ARC curriculum documentation, but is fore-grounded through the focus on 

weekly themes that include the Army Values (Australian Army, 2014, pp. 550-561). This 

study examines both the formal aspects of the ethics curriculum (e.g., the CD program as 

delivered by the chaplains) and the informal aspects of ethics education that the recruits 

are exposed to in other areas of the ARC. 
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1.2.3 Role of Doctrine as Policy 
The role of doctrine in the military is, first and foremost, an outline of the 

organisation’s policy, but goes beyond this in terms of providing “guidance for the 

conduct of military activities” (Australian Defence Force, 2012, pp. 3, Chapter 3). 

Doctrine authoritatively directs activities and presents the information that all personnel 

are expected to know, understand and apply (Høiback, 2011). The role of doctrine in 

education is also used to empower military personnel and promote accountability and 

responsibility (Mundell, 2010). 

1.2.3.1 Role of Doctrine in Military Education 
In terms of analysing doctrine as a form of education policy, doctrine supports 

military cultural knowledge, while individual documents have specific audiences, 

ideological frameworks and histories that determine how they are read and interpreted 

(Scott, 2000). Doctrine also refers to other types of policy and other texts in a variety of 

different ways, which further complicates how it is used to construct curriculum (Scott, 

2000). In order to examine the theoretical and policy context of the practice of military 

ethics education, it was also necessary to understand how theory and policy are embedded 

in military doctrine. Doctrine is the collective term used to describe the guiding policies 

of the ADF, both at the strategic and tactical levels, and can be defined as, “the body of 

ideas which guides an army’s activities in pursuit of its objectives: tactical doctrine guides 

a force in pursuit of victory in battle, strategic doctrine the pursuit of victory in war” 

(Grey, 2008, p. 246). 

 

There is a complex hierarchy of doctrine across the ADF (Australian Defence 

Force, 2012). This hierarchy includes Acts of Parliament such as the Defence Act of 1903 

and the Defence Force Discipline Act of 1982 (Department of Defence, 1903, 1982). As 

well, there is a range of Defence level documents such as Australian Defence Force 

Publications (ADFP), Australian Defence Doctrine Publications (ADDP) and Defence 

Instructions (DI) that relate to the whole of the ADF. These are followed by Army specific 

documents such as Land Warfare Doctrine (LWD), Army Training Instructions (ATI), 

Land Warfare Pamphlets (LWP) and Chief of Army (CA) Directives. Also included are 

formation and unit-specific documents including Standing Orders (SO) and Standing 

Operating Procedures (SOP). LWD 1 The Fundamentals of Land Warfare (Australian 

Army, 2008, p. 64) describes Army doctrine as “the repository of the Army’s institutional 
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knowledge”, stating that “doctrine is the principal means by which the Chief of Army 

guides the Army”. The hierarchy of doctrine is represented in Figure 1.1. 

 
Figure 1.1 
Hierarchy of ADF Doctrine 
 

 

 
Note. ADF doctrine conforms to a strict hierarchy in which Army policy is 
nested within higher level policy and directives. Adapted from ADDP-D 
Foundations of Australian military doctrine (Australian Defence Force, 2012, 
pp. 4-6, Chapter 3). 
 
Embedded in all levels of ADF doctrine are the theoretical underpinnings that 

guide military policy, education, and practice. ADF doctrine informs and drives education 

as well as providing the subject matter and lesson content of education. It is also necessary 

to understand that these policy documents interact at the operational level at the ARTC 

in terms of determining the structure and management of the unit itself and the conduct 

delivered. This presents an obvious challenge to policy makers and curriculum developers 

where higher level of doctrine informs subordinate doctrine and informs the development 

and conduct of education as well as provides the content of education programs. 

1.2.3.2 Curriculum Documents as a Subset of Doctrine 
Curriculum documents are also organised in a hierarchy and operate at both a 

broad strategic level and at the specific tactical level (Vaughan, 2008). The Defence 

Training Package (DEF12) includes the Certificate II in Military Skills, that is awarded 

to recruits on completion of the ARC (Industry Skills Council, 2013, p. 5). The ARC is 

also informed by the All Corps Soldier Training Continuum (ACSTC) which documents 
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the progression of competence required by soldiers as they move through the ranks from 

recruit to warrant officer. Therefore, in terms of this hierarchical structure, both the 

DEF12 and the ACSTC represent strategic level curriculum. The ARC curriculum, 

known as the ARCTMP is derived from these higher-level documents. Adding to this 

complexity, the ARC is also endorsed through the AQF in terms of the DEF12 (Industry 

Skills Council, 2013). The DEF12 focuses specifically on the activities of the ADF and 

documents 52 qualifications, from Certificate I through to Vocational Graduate Diploma 

(Industry Skills Council, 2013). These are made up of a combination of approximately 

1700 Units of Competency specific to Defence and a further 207 that have been imported 

from other training packages (Industry Skills Council, 2013). 

 

Given this, ADF curriculum is highly prescriptive (Australian Defence Force, 

2011a). Courses are typically broken into a number of content specific modules that are 

further broken into Course Learning Outcomes (CLO) and then into Module Leaning 

Outcomes (MLO), with related nationally recognised Units of Competency cross-

referenced at the CLO level (Australian Defence Force, 2006a). All this information, 

together with the formal assessment strategy for the course, is documented in the Training 

Management Package (TMP) (Australian Defence Force, 2006a). A TMP is considered a 

controlled document and all changes are ratified and logged (Australian Defence Force, 

2006a). Lesson plans are also considered formal documents in accordance with the TMP 

and are produced by the Army Training Centre responsible for delivery but are not 

published as part of the TMP document; whereas, teaching and learning artefacts (such 

as PowerPoint (PPT) presentations) are not formally controlled and can be developed by 

individual instructors based on the lesson plan requirements (Australian Defence Force, 

2006a). This hierarchy is illustrated in Figure 1.2. 
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Figure 1.2 
Hierarchy of Training Documentation and Artefacts 
 

 

  

Note. The TMP is an endorsed and controlled document that sets out the 
educational requirements of the course (in terms of Module and Course 
Learning Outcomes) and guides the development of Lesson Plans and other 
related artefacts. Adapted from ADFP 7-0-2 Defence training model 
(Australian Defence Force, 2006a, p. 20, Chapter 3).  

 

The ARC is broken into 19 modules. In some cases, a single module relates to a 

single CLO, which relates to a single MLO. In other cases, a single module may relate to 

one or more CLO, which results in a number of diverse lessons taught over a number of 

instructional periods; this is the case with Module 14 Display attributes of an Australian 

soldier which is broken into 30 discrete MLO (Australian Army, 2014, p. 41). The 

ARCTMP is the authorised curriculum document and “presents the complete set of 

documentation necessary for managing the conduct of a training program or course. It is 

the output of training preparation and the central resource for the conduct of training” 

(Australian Defence Force, 2006a, p. 47, Chapter 3). Importantly, the ARCTMP contains 

a definitive list of doctrine as the references on which the ARC is based, and each CLO 

and MLO references the specific doctrine that serves as both teaching resources for 

instructors (that is, the source of content detail when writing lesson plans and developing 
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artefacts) and as texts for learners (Australian Army, 2014). The specific doctrine also 

represents the Army’s official policy in terms of the prescribed content of lessons, with 

instructors obliged to deliver content in accordance with these references (Australian 

Defence Force, 2006a). Military doctrine is a complex and hierarchical collection of inter-

related documents. Doctrine, including curriculum, is a focus for analysis and play an 

important role in this study. 

1.3  Research Aims 
Over the past two decades there has been an increase in research that focuses on 

the education of ethics in the military, much of it being done in the United States of 

America, Canada, France, the United Kingdom and The Netherlands, and predominantly 

focused on officer education (Carrick et al., 2009; Carrick et al., 2018; Robinson, 2008; 

Stouffer & Seiler, 2010; van Baarda & Verweij, 2006; Wertheimer, 2010; Whetham et 

al., 2019). However, there is little research that examines the teaching of military ethics 

to those of the enlisted ranks (soldiers, sailors or airmen/airwomen) in any Western 

defence force (Williams, 2010). As stated by Wortel and Bosch (2011), there has been 

little research conducted into the pedagogies used to teach military ethics to date, and 

none that focus on the teaching of military ethics to soldiers in the Australian context. 

Similarly, there is no research that explores soldiers’ experiences when engaging in 

military ethics education. Existing research largely examines the philosophy of military 

ethics (DeRoche, 2009; Sweeney et al., 2007) but does not explore in detail the issues of 

teaching and learning associated with this as a specific curriculum area. 

 

Almost all of the key North Atlantic Treaty Organisation (NATO) member 

countries, as well as Australia and New Zealand, have formal policy and associated 

programs in relation to the ethical judgement of, and by, their military personnel (Curtain, 

2008; Davies, 2010; Gillan, 1998; Haren et al., 2004; Jackson, 2001). Most of these 

programs are derived from analysis of the purpose of military ethics education and fall 

into one of two main paradigms. The purpose of the first aspirationally driven group is to 

develop the character of the individual member of the military and to produce a virtuous 

person capable of doing what is right (Wolfendale, 2008). The second functionally driven 

notion aims to produce an individual who can, “follow the principles of military ethics 

necessary for the effective functioning of the military force” (Wolfendale, 2008, p. 163). 

These approaches highlight the unresolved dilemma between the aims of the two concepts 
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– that of achieving a military force whose behaviour is correct versus a group of high-

functioning individual ethical agents (Wolfendale, 2008). 

 

This study takes a step back from these positions to examine the effect of the 

teaching and learning. Whether it is the aspirational or functional view of ethics education 

that leads curriculum development, there remains the question as to how a useful way of 

studying its impact can be developed and implemented. The goal of this study is to 

examine the issues around the development of military ethics with particular emphasis on 

recruit education within the Australian Army. The findings of this study will potentially 

benefit the field of military ethics scholarship by providing research data that can inform 

future curriculum development. This study may benefit the field of military ethics 

education practice by examining the links between doctrine, curriculum, and teaching 

practice.  Outcomes of this study may be able to be transferred across officer and soldier 

education, across services and into other military and professional contexts. 

1.3.1 Research Question 
Ethics is a key part of initial induction into the ADF. It is clear that, in the modern 

complex operational setting, ethics education that encompasses all levels of the 

organisation, from enlistment through to senior leadership, becomes ever more important 

(Reid, 2009). However, there is little research in Australia about how this is being 

conducted, the underpinning theories informing the education, and the pedagogical 

strategies used. The aim of this project is to understand military ethics education for 

soldiers in the Australian Army and how current practices in ethics education for 

beginning professionals can inform recruit education in the future. Specifically, the 

research question asked: What guides the practice of military ethics education of soldiers 

in the Australian Army? In answering this question, a secondary question arose: How can 

current practices in ethics education for beginning professionals inform soldier induction 

in the future? 

1.3.2 Significance of this Research 
This qualitative study is about the policies and curriculum that guide military 

ethics education for soldiers in the Australian Army, as well as current practices in ethics 

education for beginning professionals. It specifically examines the military’s approach to 

the preparation of beginning professionals in the context of the military ethics education 

of recruits. The research question frames the study in such a way that the findings are able 
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to identify significant gaps in the research literature and be meaningful for policy and 

curriculum developers; the findings are expected to be transferable across the ADF and 

internationally, but may also be transferable to other professional ethics education 

contexts. There is very little written about the underlying philosophy of ethics education 

within the Australian military context. It is expected that further gaps in knowledge will 

emerge once the curriculum and actual educational practices that occur in the field are 

examined. Nothing found in the literature to date indicates from where the curriculum is 

derived and what the underlying theories are that actually drive policy and curriculum 

development. There is an acknowledgement that ethics is an integral part of being a 

military professional and central to military personnel being seen as, and seeing 

themselves as, professionals (Welch, 2008; Wong et al., 2003). However, this assumption 

stands in the way of asking some fundamental, yet important, questions about how ethics 

informs the values of the military and the behaviour of military personnel, and it is these 

questions that this study attempts to address. 

1.4  Methodology 
Grounded theory can be defined as a “qualitative methodology – the purpose of 

which is to construct theory grounded in data” (Corbin & Strauss, 2015, p. 3). As such, 

the term ‘grounded theory’ is also used to describe the outcomes of research which are 

derived through an inductive approach designed to generate theoretical explanations of 

the studied phenomenon (Birks & Mills, 2011; Charmaz, 2014). The constructivist 

grounded theory philosophy embodies the principles that theory is generated or 

uncovered from the data, rather than being imposed by the researcher, via its distinctive 

“systematic, inductive and comparative approach” that lends itself to trans-disciplinary 

investigation (Bryant & Charmaz, 2007, p. 1). It also assumes that theory is emergent and 

constructed from the data, rather than theory being pre-defined and tested by data. As 

such, theory development is a consequence of the systematic data collection and analysis 

process. The approach to constructivist grounded theory in this study considers the 

complexities of the field of military ethics education and generates new insights in a topic 

area that has not substantively been explored to date. Constructivist grounded theory, 

underpinned by symbolic interactionism, holds that through their social interactions, 

individuals and groups create their cultural context (Charmaz, 2014; Corbin & Strauss, 

2015; Locke, 2003). Through this research process, the theories that emerged closely 

reflect the setting of study, hence justifying this choice of methodology. 



Chapter 1: Introduction 
 
 
 

 
16 

 

While many of the grounded theory texts assume that researchers will be gathering 

data primarily through intensive interviewing or lengthy periods of observation, other 

sources of data, such as documents, are by no means excluded from the methodology 

(Birks & Mills, 2011; Charmaz, 2014; Corbin & Strauss, 2015; Glaser & Strauss, 1967). 

It is possible to question extant data such as documents using grounded theory techniques; 

indeed, Charmaz (2014), Hardman (2013) and Corbin and Strass (2015) all make a strong 

case for the use of documents as data in grounded theory studies. The research question 

bounded the study in three ways: first in terms of the site of the study (military ethics, 

specifically army soldier education); second in terms of the policy context (doctrine); and 

third in terms of the curriculum content (the specific aspects of initial soldier education 

concerning military ethics) (Corbin & Strauss, 2015). A range of data was collected (as 

will be further discussed in Chapter 3), including policy (doctrine) documents, curriculum 

documents, and associated teaching and learning artefacts as well. A number of semi-

structured interviews were also conducted with military and non-military ethics 

educational practitioners, both in Australia and internationally. 

1.5  Thesis Overview 
This thesis is structured into seven chapters. Chapter 1 has provided an overview 

of the study and some background to the military education setting in which the study 

took place. It also introduced the research question. Chapter 2 is a review of the relevant, 

current research literature on military ethics education. Chapter 3 introduces the grounded 

theory methodology, including the reasoning for the constructivist grounded theory 

approach taken, and details how this study applied a grounded theory method. Chapter 4 

introduces the core category of understanding values, while Chapter 5 discusses the basic 

social process of developing ethical practice. Chapter 6 presents the grounded theory of 

how a shared understanding of values contributes to the development of ethical practice 

of Australian Army Recruits and then discusses the grounded theory in the boarder 

organisational context. Chapter 7 concludes the thesis by outlining the implications of the 

study and presents a number of recommendations relevant to future policy and 

educational development, professional practice, and research. 

1.5.1 Notations and Nomenclature 
Titles of units of competency, modules, MLO, CLO and lesson titles have been 

italicised throughout for ease of identification. Likewise, when naming specific grounded 

theory concepts, such as the core category, the phases of the basic social process, and the 
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grounded theory, italics have been used. Across the military there are an extraordinary 

number of specific terms used and these are often referred to only by their military 

designated abbreviation. A list of the acronyms and key terms used throughout this thesis 

can be found on page xv. 

 

This thesis is written using the American Psychological Association’s (2020) 

publication manual; however, some allowance has been made with reference to ADF 

documentation. While all doctrine can be attributed to the Department of Defence as its 

corporate author, doctrine has been referenced in such a way as to indicate to the reader 

the level of the organisation to which each document pertains. Army specific doctrine has 

been attributed to the ‘Australian Army’, Defence-wide doctrine to the ‘Australian 

Defence Force’, and departmental documents to the ‘Department of Defence’. The reason 

this has been done is to indicate to the reader the place of each document in the doctrine 

hierarchy (see Figure 1.1), from which each document’s authoritative domain and 

intended audience can also be inferred. 

 

The military documents referenced in this thesis use a range of peculiar pagination 

systems. Most ADF documents include paragraph numbers and sub-paragraph identifiers 

(usually lower-case letters). Where doctrine is quoted, paragraph numbers have been 

omitted; however, sub-paragraph identifiers have been included where it is relevant to the 

quote. In some doctrine, each chapter is numbered from page 1 and each annex or 

attachment is also numbered from page 1. For example, the preface (including table of 

contents) might be numbered using roman numerals from page i, each chapter numbered 

from page 1, and each annex (identified by a letter starting at A) also numbered from page 

one. Therefore, page 1 of Annex A to Chapter 1 might be annotated as page 1A-1. Other 

military documents, including the ARCTMP, are paginated as a whole document with 

page numbers listed in relation to the total number of pages in the document; for example, 

page 1 of 500, or documents are simply numbered from page 1 in sequential order. Given 

this variety in the ways documents have been organised, for the sake of clarity, all page 

details are included in full in a single format, for example, p. 1 Chapter 1 Annex A. 

 

Interviews were conducted with Informants who all chose to be named and 

credited for their contribution. To avoid confusion, full names, including titles current at 

the time of the interview, have been used throughout the thesis to avoid confusion and 
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clearly distinguish between data and literature published by these individuals. This will 

be discussed further in Chapter 3. 

1.5.2 Use of the Terms ‘Training’ and ‘Education’  
As the terms ‘training’ and ‘education’ are both used throughout this study, this 

usage is worth a brief discussion here. For some, particularly those within the higher 

education space, there is a perceived difference between the concepts of training and 

education. This is also reflected across the Defence community, where officer programs 

are often referred to as ‘education’ and soldier programs as ‘training’ (Department of 

Defence, 2019a). A recent military discussion paper by the Australian Defence College6 

claimed that ‘training’ is a process based on competency and is focused on job readiness; 

whereas ‘education’ is a system of knowledge acquisition focused on preparing learners 

for their future roles (Department of Defence, 2019a). However, doctrine also offers a 

broader, more encompassing definition, stating that: 

Training, education and professional development for military 
members are complementary learning activities that contribute to the 
achievement of professional mastery. The distinction between these 
activities is often blurred and there will be occasions when they are 
being achieved concurrently (Australian Defence Force, 2011a, p. 1 
Chapter 1). 

 
While the ARC is deemed to be ‘training’, it is certainly training for the future. 

Others argue that the role of ‘education’ is to pass on the dominant culture (Corson, 1985); 

it could be argued that, in the military context, training such as the ARC, plays a key role 

in cultural reproduction and in building professional mastery. While acknowledging this 

ambiguity, this study will defer to the broader concepts presented in doctrine in which 

education is defined as a “field of learning” and as a “process of imparting knowledge or 

developing skills, understanding, attitudes, character or behaviours” (Australian Defence 

Force, 2006a, p. 6, Glossary). 

 

In Australia, the term ‘training’ is often used to imply learning that is targeted 

towards employment or that is vocationally focused. This narrow view categorises 

training activities as those that are professionally oriented rather than academically 

oriented (Lawlor & Tovey, 2011; Wallace, 2015). Therefore, it would follow that if 

 
6The Australian Defence College identifies itself as a site of ‘education’ and is responsible for joint and 
individual PME. The Australian Defence College includes the Australian Defence Force Academy, the 
Australian War College, and the Defence Force Academy Training Centre. 
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individuals are being prepared for a profession, they are undergoing ‘training’. 

Nevertheless, despite the education versus training debate, the learner’s development 

remains central to the learning process (Knowles et al., 2015). Elemental to workplace 

learning is the concept that knowledge is presented in terms of the professional practice 

of the learner, where learning includes routine knowledge and skill development, 

contextualised problem-solving and complex reasoning – abilities that the ADF require 

of all personnel (Jarvis et al., 2003; Lucas et al., 2012).  

 

Central to both notions of training and education is the concept of learning. Gagne 

et al. broadly define learning as a “process that leads to a change in a learner’s disposition 

or capabilities” (Gagne et al., 2005, p. 3). Similarly, the ADF defines learning as a process 

that “aims to create permanent behavioural changes in the individual by imparting 

knowledge” (Department of Defence, 2019a, p. 49). That both these definitions situate 

learning within a behaviourist paradigm further minimises the differences between the 

activities that the ADF designates as either training or education (Jarvis et al., 2003; 

Merriam & Baumgartner, 2020). 

 

Those who identify as trainers often define themselves by the work-orientation of 

their role (Naidu et al., 2020; Wallace, 2015). By contrast, those who identify themselves 

as educators often view their work as facilitating learning that is general in nature 

(Wallace, 2015). Furthermore, if learning describes, in the broadest sense, what is being 

undertaken by the learner, then education can also be viewed in an equally broad sense, 

as the activities that facilitate learning (Knowles et al., 2015). In this sense, training 

becomes configurated into an educational continuum, in which the distinctions between 

training and education becomes less important as the focus on learning and the learner 

takes precedence (Corson, 1985; Merriam & Baumgartner, 2020). 

 

Many academics continue to debate the difference between training and 

education, perpetuating the view that a binary exists. However, as both terms are 

fundamental to the holistic process of adult learning, they cannot be readily separated. 

For the purposes of this study, therefore, there is no useful difference between the terms 

‘training’ and ‘education’; instead, the focus is placed on the process of learning 

undertaken by adults and on the knowledge, skills and attitudes that are generated through 

the learning process. Therefore, in this study the field is broadly referred to as ethics 
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education and, more specifically, as military ethics education. Where programs are named 

as training events they are referred to as training and where facilitators are referred to as 

trainers or instructors those terms have been used – as in the case of the ARC delivered 

by the ARTC. 

1.5.3 Use of the Terms ‘Ethics’ and ‘Values’ 
As discussed, military ethics is taught quite differently across military forces, 

services, and ranks. Various programs use differing terms including ‘ethics’, ‘values’, or 

‘character development’ to refer to specific programs (Robinson, 2008). The term ‘ethics’ 

refers to a philosophical system of moral principles concerned with right conduct 

(Blackburn, 2005, p. 121). When this system relates to a specific group or sub-culture, 

the term is used to describe the rules of conduct for that group (Cook & Syse, 2010; 

Verweij, 2007). The term ‘ethic’ is also used to group a number of moral principles 

together that relate to a particular profession or group (Enstad, 2017). Hence, the term 

‘the military ethic’ is used to describe those principles that relate to members of the 

military or that relate to the military as a profession (Robinson, 2008). The term ‘values’ 

is also used to describe the principles that guide a person or group’s conduct and implies 

qualities of character or moral merit (Blackburn, 2005, p. 377). As with the term ‘military 

ethics’, ‘military values’ describes that group of ideals that guides military conduct and 

these principles are often communicated within the profession through values statements, 

codes of ethics and codes of conduct (de Vries, 2020). 

 

In order to avoid confusion, a standard nomenclature will be used. General or 

generic programs on character development, values, and ethics are referred to under the 

umbrella term ‘ethics education’ throughout this thesis. Where specific programs or parts 

of programs are referred to, their titles are used; for example, the CD component of the 

ARC. Where course content focuses on values, such as the Army values or Defence 

values, the umbrella term ‘values’ is applied. The core category of understanding values 

focuses on values as a key content area of the ARC. The dimensions of the core category 

range from there being a shared understanding of values to being an unshared 

understanding of values. In this context the term ‘values’ is used based on the definition 

offered above by Blackburn (2005). 
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1.6  Chapter 1 Summary 
This qualitative study examines the policies and curriculum that guide military 

ethics and values education in the Australian Army. While it specifically focuses on the 

organisation’s approach to the preparation of beginning professionals within the context 

of recruit induction, it also considers how the wider field may inform Army practice. The 

resulting constructivist grounded theory advances how having a shared understanding of 

values humanises soldiers and shapes their professional behaviour. Chapter 2 will 

examine the current research literature and provide further background. 
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Chapter 2 

Literature Review: Military Ethics Education 

The purpose of this study was to examine how military ethics education of recruits 

takes place in the Australian Army. To do this it was necessary to explore the policy and 

practice of military ethics education in the Australian Army context as well as examine 

the practices of other fields of ethics education as to how they may inform the ARC. The 

context of the study includes the cultural factors which impact soldiers as learners, the 

organisational requirement to produce ethically competent strategic soldiers, and current 

dominant teaching practices. Soldiers are a diverse group of adult learners and need to be 

prepared to make ethically competent decisions as professionals in the 21st century 

military. The current chapter discusses the literature on ethics education including the 

military culture in which the Australian soldier operates, the situation of military ethics 

education, the impact of curriculum and pedagogical practices, and ethics education 

literature from other professional contexts. 

2.1 Military Culture and the Australian Soldier 
The literature on military culture describes the Australian Army as an 

homogeneous and overtly masculinised setting despite efforts made towards diversity and 

inclusion since the early 1990s (Wadham et al., 2018). The socialisation of personnel is 

an intense process that seeks to create cohesive groups through reinforcing a sense of 

homogeneity, and assumes that a masculinised culture is required in order to do so 

(Basham, 2009; Carreiras, 2017; Pinch, 2004). While the military requires highly 

cohesive teams, negative consequences of promoting homogeneity are the practices that 

discriminate against those who are not part of the dominant group (Pinch, 2004). The 

Australian military is also dominated by the ‘ANZAC’ trope, which further reinforces the 

masculinised culture despite policies promoting a diverse workforce which is more 

representative of the broader population (Carter, 2021). 

 

The argument for diversity is part of a wider, long-running discussion across the 

ADF about capability, of which social/cultural capital is recognised as an important 

component (Broder, 2015; Jans & Frazer-Jans, 2006; Jans & Schmidtchen, 2002; Lovell, 

2017a; Orme et al., 2016). Diversity is framed as a means of enhancing capability 

generally by making the ADF a competitive employer in order to recruit and retain a 
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greater number of personnel. Diversity is also specifically discussed in terms of 

enhancing operational capability through employment of personnel who represent a range 

of experience, perspectives and abilities, including advanced technical skills, cross-

cultural awareness, and foreign language expertise (Bridges & Horsfall, 2009; Lovell, 

2017a; Stringer, 2009). 

 

Nevertheless, being included does not guarantee inclusion, as behaviour that is, 

consciously or unconsciously, shaped by the dominant culture continues to marginalise 

those who are identified as ‘other’ (Carreiras, 2017; Ellner, 2015; Embser-Herbert, 2017; 

Jans & Schmidtchen, 2002; Kovitz, 2000, 2018; Sasson-Levy, 2017). What the capability 

debate fails to consider is that social justice is also served by considering diversity and 

inclusion (Rizvi & Lingard, 2010). Smith’s (2020, p. 47) definition of racism as 

“devaluing people based on their race”, can be applied to all marginalised groups. 

Brookfield (2019, p. 10) describes “repressive tolerance” as institutions appearing to 

address discrimination by implementing tokenistic strategies that do not fundamentally 

change the organisationally dominant culture. Smolović Jones et al. (2021, p. 641) use 

the term “oblique resistance” in discussing how institutions allow the subtle undermining 

of inclusivity, often using a merit-based decision-making argument, this being a version 

of the capability argument, to justify the status quo. In effectively implementing diversity 

and inclusivity policies, overt discrimination as well as forms of oppressive tolerance and 

oblique resistance need to be addressed. 

 

Some soldiers argue that capability should be the only measure used to justify 

women’s inclusion in the military (Evans, 2013); yet others argue that women are 

effectively excluded from elite combat roles because physical standards have been 

imposed in order to achieve their exclusion (Davis & McKee, 2008). However, the 

argument advocating “gender blindness” serves to reinforce the existing status quo rather 

than advance the principles of equity and social justice (Wadham et al., 2018, p. 271). 

Other accounts minimalise the detrimental effects of discrimination by arguing that the 

military cannot be expected to behave differently to other male-dominated institutions 

(Masters, 2012) or that discrimination is the behaviour of “a few bad apples” (Wadham 

et al., 2018, p. 275). This then becomes another example of repressive tolerance based, 

not on race or religion but, on gender. 
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Hunter (2019) makes the point that including women will not necessarily result in 

the integration of women, and that women’s participation needs to be measured in terms 

of impact on policies and practices. Despite policy initiatives promoting employment 

equity, Western military forces, including the ADF, have failed to achieve female 

recruitment levels comparable to the general populations of their respective nations 

(Basham, 2009; Bridges & Wadham, 2020; Taber, 2011). An exploration of the culture 

of the Canadian Armed Forces exposed it as being highly gendered and discriminatory, 

“in which women as a group are marginalized” (Taber, 2017, p. 20). Likewise, British 

Army personnel continued to experience discrimination based on their gender, ethnicity, 

or sexuality despite the introduction of anti-discrimination initiatives (Basham, 2009). 

Wadham (2017) notes that in Australia too, the current masculinised culture is at odds 

with wider social expectations, and that, despite policy initiatives, significant cultural 

change had not yet occurred. 

 

The language used in military communications, including doctrine and curricula 

documents, exerts cultural power and has its own ability to marginalise those of the non-

dominant culture (Butler, 1997; Taber, 2015b; van Baarle et al., 2018). This was 

demonstrated in Thomson’s (2014a) socio-linguistic study of the ADF which examined 

formal and informal language use in relation to the representation and replication of 

culture. Gender-based and discriminatory language practices were found to be a 

significant barrier to the ADF developing as a diverse workplace (Thomson, 2014a, 

2014b). Brownfield-Stein’s (2017, p. 486) analysis of photographs of female soldiers 

concluded that images typically featured “young, beautiful women” in ways that 

objectified the women and reinforced gender stereotypes. Taber (2017) also noted that 

the focus on gender issues was due to a lack of literature in relation to other minority 

groups, such as those from culturally and linguistically diverse backgrounds, who also 

experienced similar marginalisation. 

 

In order to envisage what the ideal ethics education curriculum for soldiers would 

include, it is necessary to establish who is the Australian soldier in reality. The 2019 

Defence Census7 reported that 84% of Australian Army personnel are male, 91% 

heterosexual, 87% born in Australia, and 91% speak English as their first language 

 
7Figures quoted have been rounded to the nearest whole percentage. 
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(Department of Defence, 2020b). While the ARC may have been developed with this 

demographic in mind to meet the needs of the vast majority of soldiers, curriculum experts 

have been alert to the significance of gender in developing curriculum, and this would 

need to consider the 14% female and 1% intersex/transgender personnel (Merriam & 

Baumgartner, 2020). Likewise, the needs of the 13% of personnel born overseas, the 8% 

whose first language is other than English, the 4% who are Aboriginal and/or Torres Strait 

Islander, and the 5% who identify as LGBTIQA+ also need to be considered (Merriam & 

Baumgartner, 2020). Modern Australian soldiers are very different to those of the past 

and can no longer be assumed to be an homogeneous group (Masters, 2012); therefore, 

policy, curriculum, and pedagogy need to consider a full range of learners. 

 

As discussed in Chapter 1 (Section 1.1.1), the strategic corporal discourse has 

prompted new interest in soldier education that meets the  needs for independent decision-

making and autonomous action on and off the battlefield (Johnson, 2011; Lovell, 2017a; 

Reid, 2009; Stringer, 2009). Increasingly, soldiers are required to be peacekeepers, 

emergency responders, and law enforcers, both domestically and whilst deployed (Lovell, 

2017a). These tasks soldiers must be aware of overall mission aims and operational goals;  

also, they need to know where they are situated organisationally, as part of Defence and 

of Government, and in relation to the broader community they serve (Lovell, 2017a). To 

achieve this, soldiers need to be schooled in more than the traditions, procedures and 

bureaucracy of the military, and require an understanding of society and how it operates 

in the form of civics education8 (Hodges, 2017; Lovell, 2017a; Sanders et al., 2010). 

2.2 Situating Military Ethics Education 
As there is very little literature about teaching ethics to soldiers, literature about 

general military ethics education is considered at this point. While command level courses 

delivered to senior staff may be inappropriate to compare to soldier education, most 

military organisations deliver initial military programs via their military academies to 

cadets, who, like recruits, are new to the military and are drawn, particularly in Australia, 

from similar demographic groups (Goode, 2019). However, because of the setting 

(usually that of a military academy) ethics has come to be seen as a sub-set of military 

 
8The 2019 National Assessment Program–Civics and Citizenship found that only 38% of young adults 
could “demonstrate knowledge of specific details of Australian democracy, make connections between the 
processes and outcomes of civil and civic institutions, and demonstrate awareness of the common good as 
a potential motivation for civic action” (Ghazarian et al., 2021, p. 3). 
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leadership (Cullens, 2008; Culp, 2012; Cycyota et al., 2011; Rees-Scott, 2002; Seiler, 

2011; Volpe, 2003). 

 

Aspects of ADF ethical leadership education also focus on issues of fraud and 

resource management aimed to meet compliance requirements, resulting in education of 

ethics being offered piecemeal across the organisation (Rees-Scott, 2002). While some 

authors argue that leadership is not about the shared beliefs of an organisation but about 

mechanisms that allow the organisation to function (Kasher, 2008; Wolfendale, 2008), 

few have challenged the assumption that there is an intrinsic link between leadership and 

ethics. Further to this, the idea that military ethics are dependent on a shared set of well-

articulated and understood values is reinforced by a number of writers (French, 2017; 

McCormack, 2015, 2019; Olsthoorn, 2011; 2019; Rees-Scott, 2002; Robinson, 2008; 

Wortmeyer & Branco, 2016). 

 

There is also a wide range of approaches taken to ethics education by various 

defence organisations (Robinson, 2008). Robinson (2007, 2008) has provided some 

descriptive comparisons between a number of national defence forces, and concluded that 

formal ethics education programs were uncommon across most countries’ defence forces, 

despite the fact that the importance of this education is almost universally acknowledged. 

These differences are borne of the semantic and practical problems of uniformity about 

what constitutes ethical behaviour and how a curriculum should be constructed. For 

example, Cox and O’Neil (2006) reported on the Professional Military Education (PME) 

programs delivered in Australia by the Australian Defence College, and highlighted the 

teaching and delivery strategies rather than the philosophical basis for the curriculum, 

which relies on the use of graduates as teachers or tutors. Not surprisingly, they concluded 

that this leads to a replication of existing practices and reinforces the relationship between 

doctrine and curriculum (Cox & O’Neil, 2006, p. 63). 

 

It has been argued that the United States military requires behavioural consistency 

from its personnel and therefore focuses on character development as its basis for ethics 

education where the goal is the internalisation of values with the aim of developing 

personnel who can identify right behaviour and act accordingly (Erwin & Kirsch, 2018; 

Hallett, 2016; Murray et al., 2019). However, a 2017 study concluded that the approach 

at the United States Military Academy at West Point was actually dual-focused in that, at 
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the same time it encouraged high ethical motivation, it pursued and punished breaches of 

rules (Offstein et al., 2017). In the ARC context, this is certainly the case, where 

individuals are closely scrutinised and promptly corrected for any infringement. 

 

Traditionally, ethics was perceived as a function of leadership and as a role of 

leaders, who, it was implied, were officers rather than soldiers. The place of ethics 

education within a leadership context remains dominant (Baker, 2012; Erwin & Kirsch, 

2018; Offstein et al., 2017); however, Robinson (2007) warns against the ethical elitism 

that encourages officers as being seen as the custodians of the military’s ethical agency. 

The promotion of autonomous and critical thinking is also seen as being necessary for 

junior military personnel, especially in the contemporary context of the strategic corporal, 

and this necessitates the inclusion of ethics into education for soldiers and NCOs (Lovell, 

2017b). 

2.3 Curriculum and Pedagogical Practice 
Military ethics education needs to prepare soldiers to make ethical decisions under 

a range of situations and in a variety of environments, the specific approaches of which 

are communicated through curriculum and enacted through pedagogy. The Australian 

Army’s ethics curriculum is based on the ACSTC and the ACOTC and are typical of 

many military organisations present individual modules as part of ongoing professional 

development and career promotion. For example, The Netherlands Armed Forces 

education for soldiers and NCOs covered ethical decision-making and included lessons 

focusing on the soldier’s personal and professional development (de Graaff et al., 2017). 

The curriculum utilised an ethical awareness model and featured this alongside their Code 

of Conduct (de Graaff et al., 2017). 

 

The Canadian approach to military ethics education (formally known as the 

Defence Ethics Programme) emphasises a principles-based curriculum as opposed to one 

that focuses on conformity to rules alone (Desjardins, 2008). The program presents and 

prioritises three principles: “(1) respect the dignity of all persons; (2) serve Canada before 

self; and (3) obey and support lawful authority” (Desjardins, 2008, p. 69). It is argued that 

prioritising these core principles provides soldiers with support and guidance in 

considering ethical issues or professional dilemmas that they may face (Desjardins, 

2008). This is an interesting consideration that has not been utilised by other Defence 
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organisations (including in the ADF context) who tend to frame their ethics education 

around their values statements. Desjardins (2008) also noted that recruits are introduced 

to the Canadian Defence Ethics Programme whilst other NCO education also covered 

ethics topics. Selected Canadian personnel also undertake a two-day Unit Ethics 

Coordinator’s Course. These personnel are then seen as unit resources who are “able to 

provide advice and guidance to their commanding officer, or civilian manager, and will 

be well prepared to lead group discussion and case study sessions with the members of 

their unit” (Desjardins, 2008, p. 74). As a curriculum strategy, this is unusual and does 

not occur in the Australian context. 

 

Examination of the Royal Australian Air Force (RAAF) curriculum indicated 

values were taught across all ranks based on three content areas (these being Just War 

theory, character development, and military law), but concluded that generally course 

content lacked adequate detail across these three identified areas (Curtain, 2008). 

Similarly, analysis of the ACSTC in relation to ethics and character development reported 

that “much of the material failed to engage doctrine, and that doctrine itself failed to 

provide enough substantive frameworks from which the development of character 

training could emerge” (Grulke & Hinton, 2007, p. 82). This study concluded that, while 

there was some content commonality across continuum, the curriculum did not provide 

“adequate theoretical frameworks for some of its key concepts” (Grulke & Hinton, 2007, 

p. 83). Grulke and Hinton’s (2007) study highlighted a need to further investigate the 

links between policy and practice and acknowledged the role that doctrine plays in 

informing military education. Their observations remain current and have significantly 

informed the design of this study. 

 

A common pedagogical approach to teaching military ethics was the use of case 

studies and group discussions (Baker, 2012; Erwin & Kirsch, 2018; Haren et al., 2004; 

Lagacé-Roy, 2007). There was an emphasis on using cases based on real events, citing a 

positive impact on the decision-making capacity of learners (Cagle & Baucus, 2006); 

however, fictionalised stories were also occasionally used (Illes & Harris, 2014). Case 

studies were seen as an effective way to present scenarios around which ethical and 

decision-making discussions could be based; however, Haren et al. (2004) noted 

limitations of the case study strategy included time constraints for classroom discussion, 

the restriction of narrowly worded cases, and the skill of the facilitator. Another limitation 
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was the narratives of the case studies used, which some were found to only poorly 

approximate reality and did not represent all aspects of a situation or all factors necessary 

for complex decision-making (Haren et al., 2004). 

 

Central to the use of case studies are ethical dilemmas requiring resolution 

(Coleman, 2013). One study analysed 47 case studies used for ethics education at the 

United States Military Academy, found that none were genuine ethical dilemmas, 

concluding that “every case, at least on the surface, seemed to be black and white, right 

or wrong. People just chose wrongly” (Offstein et al., 2017, p. 489). This led to the 

adoption of activities which focused on critical thinking and decision-making as well as 

case studies (Offstein et al., 2017). However, Coleman (2013, p. 5) points out that while 

the term ‘dilemma’ is widely used to refer to any ethical challenge, these can more 

usefully be classified as “test of integrity” or “tests of ethics”. Here, Coleman (2013) 

differentiates between the two, describing the ethical dilemma as requiring the learner to 

decide what is right and the test of integrity requiring the learner to choose to do what is 

right.  

 

Case studies may also fail to engage those learners from non-dominant cultures 

(Harris, 2021; Neale & Kelly, 2020; Thelestsane, 2019). In addressing non-Western and 

Indigenous pedagogies, Harris (2021) argued that diversity needs to be acknowledged 

and a plural approach to ethics should be presented, including the use of multicultural 

examples and case studies. It was also advised that culturally specific philosophy and 

values should be incorporated into ethics programs where appropriate (MacLaurin, 2004; 

Thelestsane, 2019). 

 

Many academics in the military ethics field have discussed the philosophies 

informing curriculum development (Carrick et al., 2009; Robinson et al., 2008; Rubel & 

Lucas, 2004; Snider et al., 2009; Toner, 1998), emphasising the dependence of curriculum 

on theory. It should be noted that these authors emphasised that ethics education is an 

important part of learning to be a military professional; however, some also highlighted 

that the approach taken across these programs is inconsistent (Carrick et al., 2009; 

Robinson, 2008). As early as 1998, Toner commented on what he saw as mistakes in 

teaching military ethics to soldiers and recruits, and documented six errors that needed to 

be addressed through curriculum redesign. These can be paraphrased as: (1) it is wrong 
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to assume that recruits are “ethical cretins”; (2) neither should it be assumed recruits are 

of “superior ethical judgement”; (3) it is also wrong to assume that “ethics education is 

the task and property of the chaplain”; (4) military “commanders have the responsibility 

to model ethics … but not to present formal ethics lectures”; (5) students need access to 

“good sources” (resources); and (6) ethics instructors need to be “fair, organised, diligent, 

enthusiastic, creative, reflective people” (Toner, 1998, pp. 46-49). These six factors have 

also been useful in analysing the ethics module conducted as part of the ARC.  

2.4 Other Professional Contexts 
Ethics education programs span a wide range of institutions and organisations, 

and include schools, hospitals, universities, professional bodies, corporations, non-

government organisations, and the public sector; the breadth and diversity of these 

programs demonstrate that ethics is no longer the sole domain of philosophers and 

universities (ten Have, 2021). This chapter concludes with a discussion about ethics 

education from other professions and how it can inform military ethics. As with military 

ethics education, professional ethics was often viewed as the domain of organisational 

leaders and was associated with leadership and professional development (Brown & 

Treviño, 2006; 2014; Murray et al., 2019). Significantly, ethical leadership and effective 

leadership were seen to be linked and be part of the wider study of leadership (Brown & 

Treviño, 2006). This would suggest that the study of leadership within the ADF should 

be more closely aligned with the study of ethical leadership, noting that, while ADF 

doctrine covers various leadership theories (such as transformational and situational 

leadership), it does not specifically focus on ethical leadership theories. 

 

Research suggests that integrated programs (where ethics content was delivered 

across a number of subjects or course components) and individual programs (stand-alone 

subjects) were both common and effective approaches in delivering ethics (Adolf & 

Brown, 2013; Rezaee et al., 2012; Swisher et al., 2012). Some studies found that stand-

alone programs often included philosophy modules taught by content specialists and were 

reported as being easier to deliver from an administrative perspective (Boon, 2011; 

Rezaee et al., 2012). However, research generally reported that an integrated approach to 

ethics education was more effective than a stand-alone approach, particularly when there 

was also focus on application to professional practices (Grady et al., 2008; Rezaee et al., 

2012; Sigurjonsson et al., 2013; Wright et al., 2012). 
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In terms of professional practice, ethics education was seen as important in 

developing decision-making and critical thinking across a range of professional fields 

(Corbo Crehan, 2019; Grady et al., 2008; Harris, 2021; Swisher et al., 2012). Several 

studies reported that programs focused more on application than theory were found to 

better prepare learners, as were programs that also included an element of practice 

(Davies & Heyward, 2019; Grady et al., 2008; Harris, 2021; Seiler et al., 2010). A variety 

of decision-making frameworks were applied and those that reflected profession-specific 

practices were reported as being most successful (Bank & Ryan, 2020; Breakey, 2021; 

Brookfield, 2020; Dunn et al., 2008; Fernandes et al., 2019). While critical thinking skills 

were found to help learners rationalise their decisions, learners were not always able to 

articulate the underlying issues or identify all stakeholders in the dilemmas with which 

they were presented; therefore, an important focus of teaching critical thinking skills was 

seen also to be raising awareness of multiple viewpoints and supporting learners to 

question assumptions (Bank & Ryan, 2020; Kienzler, 2001; Klugman & Stump, 2006). 

 

Harris (2018, p. 11) identified case studies as the dominant pedagogy used to teach 

ethics, with “read-and-discuss” being a common approach. Other pedagogical approaches 

included role plays and simulations, the use of video games, the use of reflective journals, 

and competitive debates (Harris, 2018; Lee, 2021; Schrier, 2015; Thoo & Strong, 2020). 

Computer aids such as decision mapping software were also used (Robinson, 2011). 

Scaffolding content and skills development in teaching critical thinking was also seen as 

important, as was the inclusion of quality feedback to learners throughout the program 

(Harris, 2018; Harris & Sandhu, 2017; Robinson, 2011). Despite being widely utilised, 

limitations of case studies were documented, and the representation of ethical choices as 

being straight-forward when based on superficial or limited information was reported as 

problematic (Cagle & Baucus, 2006; Thoo & Strong, 2020).  

 

Teaching that centred on a professional code of conduct was found to be 

common across professional fields, particularly those that tended to be highly regulated 

such as the medical/para-medical, business and engineering professions and the 

government and not-for-profit sectors (Babri et al., 2021; Erwin, 2011; Helin & 

Sandström, 2007; Main, 2015). In the literature, codes of ethics are described as 

representing an organisation’s collective commitment to its values, as well as providing 
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a personal ethical standards against which to hold individuals accountable (Alizadeh et 

al., 2020; Slaughter et al., 2020; Snieder & Zhu, 2020). Existing literature describes 

professional codes in various ways; often distinguishing between codes of conduct and 

codes of ethics. While both codes of conduct and codes of ethics may provide guidance 

in terms of the ethical obligations and workplace practices, codes of conduct are often 

used for behaviour regulation, whereas codes of ethics are seen as being aspirational in 

nature (Forster, 2012). 

 

Souza and Vaswani (2020) note that common forms of assessment of ethics 

programs include exams, with one or more question types such as essays, multi-choice 

questions, and/or short-answer questions; group or individual presentations; direct 

observation; and student reflection and self-assessment. They also note that there is little 

literature regarding the effectiveness of student assessment or of ethics programs 

generally, and that: 

there is a need to develop effective assessment strategies for ethics 
that would not only evaluate the knowledge and skills attained but 
the impact of their ethics education in their actual practise (Souza & 
Vaswani, 2020, p. 181). 

Evaluation of ethics programs was also reported to be limited, with most of the programs 

surveys only using end-of-course feedback to gauge learner reaction/satisfaction, and that 

this did not focus on program validation (Kirkpatrick & Kirkpatrick, 2006; Souza & 

Vaswani, 2020). 

2.5 Chapter 2 Summary 
These studies demonstrate commonality across a range of professional fields, 

which also have relevance in the military ethics education context. This literature raises 

important issues about ethics education pedagogy which has informed this study. Much 

of the Australian research literature that focuses on military ethics education describes 

programs rather than empirically investigating current practice (Cullens, 2009, 2017; 

Grulke & Hinton, 2007; Jans & Cullens, 2010; Rees-Scott, 2002; Smith, 2017). The field 

is currently dominated by discussions on the place of ethics as part of leadership 

preparation of officers and the ongoing PME requirements of officers, and demonstrates 

an assumption that military ethics education should focus on officers rather than soldiers 

(Cook, 2009; Cullens, 2008; Frame, 2017; Smith & Bergin, 2012). This was also found 

to be occurring within other military organisations including those in the United States of 
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America, South Africa, the United Kingdom, and France (Carrick, 2008; Erwin & Kirsch, 

2018; Thelestsane, 2019; Whetham, 2018). 

 

Research into ethics education curricula also explored the perceived effectiveness 

and structural features of programs; although, notable gaps in the current research 

literature include a lack of Australian military context and a lack of focus on the 

educational needs of soldiers. Some literature explored the dominant pedagogies of 

military ethics education, noting that there are similarities between the military context 

and other professional fields (Martin, 2021; ten Have, 2021; Warnick & Silverman, 

2011). The case study approach was shown to be a common pedagogical approach across 

military ethics and other professional ethics curricula (Baker, 2012; Erwin & Kirsch, 

2018; Harris, 2018; Illes & Harris, 2014; Thoo & Strong, 2020). The literature 

demonstrated the dominance of pedagogy which uses case studies and group discussion 

formats to deliver content predominantly centred on ethical decision-making (Bank & 

Ryan, 2020; Breakey, 2021; Cagle & Baucus, 2006; Dunn et al., 2008; Harris, 2021).  

 

This chapter presented research literature which informed the development of the 

grounded theory and which is relevant to the issues raised in the study. This literature 

review examines key areas including the evaluation of military ethics programs and 

research into the pedagogy of ethics education, as well as identifying gaps in the current 

research literature. Chapter 3 will discuss the research design in terms of methodology 

and methods. 
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Chapter 3 

Constructivist Grounded Theory Methodology and Method 

As discussed previously, the aim of this research was to understand how the military 

ethics education of Recruits is approached in the Australian Army. The purpose of this 

chapter is to describe and justify the methodological approaches taken in this study, as 

well detail the research methods followed. Philosophers, sociologists, and educators have 

all long been concerned with the nature of knowledge. Before discussing the research 

itself, it is useful to establish the philosophical assumptions, in terms of the ontological 

positioning, epistemology and paradigm that underpinned the research design and 

methodology (Denzin & Lincoln, 2018). 

3.1 Philosophical Assumptions 
Qualitative research is differentiated from quantitative inquiry primarily in that it 

seeks to answer questions of a social nature using non-numerical data. Qualitative 

research generally seeks to find meaning in the context of the social world and address 

problems or explore issues where contextualised, complex and subtle analysis is required 

(Creswell & Poth, 2018; Denzin & Lincoln, 2018; Ward et al., 2015). Qualitative research 

approaches acknowledge the importance of the context (including geographical, socio-

cultural, historical) to people’s reasoning and actions. A key task becomes attempting to 

understand perspectives and behaviour and how they are shaped by context. Given that 

the purpose of the study was to develop a detailed understanding of the phenomenon of 

recruit education in the social context of the Australian Army, and related issues, a 

qualitative approach to this study was considered the most appropriate. 

 

A research ontology describes the researcher’s assumptions about their perception 

of reality; while epistemology refers to what the researcher perceives as knowledge 

(Creswell, 2013). These philosophical concepts are important as they define the way the 

researcher understands the nature of the topic and the most appropriate means to research 

the topic. For example, if a researcher maintains a constructionist epistemology that holds 

that reality is constructed by people within the contexts in which they live, there can be 

no formal access to ‘truth.’ A research paradigm can be thought of as an accepted way of 

thinking amongst a group of shapes the purpose of the research and the way it is 

conducted (Guba & Lincoln, 2005). A research paradigm may be selected because it 
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reflects the researcher’s ontology and epistemological positioning and/or because it is 

seen as the most appropriate vehicle to achieve research outcomes. In this study a social 

constructionist epistemology was adopted. The constructivist worldview is that an 

individual’s understanding of reality is socially constructed, and in relativist ontological 

terms this stance views knowledge of reality as being a social and experiential creation. 

Hence, this study aims to explain how military ethics is constructed by differing 

stakeholder groups within the broader social and historical military context within 

Australia (Charmaz, 2006, 2008). 

 

The corresponding subjectivist epistemology understands the outcomes of research 

as being a co-creation of the researcher and their interaction within the research field 

(Guba et al., 2018). Knowledge is, therefore, constructed through interaction and is based 

on the researcher’s experiences of the field of inquiry; thus, the researcher’s epistemology 

is both interpreted by the research and constructed together with the research informants 

(Creswell, 2013; Guba et al., 2018). Denzin and Lincoln (2005, p. 22) describe these 

philosophical assumptions as “a net of epistemological and ontological premises” which 

“bound” the research. This is a useful analogy, illustrated at Figure 3.1, where the 

constructivist paradigm encompasses the relativist ontology, which, in turn, encompasses 

the subjectivist epistemology. 
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Figure 3.1 
Philosophical Assumptions 
 
 

 
Note. The epistemology, ontology, and paradigm used in this study (Charmaz, 2011; Denzin & 
Lincoln, 2005; Guba et al., 2018). 

 

Traditionally, constructivist inquiry draws on the experiences and understandings 

of informants that are shared with the researcher (Creswell & Poth, 2018). The field of 

study is therefore seen as a dynamic one into which the researcher is immersed to build 

meaning through “rich descriptions” that are obtained through a transactional process 

(Denzin & Lincoln, 2005, p. 12). Commonly in constructivist grounded theory, this takes 

the form of interviews which lead to a theory that is co-constructed through the 

transactions and interactions of the researcher and the informants. In seeking out rich 

description, Charmaz includes other forms of data such as documents; arguing that 

documents are constructed by people specifically within their “social, economic, 

historical, cultural and situational contexts”, and are therefore also valuable informants 

(2014, p. 46). By viewing documents as social constructions, the researcher can interact 

with them and develop cultural insights that may otherwise be unobservable or not in the 

consciousness of an interview participant (Charmaz, 2014). This study, therefore, treats 

both key documents and interview participants equally in terms of being informants and 

sources of rich data. This is discussed further in this chapter at Section 3.5.2. 
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Understanding military ethics education in the ADF is highly dependent on 

understanding the cultural context of the data. Military culture is particularly dependant 

on social construction. It is well recognised that soldier identity is both fashioned by, and 

expressed through, the collective social practices of becoming and being a member of a 

military force, and this is particularly true in terms of the importance of military education 

in the socialisation process (King, 2006, 2007; Woodward & Jenkings, 2011). The data 

generated from this research represents various aspects of the military culture which are 

constructed, interpreted and re-interpreted by a range of stakeholders who have also 

become the producers of further sources of data (such as curriculum and artefacts). In this 

context, some data (such as a lesson plan) may become a subjective interpretation of other 

data (such as the curriculum) which may also be a subjective interpretation of yet further 

data (such as doctrine). 

 

While various forms of qualitative research were considered, including 

ethnography and case study, grounded theory was chosen, as it specifically aims to 

explain the social processes within the setting (Creswell & Poth, 2018). Case study 

methodology typically aims to develop understanding in relation to a specific setting (a 

case or site or groups of cases or sites), and usually involves the thematic analysis of data 

based on a theoretical stance (Creswell & Poth, 2018; Schwandt & Gates, 2018). 

Ethnography is a methodology that puts particular emphasis on the shared cultural 

behaviours of a specific group, and as a method of inquiry typically involves immersion 

in the culture and close interaction with informants (through observation and 

interviewing) in order to understand the behaviours, communication, and routine 

exchanges within the group (Creswell & Poth, 2018). An ethnographic approach was not 

considered appropriate as there was no opportunity for direct fieldwork. While the ADF 

displays a strongly homogenous culture and the ARC is a well-defined and well-bounded 

potential case site, immersion in the field for the purpose of close observation and 

interaction was not possible. 

3.2 Grounded Theory 
Grounded theory was pioneered in the 1960s by Glaser and Strauss, and first 

presented as a qualitative research approach in their book ‘The Discovery of Grounded 

Theory’ (1967). This marked an important move away from research as a means to verify 

established grand theories by providing a systematic method to generate unique 
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theoretical insights, or substantive theory, that could explain their data and contribute rich 

insight into specific fields of enquiry (Bryant, 2017; Glaser & Strauss, 1967). Although 

Glaser’s and Strauss’ views diverged in the 1990s, their collaboration is considered 

foundational to the development of the various paradigms that have evolved, which has 

shaped the ways in which grounded theory is conducted.  

 

Grounded theory as a research methodology seeks to build new theory from a 

range of relevant data sources, rather than using data to verify existing theory (Corbin & 

Strauss, 2015; Glaser & Strauss, 1967). This new theory, grounded in the data, is 

explanatory in nature and allows researchers to develop fresh perspectives on established 

fields of inquiry or focus on evolving areas of study (Corbin & Strauss, 2015; Glaser & 

Strauss, 1967). Key to the approach is the idea that theory is generated when a systematic 

and inductive process of collecting, coding and analysing data takes place (Glaser & 

Strauss, 1967). The later individual work of both Glaser and Strauss (and Strauss and 

Corbin) took grounded theory in different directions; although it has been argued that 

both remained ontologically post-positivist (Howell, 2013). However, more recently, 

Corbin has moved toward the constructivist perspective, acknowledging that grounded 

theories are based on a collaboration between researchers and research informants which 

aligns further with the work of Charmaz, who is strongly constructivist (Corbin & Strauss, 

2015). Charmaz presents the variants of grounded theory as a “continuum” (2011, p. 137), 

as demonstrated at Table 3.1, which summarises the key elements of the three major 

variants of grounded theory. 
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Table 3.1 
Key Variations of Grounded Theory Methodology 
 
Variant Classic Grounded 

Theory 
Evolved Grounded 
Theory1 

Constructivist 
Grounded Theory 

Key 
Theorist(s) 

Glaser & Strauss 
Glaser  

Strauss & Corbin  
Clarke 

Charmaz 

Epistemology/ 
Ontology  

Post-positivist/ 
Objectivist2 

Post-modernist/ 
Realist3  

Constructivist/ 
Relativist4 

Analytic 
Features 

Coding using coding 
families; 

Theoretical sampling; 
Systematic theory 

generation5 

Coding using specific 
coding paradigms; 

Theoretical sampling6 

 

Gerund based coding; 
Constant comparative 

method; 
Theoretical sampling7 

Coding 
Convention 

Open Coding, 
Selective Coding, 
Theoretical Coding8  

Open Coding,  
Axial Coding,  
Selective Coding9 

Initial Coding,  
Focused Coding 
Theoretical Coding10 

Outcomes Theory is discovered in 
the form of an 
abstracted formal 
theory of a 
conceptual field11 

Theory emerges from the 
data that can vary in 
level of abstraction 
from formal theory to 
analytic description12 

Theory is co-constructed 
around a basic social 
process with emphasis 
on a rich descriptive 
core category13 

Note. 1Mills, 2021; 2Glaser, 2002; 3Charmaz, 2000; 4Charmaz, 2000; 5Glaser, 1978; 6Corbin & 
Strauss, 1990; 7Charmaz, 2014; 8Holton 2007; 9Corbin & Strauss, 1990; 10Charmaz, 2014; 
11Glaser, 1978; 12Strauss, 1987; 13Charmaz, 2014.  

 

Charmaz (2011) situates her practice of grounded theory within a constructivist 

ontology/epistemology. The relativist position of Charmaz’ constructivist grounded 

theory accepts that knowledge is collaboratively created by the researcher, who is an 

active interpreter of data, together with those in the field (Bryant, 2017; Charmaz, 2011). 

Significantly, this development saw a shift in the role of the researcher from being a 

passive translator of a theory that was discovered in, or emerged from, the data to one 

where theory is constructed based on the researcher’s interaction with the data (Bryant, 

2017; Charmaz, 2014). For the purposes of this study, a constructivist grounded theory 

approach was chosen to develop a theoretical explanation of how Australian soldiers are 

educated about military ethics as part of the ARC. The constructivist approach to 

grounded theory encourages the problematisation of issues within the research field, 

allowing multiple perspectives and interpretations of military ethics education to be 

explored in ways that have not previously occurred (Charmaz, 2011).  

 

As previously discussed, there has been very little research in the area of military 

ethics education as it applies to soldier education in the ADF. Grounded theory also 

allows for the flexible use of a wide range of data (including documents, interviews and 
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memos), and, rather than focusing on the origin of the data, emphasises the simultaneous 

collection and thereby the constant comparative analysis strategies employed (Charmaz, 

2014). Grounded theory was therefore considered suitable for this study. The range of 

data sources used will be further discussed later in this chapter. This study aims to 

understand military ethics education of Australian soldiers, reflecting the processual 

nature of education. 

3.2.1 Features of a Constructivist Grounded Theory 
Constructivist grounded theory, like other types of grounded theory have a series 

of underpinning assumptions about the way the research process is characterised, and the 

researcher’s role within it. The constructivist grounded theory research process requires 

the following elements, that will be discussed in more detail in the following sub-sections 

(Charmaz, 2014, pp. 7-8): 

• reflexive position of the researcher (Section 3.3); 

• strategically timed literature review (Section 3.4); 

• theoretical data sampling (Section 3.5); 

• use of the constant comparative method (Section 3.6); 

• data analysis using theoretical coding (Section 3.7); 

• memo-writing (Section 3.8); and 

• development of a core category and basic social process (Section 3.9). 

3.3 Reflexive Position of the Researcher 
Reflexivity is a key consideration of constructivist grounded theory, as encouraging 

reflection on the part of the researcher in terms of how their perspective influences the 

research (Charmaz, 2011). By taking a reflexive attitude the researcher can mitigate their 

own bias and provide a more credible account of the studied phenomenon (Corbin & 

Strauss, 2008; Greenwood, 2017). The researcher practices reflexivity by acknowledging 

the feelings and experiences that come through interacting within the field - with 

informants, their accounts and other data (Corbin & Strauss, 2008). In doing this, the 

researcher must be mindful of (and disclose to the reader) how the research is influenced, 

interpreted and constructed (Corbin & Strauss, 2008; Greenwood, 2017). Also, the 

researcher’s prior knowledge and experience should be acknowledged and accepted that 

it will be drawn upon throughout the research process (Charmaz, 2011; Clarke, 2005; 

Greenwood, 2017). The status of the researcher as either an insider or outsider to the 

setting has implications for the research process and its products. A researcher who is also 
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a member of the community being researched is usually considered as an insider (Sherry, 

2008). The following section considers the reflexive position of the researcher in relation 

to this study. 

3.3.1 Researcher Statement 
I may be considered to be an insider, considering my level of familiarity with the 

organisation and cultural aspects of the Army. However, given that I am not a member of 

ARTC, I am not an intimate insider. While I consider myself as an insider researcher, I 

may not be seen as such by the Army - having not been given access to ARTC personnel 

in my capacity as a researcher. It should also be noted that I do not have any close 

associations with any of the personnel who teach on the ARC.  

 

My background in adult and vocational education is in the area of preparing 

practitioners for entry into their profession and early career development. I came to this 

from the ADF, where my experience as an officer in the Royal Australian Army 

Educational Corps was in the areas of educational and development leadership. Of 

particular interest to me was, and remains, how beginning practitioners develop their 

sense of professionalism, and how they develop their personal ethical code. Professional 

ethics forms an important part of curricula for both soldier and officer induction, and also 

forms a significant part of ongoing career development for military personnel. Therefore, 

I come to this study as researcher, and educator, and military professional. 

 

I moved into the field of adult education as a junior officer and was influenced by 

the work of Knowles, particularly the andragogical notions that adult learners’ life 

experiences can impact on learning and be a valuable resource for learning (Knowles et 

al., 2015). As an adult educator, my dominant paradigm is a constructivist one, in which 

learners and teachers co-create knowledge. These ideas are certainly in keeping with the 

social constructivist educational philosophy that the creation of knowledge is influenced 

by social context and that the learner actively participates in building their personal 

understanding of their social context (Wallace, 2015). I have selected a methodology that 

is consistent with my own worldview, and acknowledges that, as a researcher, I cannot 

stand completely apart from the research. 
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I am an Australian woman of Anglo-European descent who grew up in regional 

New South Wales and attended a coeducational school before studying as a secondary 

teacher at a regional university. I briefly taught in a coeducational rural high school before 

joining the Australian Army in 1991. I worked in a number of establishments across a 

range of domestic locations, including Townsville, Hobart, Wagga Wagga, Albury-

Wodonga, and Sydney. Some of the programs I was involved in included soldier 

promotion courses, train-the-trainer programs, and computer-based learning projects. My 

involvement in military education was as a teacher, curriculum designer, program 

evaluator and manager. During this time (approximately 15 years), I worked with a 

number of specific military professional groups, including NCOs, junior Officers, trade-

specific trainers, flying instructors, and other education officers. After leaving the full-

time Army in 2003, I transferred to the Army Reserve and took up a position as an 

education lecturer in at Charles Sturt University (CSU). In an Army Reserve capacity, I 

have also undertaken project work for Headquarters Forces Command-Army, the 

Defence Learning Branch and for Headquarters ARTC. However, these roles included 

very little direct contact with ARTC personnel involved with the delivery of the ARC, 

and no interaction with recruits. My current Army Reserve appointment is with the 

Defence Reserves and Employer Support Program. 

 

I acknowledge that, as a member of the ADF, I am familiar with the culture of the 

setting, its customs, language, hierarchies, and routines. Some of the bias that I may have 

brought to the study is due to my background as a middle-class, middle-aged, white, 

female; as such, my experiences differ to those of the instructors and recruits of the 

ARTC, who are predominantly young people aged between 20 and 40 years. However, I 

believe that as I have worked within the military setting, my ability to identify with these 

people and their experiences has lessened this bias. As an active Army Reservist, I am 

also aware of the ongoing issues that affect the military organisation and its personnel. It 

is therefore important to acknowledge the current discourses within the ADF and wider 

community around military ethics, particularly the current issues concerning allegations 

of war-crimes. While this study is not about the role of women in the ADF, gender issues 

are difficult to avoid as part of the general discourse; therefore, I must also acknowledge 

my own feminist orientation. 
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3.4 Strategically Timed Literature Review 
A distinguishing characteristic of grounded theory research is its approach to the 

formal reviewing of literature. While many contemporary grounded theorists do not 

discourage undertaking a literature review prior to data collection, they warn against using 

the literature to pre-empt a theoretical stance (Birks & Mills, 2011; Charmaz, 2006; 

Corbin & Strauss, 2008). The grounded theory practice of delaying the complete review 

of literature until after the analysis of data is intended “to avoid importing preconceived 

ideas” into the research that may distort its findings (Charmaz, 2006, p. 166). Birks and 

Mills (2011) advise that a literature review conducted before data collection should be for 

the purpose of orienting the researcher to the field. Initially a literature review was 

conducted as part of the early Higher Degree by Research (HDR) candidature process. 

This helped shape the overarching research question and contributed to the 

methodological decision to use constructivist grounded theory. A later review of the 

literature of the field was compared against the theoretical concepts. This was an 

important way to test the centrality of key concepts and assess the “theoretical adequacy” 

of the theory (Charmaz, 2014, p. 89). 

3.5 Theoretical Data Sampling 
Grounded theory encourages the technique of theoretical sampling because it 

allows the researcher to pursue theories as they emerge (Charmaz, 2014; Corbin & 

Strauss, 2008; Morse, 2007). Theoretical sampling involves the researcher specifically 

targeting data sources to determine the existence and relevance of the categories which 

are found, based on an initial purposive sample (Charmaz, 2006). Because grounded 

theory relies on the simultaneous collection and analysis of data, sampling continues until 

a theoretical explanation can be constructed. This is referred to as ‘saturation’ and is 

reached when gathering more data does not lead to fresh categories and new perspectives. 

This means that the size and make-up of the required data set cannot be exactly pre-

determined, but must continue until a point of theoretical saturation is reached (Charmaz, 

2006; Corbin & Strauss, 2008). While this seems somewhat open-ended, Braun and 

Clarke (2021) argue that practical limitations usually constrain data collection, resulting 

in the ability to build meaning through interpretation of adequate data is somewhat 

subjective and, ultimately, relies on the judgement of the researcher or research team 

(Braun & Clarke, 2021). Charmaz (2006) confirms that saturation is likely to occur at 

relatively low numbers. 
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After initial purposive sampling, theoretical sampling was used to target data that 

provided detail pertaining to the developing grounded theory (Charmaz, 2006; Cohen et 

al., 2011). Initially, data was collected using purposive sampling. The key document that 

made up the purposive sample was the ARCTMP (2014). This document directly 

referenced various pieces of doctrine, that made up the first theoretical sample. Analysis 

of these documents lead to further theoretical sampling which consisted of artefacts such 

as lesson plans and instructor notes as well as teaching resources such as PPT 

presentations and student handouts. The document sample included 88 documents, 

consisting of the ARCTMP, 15 doctrinal publications, 23 lesson plans, 24 PPT 

presentations and 25 other artefacts. 

 

Theoretical sampling was also utilised to identify expert ethics education 

practitioners, both military and non-military, in Australia and from other countries. Ethics 

education from a number of disciplines were identified, such as policing, nursing, and 

paramedicine, as potentially offering useful comparisons. Sixteen people were 

interviewed (out of 46 who were invited to participate). These were from the fields of 

military ethics (7) as well as ethics educators from the fields of education (1), medicine 

and the allied health professions (3), policing (2), veterinary science (1) and applied ethics 

(2). These experts were identified, primarily through the review of published literature, 

and were approached in writing (via email) inviting them to participate in the study. The 

process of sampling continued in a successively more focused manner, as illustrated at 

Table 3.2. 
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Table 3.2 
Sampling by Data Type 
 
Sampling  Documents Interviews 
Purposing 
Sampling 

ARCTMP (2014)  

Theoretical 
Sampling  

LWD 1 The Fundamentals of Land Warfare 
(2008) 

LWD 0-2 Leadership (2013) 
LWD 0-2-2 Character (2005) 
LWP-G 0-2-4 All Corps Junior Commanders 

Aide Memoire (2009) 
LWP-G 7-7-1 All Corps Individual Soldier 

Skills (2009) 
Chief of Army Directive 31/13 Introduction 

of ‘Respect’ as Army’s Fourth Value 
(2013) 

ATI 4-1 Character Training (1999) 
ATI 1-19/13 Codes of Conduct for Instructors 

and Trainees (2013) 
DI(G) PERS 50-1 Equity and Diversity in the 

Australian Defence Force (2001) 
DI(G) PERS 35-3 Management and 

Reporting of Unacceptable Behaviour 
(2014) 

DI(G) PERS 35-4 Management and 
Reporting of Sexual Offences (2009) 

DI(G) PERS 35-5 Defence Multicultural 
Policy (2002) 

DI(G) PERS 35-7 Defence Equity Adviser 
Network Sexual Offences Management 
Guide (2002) 

Professor Michael Skerker  
Doctor Emmanuel Goffi  
Major Sonia Rogers  
Major Craig Gardner  
Doctor Paolo Tripodi 
Doctor Jeff Montrose 
Doctor Shannon French  
Superintendent James Stokes 
Doctor Catherine McCarthy  
Professor Elizabeth Thomson 
Doctor Ann Lazarsfeld-Jensen 
Doctor Joanne Grainger  
Doctor Sarah Pollard-Williams 
Doctor Cate Thomas  
Professor Sue Knight  
Professor John Weckert 

Lesson Plans; Lesson Presentations and 
Artefacts 

Artefacts shared at Interview  
Review of relevant Literature 

 

Birks and Mills (2011, p. 37) emphasise the importance of data management in 

terms of “procedural precision”, and this was particularly important as the project spanned 

a number of years. A research journal was kept, in which I recorded key analytic decisions 

and notes taken at all supervisor meetings. This was particularly important when I needed 

to return to decision points and review processes before moving forward with analysis. 

Memos were written documenting these decisions and often included diagrams and 

tables. Documents were provided in electronic format. Interviews were audio recoded and 

full transcripts were made (Bazeley, 2013). NVivo software was used to collect and 

organise the data and to record the coding and analysis process. 
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3.5.1 Theoretical Sampling 
Theoretical sampling is another fundamental aspect of grounded theory research, 

in which data is sampled based on the developing theoretical concepts (Charmaz, 2014). 

Theoretical sampling starts once tentative categories have developed, and is strategically 

focused on sourcing data that relates to categories in order to define their properties and 

boundaries (Charmaz, 2014). For example, one of the early categories to emerge was 

driving training. One of the objectives for the ARCTMP was to address ADF gender 

equity policies which prompted the initial code describing gender issues in order to define 

the properties of this category. Doctrine that informed the ARCTMP was then sampled 

and coded for its relevance to gender issues. A memo was written in relation to gender 

issues and was subsequently added to at each analysis point. Theoretical sampling 

continued with lesson plans, lesson presentations and lesson artefacts being coded for 

gender issues and the requirements for further theoretical sampling noted. 

 

This led to interviews with two military ethics instructors (Major Sonia Rogers 

and Major Craig Gardner) who were involved with the project ‘Operation HONOUR’ 

(which addressed gender equity and unacceptable behaviour within the Canadian Army). 

Data from these interviews was coded; and detail added to the memo in order to further 

illuminate the significance of this property. Further theoretical sampling led to an 

interview with Professor Elizabeth Thomson, whose 2014 research focused on the impact 

of language used in the ADF (2014a, 2014b). This process is illustrated at Figure 3.2. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



Chapter 3: Grounded Theory Methodology and Method 
 
 
 

 
47 

 

Figure 3.2 
An Example of Theoretical Sampling 
 

 
Note. This diagram illustrates an example of theoretical sampling around the code describing 
gender issues which became significant to the category driving training. 

 

Theoretical sampling is the detective work of analysis which leads to critical 

comparative data. Theoretical sampling does not rely on representativeness, but rather 

emphasises the process of constant comparison. Theoretical coding of this material, and 

its subsequent role in the constant comparative process, assists with analytic depth and 

theoretical generalisability, and will be discussed in Sections 3.6 and 3.7 (Charmaz, 

2014). 

3.5.2 Types of Data 
While grounded theory research commonly focuses on data generated through 

interviewing, Glaser and Strauss (1967, pp. 165, 168) originally intended that documents 

should be treated the same as any other data collected in the field, stating that the views 

of “comparative groups” can be sourced through documentation and “subjected to 

comparative analysis”. They cite a wide variety of documents as possible sources, 

including annual reports, personal or business correspondence, speeches and 

presentations, symposia proceeding and journal articles (Glaser & Strauss, 1967). 
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Charmaz (2006) states that documents can be viewed as discrete data sets that the 

researcher can analyse starting with the content of the text, examining the structure, and 

then the relationship between structure and content. Charmaz advises the researcher to 

ask questions about the context of the text as well as its content and advocates for the use 

of organisational documents, together with other kinds of data, in the generation of 

theoretical concepts, and makes the case for using documents for comparative purposes 

(Charmaz, 2014). 

3.5.2.1 Documents 
While many of the grounded theory texts assume that researchers will be gathering 

data primarily through interviewing or from periods of observation, other sources of data, 

such as documents, are by no means excluded from the methodology, and encourage the 

questioning of extant data using grounded theory techniques (Charmaz, 2014). Indeed, 

Charmaz (2014), Hardman (2013), Corbin and Strauss (2008), and Glaser and Strauss 

(1967) all make strong cases for the use of documents in grounded theory studies. 

Charmaz (2014) offers a number of example questions for the researcher to consider when 

conducting a document analysis, and Table 3.3 lists sample questions used, adapted from 

Charmaz. 

 

Table 3.3 
Sample of Initial Document Analysis Questions 
 
Initial Document Analysis Questions 
• What is the document about? 

o What is the purpose of the document? 
• Who is the author?  

o Who is the intended audience?  
• How was the document produced? 

o How is the document structured?  
o How does structure impact on what is said? 

• How does the document reveal the assumptions of the author(s) and/or the organisation?  
o How does the document represent the established ideas of the organisation? 
o What are the dominant organisational contexts and meanings represented in this 

document?  
o How does the document convey the dominant organisational contexts and meanings? 

• What are the unintended information and meanings conveyed in the document?  
o Who does this impact? 

• How does the document use language?  
o Who is privileged and who is silenced through the use of language? 
o How does language use shape what is said? 

Note. Adapted from Charmaz (2014, pp. 53-54). 
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In the context of this study, government documents, Defence doctrine, curriculum 

and other policy and procedural documents were used. As Glaser (1998, p. 8) stated: “All 

is data”; and should be treated the same as data collected through direct observation or 

the transcript of an interview (Charmaz, 2014; Hardman, 2013). For example, not only 

does military doctrine describe acceptable ethical behaviour, but it also drives it in terms 

of its influence on the curriculum (Prior, 2008). Practice is influenced by texts, and this 

is highly relevant in the ADF research environment, where doctrine, jargon, and codified 

professional language serve to both build cultural relationships as well as exclude non-

members (Prior et al., 2012). In this study, documents provide a key set of data for 

analysis. Documents, specifically doctrine, are particularly significant in the military 

context where they provide an insight into the subjective mindset of the organisation. 

 

The documents referred to within the ARCTMP (2014) are listed at Table 3.4. 

which details the reference for each MLO. However, it should be noted that the key 

doctrine on CD (LWD 0-2-2 Character, 2005) is not referenced by any MLO. It is 

included in the analysis because it is specifically referenced in the CD lesson plans 

documented as Workshop 1 Lessons 1 to 8 and Workshop 2 Lessons 1 to 8. 
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Table 3.4 
Cross Reference between Doctrine and ARCTMP by MLO 
 
Doctrine Module Learning Outcome (MLO) 

Army Recruit Course Training Management Package     
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LWD 1 The Fundamentals of Land Warfare   X X X X X X X X X X X X   
LWD 0-2 Leadership     X X X X X X X X X X X   
LWP-G 0-2-4 All Corps Junior Commanders Aide Memoire    X X X X X X X X X X X   
ATI 4-1 Character Training            X X X   
LWD 0-2-2 Character                X 
DI(G) PERS 50-1 Equity and Diversity in the Australian Defence Force  X               
DI(G) PERS 35-3 Management and Reporting of Unacceptable Behaviour  X               
DI(G) PERS 35-4 Reporting and Management of Sexual Offences  X               
DI(G) PERS 35-5 Defence Multicultural Policy  X               
DI(G) PERS 35-7 Defence Equity Adviser Network Sexual Offences 

Management Guide  X               

CA Directive 31/13 Introduction of ‘Respect’ as Army’s Fourth Value   X            X  
ATI 1-19/13 Codes of Conduct for Instructors and Trainees  X              
LWP-G 7-7-1 All Corps Individual Soldier Skills  X              
Note. ARCTMP (Australian Army, 2014, pp. 507-584). 
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3.5.2.2 Interviews 
The second type of data used in this study was generated from interviews with 

ethics scholars and practitioners, both from Australia and other countries. The emerging 

theory identified the benefits of comparing how military ethics education occurs in other 

countries and then how it occurs in other professions. This phase of the project also 

included analysis of documents and artefacts provided by the interview informants and 

shared during the interviews. These interviews provided insights into perceptions of 

ethics education. This approach allowed for the further analysis of documentation in the 

context of the current dominant practices emerging from Australian and international 

ethics educators. 

 

Within the grounded theory approach, the researcher directs the interview based 

on the evolving theory (Birks & Mills, 2011). Typically, grounded theory interviews are 

intensive, semi-structured and utilise open-ended questions (Charmaz, 2014). Questions 

are formatted and asked in such a way to prompt the sort of categorisation and coding 

that enable theory to emerge (Cohen et al., 2011; Patton, 2002). At the time of developing 

the research proposal, the plan was to interview personnel involved in the teaching of 

military ethics within the ADF, predominantly those involved in the ARC (instructors and 

recruits). As the project evolved, and ethics permission was not able to be obtained, 

theoretical sampling led to other people teaching military ethics being contacted via the 

network of the International Society for Military Ethics (ISME). This was followed by a 

number of discussions with Australian academics involved in teaching professional ethics 

in their own fields. 

 

All the informants were established in their professional areas and had expertise 

in the teaching of ethics as it pertains to their profession. Due to this level of expertise, 

each granted permission to be acknowledged in the study and crediting their contribution. 

To this end, informants’ names appear throughout this thesis, and their valuable 

contributions to this study is acknowledged. Table 3.5 introduces informants and provides 

details of their professional involvement in the teaching of professional ethics. All 

interview informants were provided with an information sheet and a consent form that 

described the research and how the interviews were to be conducted. Interviews took 

place in person or via telephone or Skype. A conversational approach to interviewing was 
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adopted. Audio-recordings of each interview assisted with transcription, and some notes 

were also taken to document initial points for analysis. 

 

Table 3.5 
List of Interview Informants 
 
Name  Position 
Professor Michael Skerker United States Naval Academy, Annapolis USA 

(Academic/Lecturer–Ethics Program) 
Doctor Emmanuel Goffi Centre for Defence & Security Studies, Manitoba, Canada 

Former French Air Force Military Instructor–Ethics Program) 
Major Sonia Rogers  Defence Ethics Programme Canadian Armed Forces  

(Military Instructor–Ethics Program) 
Major Craig Gardner Defence Ethics Programme Canadian Armed Forces 

(Coordinator/Military Instructor–Ethics Program) 
Doctor Paolo Tripodi United States Marine Corps University, Quantico USA 

(Academic/Lecturer–Ethics Program) 
Doctor Jeff Montrose Catholic University of Ingolstadt, Germany (Former United 

States Army Military Instructor–Ethics Program) 
Doctor Shannon French International Centre for Ethics, Case Western University, 

USA (Former United States Naval Academy, 
Academic/Lecturer–Ethics Program) 

Superintendent James Stokes Australian Federal Police (Former Coordinator of Recruit 
Training, Australian Federal Police) 

Doctor Catherine McCarthy  Academic/Lecturer–School of Policing Studies 
(Specialist area Law & Policing) 

Professor Elizabeth Thomson Secretary of Defence Research Fellow 2013-14 
(Specialist area Linguistics) 

Doctor Ann Lazarsfeld-Jensen Academic/Lecturer–School of Nursing, Midwifery & 
Indigenous Health (Specialist area Paramedicine & Bioethics) 

Doctor Joanne Grainger Academic/Lecturer–School of Nursing, Midwifery & 
Indigenous Health (Specialist area Nursing & Bioethics) 

Doctor Sarah Pollard-Williams Academic/Lecturer–School of Animal & Veterinary Sciences 
(Specialist area Animal Welfare & Veterinary Practice) 

Doctor Cate Thomas Academic/Lecturer–School of Humanities & Social Sciences 
(Specialist area Social Work & Human Services) 

Professor Sue Knight Curriculum Developer, Primary Ethics Ltd, Australia.  
(Former Chair of the South Australian Association for 
Philosophy in the Classroom) 

Professor John Weckert Academic/Lecturer–School of Humanities & Social Sciences 
(Specialist area Computer Ethics) 

 
A list of Interview Questions was used to guide the initial interviews. Questions 

were tailored as the interview process progressed in keeping with the principles of 

theoretical sampling. The questions that were asked during interviews were guided by the 

experiences and expertise of each participant and their specific role in relation to ethics 

education Charmaz (2006). Early interview questions are listed at Table 3.6; while a more 

extensive sample is included at Appendix B. 
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Table 3.6 
Initial Interview Questions 
 
Interview Questions 

• What program are your involved with?  
• What is your role? 
• How does the program prepare personnel for their employment in the military?  
• What policy approaches guide the curriculum?  
• What is the philosophical approach of the program?  
• How is the curriculum expressed in terms of knowledge, skills, and attitudes? 
• How does the curriculum situate the learners?  
• What prior knowledge and values are assumed? 
• What are the key features of the program?  
• What teaching and learning strategies are utilised?  
• How are the concepts and outcomes of the program facilitated? 
• How is assessment conducted?  
• How are the outcomes evaluated?  
• In what ways does your organisation support ethics education? 
• How does the broader ethics education field inform your program? 

Note. Adapted from Charmaz (2014, pp. 66-67).  
 

These questions were sufficiently broad to initiate discussion and generate data in 

the form of interview transcripts and memos. Further questions were developed (both in 

terms of the later interviews and rereading of documents) as the constant comparative 

process continued, with specific lines of questioning aimed at advancing theory 

development. 

3.6 Use of the Constant Comparative Method 
A central tenet of grounded theory is the use of the constant comparative method 

of analysis to develop abstracted and theoretical concepts (Charmaz, 2014). This involves 

the ongoing examination of coded data in relation to other coded data, coded data in 

relation to categories, categorises in relation to other categories, and the comparison of 

data with overarching concepts as they emerge (Charmaz, 2006; Charmaz & Mitchell, 

2007; Corbin & Strauss, 2008). Through the process of comparing a range of data (across 

settings, situations, times, etc) and by using a range of data types, a rich description of the 

military ethics education field emerged.  As codes were compared and grouped, concepts 

became increasingly more abstract and categories formed, allowing the properties and 

dimensions of categories to emerge (Charmaz, 2014). 
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The research process commenced with the initial purposive sampling of the 

ARCTMP document. Following the analysis of this document, a succession of theoretical 

sampling and data analysis took place. This is illustrated in Figure 3.3. 

 
Figure 3.3 
Overview of the Research Process 
 

 

 
Note. This diagram illustrates the key stages of the research project, with emphasis 
on theoretical sampling and concurrent data collection and analysis. Adapted from 
Sbaraini et al. (2011, p. 4). 

 

The constant comparative method was used at each sampling and analysis stage 

to compare new codes to existing codes and comparing codes to developing categories. 

As analysis proceeded, codes and categories became successively more abstract and 

theoretical in nature. This also allowed the properties and dimensions of the categories to 

emerge. As key concepts developed toward the grounded theory, including the 

development of the core category and basic social process, further theoretical sampling 

was conducted. 
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The constant comparative method relies on the concurrent collection and analysis 

of data. By simultaneously undertaking data collection and analysis, the researcher is able 

to quickly bring into focus the research question and to narrow in on detail, without losing 

sight of the broader picture (Charmaz, 2006). In grounded theory, data collection requires 

specific consideration in terms of sampling techniques, the types of data sourced, and data 

management, as discussed in Section 3.5. Data analysis involves initial, focused and 

theoretical coding activities using the constant comparative method. 

3.7 Data Analysis Using Theoretical Coding 
Initial coding involves naming data in a way that allows for further questioning, 

and, unlike quantitative and other qualitative methods, coding in grounded theory is not 

based on predetermined categories or codes (Charmaz, 2014; Corbin & Strauss, 2008). 

Charmaz recommends using broad descriptive gerunds to name each piece of text, and 

advises “line-by-line coding” as a strategy to focus on each meaningful “segment” of 

information (2011, pp. 165, 174). Gerunds, usually verbs or verbal phrases, are used to 

capture the actions and processes expressed in the data, and allow codes to emerge from 

the data during initial coding and as the constant comparative process continues 

(Charmaz, 2014). This then allows the direction of the research to develop and leads, in 

turn, to finding more data (Charmaz, 2006). Coding continues based on emerging areas 

of interest, and collection of data continues using theoretical sampling techniques, 

reflecting the directions suggested by earlier analysis. Initial coding of new data takes 

place throughout, using broad descriptive gerunds, and enhances existing and new codes 

and categories (Charmaz, 2014). 

 

A line-by-line coding approach was used in initial coding of all data (Charmaz, 

2014) and it was particularly helpful when coding doctrine, as it allowed the separate of 

concepts that had been linked by the construction of complex sentences/passages in the 

data and include footnotes and illustrations in the coding process. For example, the 

following passage from LWD 0-2-2 Character, while being a single sentence, refers to a 

number of concepts, including the effectiveness of commanders, the physical 

requirements of soldiers in combat, the decision-making process of commanders, the 

qualities of being a soldier, and the qualities required to endure combat: 

The effective commanders will seek to give their soldiers sufficient 
rest and relief from hardship when and where possible; however, the 
soldier needs to draw on the qualities of hardiness, determination and 
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resourcefulness to endure the privations of combat (Australian 
Army, 2005, p. 23 Chapter 2). 

 
Grouping codes was a subsequent step in the initial coding process and occurred 

where codes were grouped, and initial codes were assigned (Charmaz, 2014). This 

allowed the identification of concepts that were then compared to other codes, and this 

led to the emergence of early categories (Bazeley, 2013; Charmaz, 2014). An example of 

the initial coding process is at Table 3.7. 
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Table 3.7 
Example of the Initial Coding Process 
 
Data Line-by-line Coding Initial Codes 
Hardiness1 
 
51. Soldiers on the battlefield will often experience fatigue and discomfort. 
The effective commanders will seek to give their soldiers sufficient rest 
and relief from hardship when and where possible; however, the soldier 
needs to draw on the qualities of hardiness, determination and 
resourcefulness to endure the privations of combat. An unselfish and 
caring attitude to other members of the team helps to ease the burden and 
maintain morale. LT Reginald Saunders 2nd/7th Battalion30 (Figure 2–7) 
displayed hardiness and determination after the Allied defeat in Crete. 
Saunders escaped and lived on the run for 11 months, concealing himself 
in caves and searching for food at night. He wore the same set of clothes 
from 30 June 1941 until his escape from the island on 7 May 1942. 
 

30LT Reginald Saunders was the first Aboriginal to obtain a commission   
in the Australian Army.  

the value of hardiness  
 
experiencing the battlefield; experiencing fatigue and discomfort 
being an effective commander; allowing rest; 
providing relief from hardship; being a soldier; 
describing soldiers’ qualities; being hardy, being determined; 
being resourceful; being able to endure; being unselfish; 
being caring of team; easing burden of combat; 
maintaining morale; being an example of hardiness (Saunders); 
displaying hardiness; displaying determination; 
escaping/living on the run; concealing himself; 
living in caves; searching for food; wearing same clothes; 
escaping after over a year; 
 
being first Indigenous commissioned officer; being Indigenous; 

describing values 
 
 
 
describing soldier 

requirements  
 
 
using historical 

examples 
 
 
 
 
being Indigenous 

Note. 1LWD 0-2-2 Character (Australian Army, 2005, p. 23 Chapter 2). 
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Focused coding followed initial coding, and was based on the emerging areas of 

interest as the collection of data continued using the technique of theoretical sampling 

(Charmaz, 2014). While initial coding of new data continued, a second sweep of all the 

data was conducted in a more focused manner, further grouping and comparing codes to 

generate tentative categories. The overall investigation was further focused on areas of 

interest based on the research question(s), codes and emerging categories were also 

assessed for their “adequacy” against the raw data by checking that the meaning of codes 

was maintained and that the category was sufficiently descriptive of all the codes 

contained in it. Memoing about key insights and concepts continued, becoming more 

focused on the comparison of codes to other codes, codes to tentative categories, and 

codes and categories back to the data itself (Charmaz, 2014). These groupings of codes 

were essential in describing the characteristics of the emerging categories, and later 

informed their properties. A number of initial codes were compared and grouped together 

to form focused codes. These were later compared and grouped as the tentative categories 

took shape. 

 

The third level of coding, theoretical coding, is an interpretive activity critical to 

the generation of a grounded theory (Charmaz, 2014). The theoretical coding process 

focuses on the analysis of categories and developing explanatory concepts. Theoretical 

sampling is critical to this is process, as it allows the researcher to gather data that can 

inform these explanatory concepts (Charmaz, 2014). Theoretical coding refers to the 

analytic process whereby concepts are developed and tested against the data to explain 

the properties and dimensions of the categories (Charmaz, 2014). Theoretical coding was 

used to explain why, and how, codes are related and allowed for theoretical concepts to 

develop around the emerging categories (Charmaz, 2014). Theoretical coding also 

involved the reorganisation of codes into groups and then into categories. 

 

Theoretical coding was used to develop and refine the coding categories. New 

data continued to be added to the data set using theoretical sampling strategies and 

techniques (Charmaz, 2011). Having identified category properties, these were tested 

using theoretical sampling that included reviewing original data as well as gathering new 

data (Charmaz, 2014). Theoretical coding and memoing continued in order to test the 

trustworthiness and theoretical credibility of the constructed categories (Charmaz, 2014). 

In this stage of analysis, categories were explored in order to construct theoretical 
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concepts. Initial codes were represented using descriptive gerunds, whereas focused 

codes became more conceptual and led to the formation of categories. For example, the 

category shaping behaviour initially contained codes grouped as humanising soldiers and 

testing character (see Table 3.8). While the initial codes were specific to the field of 

study, the focused code and tentative category demonstrate increasing theoretical 

conceptualisation or abstraction. (The focused codes were later grouped together as 

humanising soldiers as part of the category shaping behaviour that formed the third phase 

of the basic social process). This “bottom-up approach” allows for concepts, grounded in 

the data, to be generalised and theorised in a manner that leads to formal theory (Charmaz, 

2014). 

 

Table 3.8 
Example of the Theoretical Coding Process 
 
Initial Codes Focused Code Tentative Category 
being aware of own weaknesses humanising soldiers shaping behaviour 
by-stander and group influences 
emotional reactions 
engaging in unethical behaviour 
group behaviour 
individual responsibility 
participants personal experiences 
humanising soldiers 
challenging ethical choices testing character 
opening their minds 
testing your own character 
challenging for soldiers and NCOs 
personal conflict 
professional ethical challenges 
questioning the justification for conflict 
being self-critical of ethical views 
recognising problems 
 

Through the process of theoretical coding, four categories emerged, these being: 

driving training, engaging learners, shaping behaviour, and understanding values. 

Theoretical coding enabled the relationships between these categories to be explained. 

This eventually progressed into developing the basic social process with one category 

emerging as being central and then elevated to the core category (this is discussed at 

Section 3.9). The overall process of analysis was an iterative one, in which different types 

of coding occurred, leading to the development of theoretical concepts and the generation 

of a grounded theory (Charmaz, 2014), as summarised in Table 3.9. 
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Table 3.9 
Types of Analysis used for Theory Development 
 
Types of Analysis Data Source/Type Data Analysis  Theory Development  
Initial Coding  
using broad, 
descriptive gerunds 
 

Doctrine, Curriculum 
Teaching and learning 

artefacts 
Interviews with 

international 
military ethics 
educators 

Interviews with 
Australian non-
military ethics 
educators 

Artefacts shared at 
interview 

Generating of data, 
initially using 
purposive sampling 
and then theoretical 
sampling 

Memoing and noting 
of emerging areas 
of interest in 
relation to the 
proposed research 
question(s) based 
on comparison of 
initial codes 

Wide review of raw 
data using initial 
coding  

Focused Coding 
based on emerging 
areas of interest 
 

Doctrine, Curriculum 
Teaching and learning 

artefacts 
Interviews with 

international 
military ethics 
educators 

Interviews with 
Australian non-
military ethics 
educators 

Artefacts shared at 
interview 

Generating of data 
using theoretical 
sampling 

Open coding of new 
data 

Focused coding to 
generate initial 
propositions about 
processes 

Memoing and 
development of 
tentative categories 

Comparison of codes 
to other codes and 
codes to tentative 
categories 

Investigation further 
focused on emerging 
areas of interest 

Assessment of codes 
and emerging 
categories for 
precision against raw 
data 

Theoretical Coding 
to develop and refine 
categories 
 

Doctrine, Curriculum 
Teaching and learning 

artefacts 
Interviews with 

international 
military ethics 
educators 

Interviews with 
Australian non-
military ethics 
educators 

Artefacts shared at 
interview 

Generation of data 
using theoretical 
sampling 
Development and 
refinement of 
categories 
Theoretical coding and 
memoing 

Assessment of 
emerging categories 
for theoretical 
plausibility 

 

Generation of 
Theoretical Concepts 
leading to generation 
of grounded theory 

Relevant Literature Review of the 
literature of the field 
against which 
theoretical concepts 
were compared/tested 

Defining centrality of 
key concepts 

Assessment of 
theoretical adequacy 
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As the constant comparative process continued, new codes were named, codes 

were grouped into categories, and new categories developed. Increasingly detailed 

explanations were possible as the coding process developed from the initial and focused 

stages to the theoretical stage. 

3.7.1 Theoretical Saturation and Theoretical Sensitivity 
Theoretical saturation occurs when new data does not add new detail to categories 

or suggest significant new codes; this prompts the end of theoretical sampling (Charmaz, 

2014). Saturation can be determined when categories are meaningfully explained in terms 

of properties and dimensions, demonstrating how differing conditions affect the category, 

and how each category relates to the core category and to other categories (Corbin & 

Strauss, 2015). Theoretical sampling means that decisions about the size or characteristics 

of the sample cannot be planned ahead of time. (Charmaz, 2014). Although the theoretical 

concepts developed after sampling international military personnel were not able to be 

compared with the experiences of ADF personnel, alternative validation and re-

examination of existing data provided new information, it was considered that saturation 

had been reached and data collection ceased (Corbin & Strauss, 2015). This is further 

discussed in Sections 3.10 and 3.11. 

 

Theoretical sensitivity challenges the researcher to maintain an openness towards 

the data and the theoretical concepts that emerge through analysis, rather than viewing it 

through a certain predetermined theory (Glaser & Strauss, 1967). Theoretical sensitivity 

is built via the constant comparative method of repeatedly reviewing and comparing the 

data, and by pursuing new ideas and concepts through memo-writing (Charmaz, 2014). 

Theoretical sensitivity is also enhanced through the constant comparative process of 

comparing codes, categories and theoretical concepts (Charmaz, 2014). Further to this, 

theoretical sensitivity acknowledges the interpretive role of the researcher in the analysis 

process (Corbin & Strauss, 2015). 

3.8 Memo-writing 
Memo-writing is another technique used in grounded theory research to record 

ideas and observations in the field and during the process of data analysis (Glaser & 

Strauss, 1967). Charmaz (2006) asserts that memo-writing creates a crucial procedural 

link the data and the grounded theory, as it initiates the analysis of data and codes. Memos 

are also used to identify and record the connections and comparisons between the data 



Chapter 3: Grounded Theory Methodology and Method 
 
 
 

 
62 

 

during its analysis (Charmaz, 2006). In this way, memos became data in their own right 

and added to the rich description of the studied phenomenon. Memos were written at the 

time of reading each document and following each interview in order to capture 

contextual information and record early impressions. An example of a memo written after 

the initial reading of a piece of doctrine is included at Figure 3.4.  

 

Figure 3.4 
Example of an Early Memo (excerpt) 

 
20 Feb 15: LWD 0-2-2 Character (2005) 
No individual author is identified. Produced by Doctrine Wing, Land Warfare Development 

Centre and issued by Training Command-Army for Chief of Army on 30 Sep 2005. 
Audience identified as being “all ranks…particularly recruits” (Preface p. 7). 

The stated aim is to “guide the development of appropriate character…in accordance with the 
ethos, values and standards” (Preface p. 7).  

The preamble asserts the assumption that the military is inherently interested in the character 
of its personnel, particularly in relation to the impacts that the stress of war on combatants 
and the responsibility of the use of lethal force against an enemy.  

Ch 1 (21 pages) focuses on why character is important in terms of generating ‘fighting power’. 
Ch 2 (32 pages) describes character in relation to the combat environment. Ch 3 (15 pages) 
describes the requirements of personnel outside of the combat environment and includes 
the codes of conduct for instructors and trainees. Ch 4 (18 pages) describes a model of 
character development and includes a short section on the teaching of ethics. 

The document reveals the assumption that soldiers of ‘good’ character are effective 
combatants and that the Australian approach to warfare is inherently ethical because of 
this. The document privileges a Christian belief system (see ‘The Soldiers Prayer’ (p. 1_7)). 
While acknowledging the diversity of Australian society, non-Christian beliefs are not 
recognised/addressed. The document privileges historical examples and the ANZAC 
tradition and privileges the make voice. The example of Saunders (p. 2_23) also highlights 
that Indigenous Australian and those of other minority groups are largely missing from the 
narrative. 

Note. This is an example of an early memo that was made at the time of the first reading of the 
document LWD 0-2-2 Character (Australian Army, 2005). 

 

Memo writing was also used to synthesise and summarise codes and categories and 

to record ideas about how they inter-related (Charmaz, 2006; Corbin & Strauss, 2008). 

Whilst acknowledging that memos are inherently interpretative, being a researcher with 

a military background enhanced theoretical sensitivity (Corbin & Strauss, 2008). Early 

memos were used to collate data around codes and emerging categories. As shown in an 

early memo at Figure 3.5, the initial code humanising soldiers was a concept that arose 

during several early interviews. This later became a property of the category shaping 

behaviour. 
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Figure 3.5 
Example of a Memo around an Emerging Category (excerpt) 
 
Humanising Soldiers 

Instructors saw the advantage of tapping into learner’s personal experiences as a strategy to 
make discussion relevant and realistic. In this sense, weaknesses were related to potentially 
ethically inconsistent decisions or poor ethical decision-making strategies, both in 
operational and non-operational contexts. Informants felt that providing learners with 
opportunities to question their assumptions was a crucial aspect of training, often speaking 
about prompting learners to become more open minded and empathetic, as they felt that 
this was important in humanising soldiers (Gardner). 

Other initiatives were aimed at redressing general unacceptable behaviour, such as the 
Canadian program ‘Operation HONOUR’ which introduced content on sexual misconduct 
into the ethics program. One instructor shared his initial scepticism, as well as explained 
how adding this content made the overall program more focused on ethical behaviour. A 
key part of discussion centred on individual’s responses to challenging operational 
experiences (eg: a learner speaking about the need to over-ride his initial emotional 
reaction in order to maintain effective battlefield leadership) (Gardner). 

Not only was the program seen as an effective way to engage with learners, but it allowed 
learners to explore their own ‘weaknesses’ (Tripodi). 

Leadership is often seen as a focus for training, particularly where a failure of leadership led 
to inappropriate or illegal action.  Informants cited examples where specific problems were 
redressed using ethics training as a forum to do this. This included the US Army response 
to Abu Ghraib (Montrose). 

By ‘humanising’ issues, learners were encouraged to see where they may be vulnerable to 
acting inappropriately and succumbing to by-stander pressure or groupthink (Goffi). 

Note. This early memo was used to collate the concepts around the code humanising soldiers 
following Interviews 1 to 6. 

 

The memo writing process also assisted with keeping track of different concepts 

as they arose and assisted when developing interview questions. Later memos, while still 

being used to record the comparative process, became more abstract and included analysis 

of relevant literature, as with the example at Figure 3.6. 
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Figure 3.6 
Example of a Later Memo (excerpt) 
 
Memo – ‘Capability’ as an Analytic Lens 

The ‘strategic corporal’ acknowledges that JNCO and soldiers are working in complex 
operational environments, in small, relatively autonomous groups. In both an operational and 
domestic context, soldiers are increasingly being made responsible and accountable for their 
individual actions and decisions. This takes place within an environment of increased 
community and media scrutiny. Krulak (1999, p.4) argues that “integrity, courage, initiative, 
decisiveness, mental agility, and personal accountability” as required character traits – how 
do these compare to Army values - courage, initiative, respect, teamwork? Morrison (2014) 
uses ‘strategic soldier’ referring to the capability that is expected of soldiers - this can/should 
be thought of as the graduate attributes of recruit training. Morrison’s interpretation of the 
strategic soldier goes beyond combat-readiness, arguing that the Army needs to integrate and 
embrace all aspects of the wider community to attract and retain capable personnel. Therefore, 
there are two different lenses to look at the training through:1. organisational change 
imperative and 2. operational capability of the strategic corporal/soldier.  

Note. This memo demonstrates the way literature was used to provide analytical perspectives 
later in the process of developing the grounded theory. 

 

Diagrams were also extensively used as memos. Initially, diagrams were created 

to illustrate the research context and process. Several of these diagrams were referenced 

and amended as the research progressed and served to chart the grounded theory process 

(see Figures 3.2 and 3.3). The example in Figure 3.7 is of an early diagram developed to 

show the overlapping professional contexts being considered in terms of the reflexive 

approach. 
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Figure 3.7 
Example of an Early Diagram 
 

 

 
Note. This early diagram illustrates the professional context that was 
considered in terms of the reflexive approach to the study.   

 

As the data collection and analysis process progressed, diagrams were also useful 

in visually representing how codes and categories related to each other. This analysis 

through memoing identified the foundation of a basic social process, as depicted in Figure 

3.8. This will be further discussed in Section 3.9. 
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Figure 3.8 
Example of a Later Diagram 
 

 
Note. This diagram was developed to map the relationships between categories that led to the 
development of the basic social process. 
 

Memos also took the form of tables, that were used to collate information prior 

to, and during, the coding process, including the example at Table 3.8. Given the 

complexity of the ARCTMP, its referenced doctrine and accompanying artefacts, a 

detailed table was also developed to assist with early analysis. This is included at 

Appendix C, and details the analysis process of the relevant modules of the ARCTMP 

and its related materials. Memoing was an important aspect of data analysis which led to 

the development and refinement of the core category and basic social process. 

3.9 Core Category and Basic Social Process 
A process can be defined as a sequence of linked events, the interpretation of 

which is central to grounded theory research, and demonstrated through the development 

and comparison of categories and sub-categories that emerge from the data (Birks & 

Mills, 2011; Charmaz, 2014). Initial coding using gerunds helped to identify action and 

convey process, and thereby assisted with conceptualising the relationships between 

analytic events (Charmaz, 2014). The ARC is inherently an educative process: this 

emerged with a start-point based on drivers and other inputs, followed by the teaching 

and learning experience and an end-point measured by achievements and outcomes. 
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Within the ARC environment, this process was understood using these three simple 

phases, but was expressed via four categories. These being driving training (the start-

point); engaging learners (the teaching and learning events); shaping behaviour (the end-

point/outcomes); and the core category of understanding values. 

 

The categories making up the basic social process interact with each other and the 

core category. The core category being the key concept that links the other categories, 

that, while not being a discrete phase of the social process, embodies the primary theme 

of the study (Birks & Mills, 2011; Corbin & Strauss, 2015). It was through theoretical 

coding that the core category understanding values was identified as being significant 

across all other categories/phases of the basic social process; hence it being elevated to 

the position of core category. Each category (these being the three phases of the basic 

social process and the core category) are described in terms of their properties or main 

characteristics (Birks & Mills, 2011). The properties are also further described in terms 

of their dimensions, or the range of variability seen across the property (Birks & Mills, 

2011; Corbin & Strauss, 2015). This is further explored in Chapters 4 and 5 as part of the 

overall development of the grounded theory. 

3.9.1 Development of a Grounded Theory 
Together with the categories of the basic social process, the core category is 

essential in shaping the grounded theory (Corbin & Strauss, 2015). In order to do this 

effectively, the core category must be representative of the data and provide links between 

the other categories, while being “sufficiently abstract” to be theorisable (Corbin & 

Strauss, 2015, pp. 188-189). In this study, the core category was identified as 

understanding values, and will be explored in detail in Chapter 4. Constant comparative 

analysis is essential in developing “middle-range” theory that is either formal or 

substantive in nature (Glaser & Strauss, 1967, p. 32). A substantive theory is “a theoretical 

interpretation or explanation of a delimited problem in a particular area” (Charmaz, 2014, 

p. 344). This study aimed to develop a substantive theory on the military ethics education 

of soldiers, and while the focus is on the Australian Army experience, it also draws upon 

experiences of other groups for comparative analysis. 

3.10 Ethical Considerations 
A number of ethical considerations were taken into account in conducting this 

research, which was conducted with the approval of Charles Sturt University (see 
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Appendix A). Throughout the research, care was taken to separate the roles of researcher 

and Army Reservist. For this reason, support from the highest level of Army education 

was secured prior to the initial investigation commencing, specifically in relation to 

access and use of Army documents and artefacts (see Appendix D). 

 

Informed consent and matters of participant privacy and confidentiality were 

considered in terms of the ethical frameworks, guidelines and codes of practice that bound 

the research project (Cohen et al., 2011). Ethics approval was granted by the Charles Sturt 

University Ethics Human Research Committee as part of the Candidature commencement 

process. Information about the research project was provided to all informants as well as 

an Informed Consent form (see Appendix E). The Informed Consent form provided 

informants with the option to either remain anonymous or to be credited for their 

contribution. As the informants were experts in their field, it was anticipated that many 

of them would like to be identified and acknowledged – an invitation that they all 

accepted. 

 

Informants were identified via several avenues including academic networks 

(predominantly the International Society for Military Ethics), through their public 

professional teaching and publication profile at Charles Sturt University and other 

institutions. Potential interview informants were sent a letter of introduction/invitation to 

participate prior to receiving a phone call or email. Prior to each interview, informed 

written consent was obtained. Informants were also given an opportunity to ask any 

questions in relation to the project or specifically to their interview at any time prior to, 

during or after their interview. Some personal information was collected from informants, 

including details of their professional context, personal perceptions and opinions, 

narratives about personal experiences of learning and workplace examples. Several 

informants also shared artefacts and spoke to these during their interview. All informants 

agreed to their interview being audio recorded for transcription purposes. 

3.10.1 Limitations 
Originally, the research intention was to use interviews and observations to generate 

data (Charmaz, 2014). Unfortunately, the key voices, those of the recruits and instructors, 

could not be included as ethical clearance was not granted by the Australian Defence 

Human Research Committee, and this approval is a requirement for conducting research 
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involving ADF personnel. While informants external to the ADF were involved, insight 

into teaching and learning activities was only able through analysis of documentation. 

Hence, the initial research design was changed to interrogate key documents in depth as 

de facto informants, as it was not possible for ADF personnel to participate. This was 

considered to be appropriate due to the ‘directive’ nature of the military education and 

the fact that the ARC is only delivered at the ARTC. 

3.11 Evaluation of the Study 
Charmaz suggests four criteria for evaluation; these being ‘credibility’, 

‘originality’, ‘resonance’ and ‘usefulness’ (2014, pp. 337-338). Evaluation is an 

important aspect of any research which is why credibility and originality are of such 

significance, but in grounded theory resonance and usefulness are also significant in order 

to provide a substantive link between theory and practice (Charmaz, 2014). Resonance is 

important to the methodological approach whereby the theory is itself grounded in the 

data (Charmaz, 2014). Usefulness comes from the co-construction of the theory with the 

participants (including the documents) in a manner that will provide them with further 

insight into what they do and how they do it thereby identifying what is working well and 

what can be improved (Charmaz, 2014). Disseminating the findings from this research 

may therefore be useful to the military in considering ethics within their context. 

 

Credibility is demonstrated both in terms of the quality of data and the systematic 

process of analysis it enables (Charmaz, 2014). The breadth and depth of data generated 

reflects the researcher’s deep familiarity and theoretical sensitivity within the setting; 

while the sufficiency of data allows for insightful comparison of categories and their 

properties and conditions (Charmaz, 2014). This was achieved through broad sampling 

of data (based both on a large number of documents and interviews with a wide-ranging 

group of experts) allowing for deep analysis and theorising via the constant comparative 

method. The lengthy phase of theoretical sampling and coding is reflected in the extensive 

use of illustrative quotes in the findings/analysis chapters that follow. 

 

Originality refers to the uniqueness of the theorising while demonstrating that it 

is conceptually based in the data (Charmaz, 2014). As discussed in Chapter 1, there has 

been little research into Australian military ethics education and none in relation to Army 

recruit education. This study not only compares the ARC to other military ethics 
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education programs but also contextualises it within the broader field of ethics education. 

As well as attempting to understand how military ethics education of soldiers takes place 

in the Australian Army, analysis sought both to clarify the issues impacting the setting 

and compare them with issues in other settings. This was achieved through the extensive 

analysis of Army documents and through intensive interviewing. In particular, the 

interviewing of ethics educators from a variety of fields provided original insight into 

how ethics education can be reformed in the ADF. 

 

Resonance implies a faithfulness in relation to how the grounded theory depicts 

the data and the setting. Resonance requires that findings make sense within the context 

of the setting, while providing “deeper insights” into it (Charmaz, 2014, p. 338). Careful 

coding and categorising, paying particular attention to in-vivo codes as a way of 

remaining true to the data and increasing the resonance of the study, helped to attain 

resonance (Charmaz, 2014). Interviewing military personnel from other areas, not only 

provided their insight into military ethics education but also provided the opportunity to 

validate their resonance with the emerging theoretical concepts. 

 

Charmaz’ fourth criteria, usefulness, relates to the grounded theory’s ability to 

interpret and explain the social processes and issues in the setting, indicating how these 

may apply more broadly or across other settings (2014). Recommendations of this study, 

as presented in the final chapter, can be applied in the ARC and result in improved 

practices across the ADF and the broader field of military ethics education. The grounded 

theory and recommendations will be explored in later chapters. The four criteria reflect 

the trustworthiness of the emergent grounded theory and its relevance to practice in 

military ethics education. 

3.12 Chapter 3 Summary 
The aim of this research was to understand how the Australian Army approaches 

military ethics education for soldiers. The purpose of this chapter was to present the 

methodology of this study and outline the approaches used in developing a grounded 

theory. The chapter introduced the key features of constructivist grounded theory in 

addition to declaring the philosophical assumptions underpinning the study. The next 

three chapters elaborate on this and present the findings in terms of the core category 
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(Chapter 4), the basic social process (Chapter 5), and the substantive grounded theory 

(Chapter 6). 
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Chapter 4 

Findings: The Core Category 

Chapter 3 discussed the constructivist grounded theory methodology and my 

method in its application. In this chapter the core category, the main overarching concept, 

will be introduced before presenting the basic social process in Chapter 5. In answering 

the research question, the core category of understanding values emerged as being 

significant and impacted across all phases of the basic social process. 

4.1 Understanding Values 
The core category is represented by the properties exploring values and employing 

professional codes. These are bound by the dimension of understanding values that 

ranges from a shared understanding of values to an unshared understanding of values 

(see Table 4.1). 

 
Table 4.1 
The Core Category of Understanding Values 
 

Core Category: understanding values 

Properties: exploring values 
employing professional codes 

Dimensions: 
shared 

understanding 
of values 

unshared 
understanding 

of values 
 

4.1.1 Exploring Values 
The first property of the core category is exploring values. This property is used 

to understand the espoused values of the Army, and how these values impact ethics 

education. Values are defined in several places throughout the doctrine as presented in 

Table 4.2. 
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Table 4.2 
Definitions of the Term ‘Values’ 
 
Definitions of the Term ‘Values’ 
LWD 0-2 Leadership: Values are basic (personal or organisational) convictions that a specific 
behaviour or end-state is personally or socially preferred to some alternate behaviour or end-
state (Australian Army, 2013b, p. xxx Glossary). 
LWD 0-2 Leadership: Values can range from universal mores that apply in all situations to 
more specific values that reflect the operational function of the team (Australian Army, 2013b, 
p. 5 Chapter 8). 
LWD 0-2-2 Character: Values, in the broadest sense, identify what an individual or 
organisation deems important. Although values may relate to ethics or morality, they are not 
limited to matters of an ethical or moral nature. Values guide behaviour and help people make 
decisions (Australian Army, 2005, p. 20 Chapter 1). 

 

In terms of how values are developed, the Army claims that it “promotes 

traditional values that have evolved from its history and been proven in combat” and that 

these values are “powerful determinants of individual attitudes and behaviours that form 

the building blocks for leadership and influence” (Australian Army, 2013b, p. 2 Chapter 

3). While the Army lists four values as its Core Values, there are many others described 

throughout the doctrine and the ARCTMP. These describe characteristics or traits that a 

soldier should ideally possess. Many of these values are not well defined in doctrine and 

description often relies on examples drawn from history as a way of illustration. This then 

seems to require individuals to make their own interpretation about how to apply the 

value. 

 

There are a number of different lists of values across the doctrine, as illustrated in 

Table 4.3. All these values are listed and discussed in different parts of doctrine, under 

the headings “Army’s Values” (Australian Army, 2008, p. 3; 2013a, p. 1), “Army’s 

Ethos” (Australian Army, 2005, p. 19 Chapter 1), “The Soldier of the 21st Century” 

(Australian Army, 2005, pp. 6-7 Chapter 1), and “Character in Combat” (Australian 

Army, 2005, p. 8 Chapter 2). These lists of values provide content for both the ARC 

Weekly Theme lessons and for the CD lessons, with a focus on the values of courage, 

initiative, respect and teamwork as the recognised four core Values of the Army. The 

definitions used in doctrine to describe values are similar throughout. The table at 

Appendix F provides a number of definitions as used in doctrine and the ARC lesson 
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plans.9 Values are described as relating both to individuals and organisations being 

located in terms of behaviours, beliefs, morality and ethics. These key words and phrases 

within the definitions in turn require some common or agreed understanding in order to 

provide the term with its meaning. 

 

Table 4.3 
List of Values in Doctrine 
 
Army Values1&2 Army Ethos3 Soldier of the 21st Century4 Character in Combat5 
Courage 
Initiative 
Respect 
Teamwork 

Service 
Discipline 
Respect 
Professionalism 
Sacrifice 
Courage  
Independence 
Mateship 
Loyalty 
Teamwork 
Initiative 
Fairness 
Integrity 
Esprit de Corps 

Expert in Close Combat 
Leader[ship] 
Physically Tough 
Mentally Prepared 
Committed to Continuous 
Learning & Self Development 
Courageous 
Takes the Initiative 
Works for the Team 
Compassion 

Belief in Cause 
Control of Fear 
Courage 
Mateship & Teamwork 
Steadfastness 
Loyalty 
Good Humour 
Hardiness 
Initiative 
Compassion 
Restraint 

 High Ethical Standards 
Mental & Physical Toughness 

  

Note.1Australian Army, 2008, p. 3;2Australian Army, 2013, p. 1; 3Australian Army, 2005, p. 19 
Chapter 1; 4Australian Army, 2005, pp. 6-7 Chapter 1; 5Australian Army, 2005, pp 8-31 Chapter 2.  

 

For example, LWD 0-2-2 Character states that “values…identify what an 

individual or organisation deems important” (Australian Army, 2005, p. 20 Chapter 1). 

However, this simple statement requires the reader to have an understanding of how 

values differ from other concepts which might be seen as “important” – for example, an 

individual may identify wealth as being personally important or the Army may identify 

superior firepower to be organisationally important, yet neither would be considered as 

personal or organisational values (Australian Army, 2005, p. 20 Chapter 1). In the three 

definitions for ‘values’ provided above, we can see that a number of further 

 
9The Australian Defence Force Writing Manual (Department of Defence, 2013) references the Macquarie 
Dictionary as the Australian Government standard for “spelling and meanings of words” (p. 2 Chapter 1). 
Therefore, where there is no doctrinal definition of a key word or term listed in doctrine, the Macquarie 
Dictionary definition is assumed to have been used. Some lesson plans credit the Macquarie Dictionary but 
do not specify edition or page. 
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considerations are generated each of these definitions requiring further complex 

conceptualising, as seen at Table 4.4. 

 

Table 4.4 
Definitional Considerations for the Term ‘Values’ 
 
Phrases Describing Values Considerations/Required Conceptualising 
basic (personal or organisational) 
convictions1 

-requires understanding of what is meant by 
convictions as well as what personal convictions are 
and how these might differ from general or 
organisational convictions and specifically those of 
the Army 

a specific behaviour or end-state is 
personally or socially preferred to some 
alternate behaviour or end-state1 

-requires understanding of what is meant by end-state 
in relation to behaviour; requires understanding of 
what is meant by personally or socially preferred 

may relate to ethics or morality, they 
are not limited to matters of an ethical 
or moral nature2 

-requires understanding of the terms ethics and 
morality and how/if these concepts differ; requires 
understanding of what is meant by matters of an 
ethical or moral nature and what would not constitute 
an ethical or moral matter that would be considered a 
value 

guide behaviour and help people make 
decisions2 

-requires understanding of how values guide 
behaviour and how values relate to decision making 

range from universal mores that apply 
in all situations to more specific values 
that reflect the operational function of 
the team3 

-requires understanding of the term mores and how the 
concept of universal mores can be applied across 
differing circumstances; requires understanding of 
how specific values relate to the functioning of a team, 
and by implication requires an understanding of the 
value of teamwork 

Note. 1Australian Army, 2013, p. xxx Glossary; 2Australian Army, 2005, p. 20 Chapter 1; 
3Australian Army, 2005, p. 5 Chapter 8. 

 

Like many organisations or professional bodies, the Army’s set of espoused 

values aim to establish professional standards or guide to behaviour. The next section will 

specifically explore the four core Army Values. 

4.1.1.1 Army’s Core Values 
The Army Values are officially listed in LWD 1 The Fundamentals of Land Warfare 

(2008, p. 3) as being “courage, initiative [and] teamwork”. The value of “respect” was 

added in 2013 and formally introduced via the CA Directive 31/13 Introduction of 

‘Respect’ as Army’s Fourth Value (Australian Army, 2013a, p. 1). Courage is Army’s 

first core Value. It is defined across the doctrine in a number of ways, as shown in Table 

4.5. 
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Table 4.5 
Definitions for the Value of ‘Courage’ 
 
Definitions for the Value of ‘Courage’ 
LWD 0-2 Leadership: Courage is the strength to do what is right, whatever the physical or 
moral challenges. Courage is more than putting life and limb on the line for country, mission, 
and mates. It is also about making hard decisions with honesty and integrity. It is acting in the 
best interests of the nation and the Army, in the achievement of the assigned mission, whatever 
the personal consequences. It is having the moral strength to balance the will to win with 
compassion, and duty with mateship (Australian Army, 2013, p. 2 Chapter 2).  
LWD 0-2-2 Character: Soldiers must also have the moral courage to intervene when actions 
by others disregard the standards of the Australian Army (Australian Army, 2005, p. 2 Chapter 
2). 
CA Directive 31/13 Introduction of ‘Respect’ as Army’s Fourth Value: Courage, moral and 
physical, to act in the best interests of the Nation and the Army; including the moral strength 
and professionalism to balance the will to win with compassion, and mateship with duty 
(Australian Army, 2013, p. 1).  

 

As discussed in relation to the term ‘values’, the definition of the term ‘courage’ 

also requires complex conceptualising on the part of the reader, as detailed in Table 4.6. 

 

Table 4.6 
Definitional Considerations for the Value of ‘Courage’ 
 
Phrases Describing Courage Considerations/Required Conceptualising 
the strength to do what is right1 Requires understanding of what is considered right 
intervene when actions by others 
disregard the standards of the Australian 
Army2  

Requires understanding of Army standards; 
requires understanding of what is mean by 
intervene 

putting life and limb on the line for 
country, mission, and mates1 

Requires understanding of personal responsibilities 
to the nation and of the Army’s mission; requires 
understanding of what personal responsibility to 
mates entails and who the term mates includes 

making hard decisions with honesty and 
integrity1 

Requires understanding of concepts of honesty and 
integrity and how these concepts relate to decision 
making 

acting in the best interests of the nation 
and the Army, in the achievement of the 
assigned mission, whatever the personal 
consequences1; act in the best interests of 
the Nation and the Army2&3 

Requires understanding of what is meant by 
interests of the nation and the Army requires 
understanding of what is implied by the term 
personal consequences 

moral strength to balance the will to win 
with compassion, and duty with 
mateship1; moral strength and 
professionalism to balance the will to 
win with compassion, and mateship with 
duty 3 

Requires understanding of the concepts of will to 
win, compassion, duty, mateship and 
professionalism; requires understanding of how 
these concepts could/should be balanced, and what 
is meant by the term balance 

Note. 1Australian Army, 2013, p. 2 Chapter 2; 2Australian Army, 2005, p. 2 Chapter 2; 
3Australian Army, 2013, p. 1. 
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As demonstrated in Table 4.6, the definition of courage requires considerable 

unpacking – particularly if an understanding of a range of other equally complex values 

is also required. The definition of courage is complex, and perhaps for this reason, the 

doctrine and lessons rely on historic examples as illustrations. However, the choice and 

presentation of historic examples is often ambiguous, as is demonstrated in the following 

example from LWD 0-2-2 Character: 

Soldiers must also have the moral courage to intervene when actions 
by others disregard the standards of the Australian Army. Ian 
Mackay, an independent news correspondent, made the following 
observations during the Vietnam War when seeing behaviour on the 
battlefield not consistent with accepted practice. 
…One young man I know… arrived in a relief column after the battle 
of Long Tan to see an Australian soldier walking through the enemy 
dugouts shooting any wounded he could find. 
Everybody was pretty angry after the battle. I didn’t really blame the 
bloke, and some of the others said that a fair bit of that sort of thing 
went on. But I worry about it now. I don’t want to talk about it any 
more [sic]. I took a number of photographs of what was left at Long 
Tan but I have destroyed them. I wish I could stop thinking about it 
just as easily (Australian Army, 2005, p. 16 Chapter 2).10 

 
Here, soldiers are told they “must also have the moral courage to intervene”, yet 

are provided with a negative example of an incident where soldiers failed to take action 

(i.e.: display moral courage) when witnessing war crimes on the battlefield (Australian 

Army, 2005, p. 16 Chapter 2). Further to this, the point the doctrine is making is 

ambiguous as the comment “I didn’t really blame the bloke, and some of the others said 

that a fair bit of that sort of thing went on” indicates that this practice was rationalised by 

those present in terms of culpability and that the practice was wide-spread (Australian 

Army, 2005, p. 16 Chapter 2). The point emphasised by this passage seems more to be 

about the long-term psychological trauma and consequences of witnessing the war crimes 

than about the display (or lack) of courage of the soldiers who were present and/or 

responsible for this atrocity occurring. 

 

The lesson MLO 14.1.18 Physical and moral courage (Week 4 theme) is a 40-

minute lesson that is introduced as follows: 

During this lesson you will be taught Physical and Moral Courage 
within the Australian Army… The reason why you are taught this is 

 
10In light of the Brereton Report (2020b), this issue seems not to have been resolved in the intervening five 
decades. 
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so as an Australian soldier you can have an understanding Physical 
and Moral Courage within the Australian Army… By the end of this 
lesson you will be able to state how we apply and the importance of 
Physical and Moral Courage within the Australian Army (Australian 
Army, n.d.-v, p. 1). 

As an educational objective, being “taught physical and moral courage” within 40 

minutes seems rather ambitious, and in reality this lesson introduces the concept of 

courage and provides learners with some definitions and description only (Australian 

Army, n.d.-v, p. 1). The teaching points listed in the ARCTMP are “moral courage” which 

consists of two sub-points: “difficult decisions” and “standing up for what is right”; and 

“physical courage”, consisting of the sub-points “fear of the unknown” and “comfort 

zones” (Australian Army, 2014, p. 555). 

 

A number of complex concepts are supposedly illustrated through another 

historical example (Figure 4.1); that of Sergeant Stanley Robert McDougall VC, who 

received the Victoria Cross for battlefield actions in France in 1918: 

McDougall was on watch …when a Lewis gun team was knocked 
out by an enemy bomb McDougall snatched up the Lewis gun and 
attacked two enemy machine-gun teams and killed their crews. He 
turned one of the captured machine guns on to the enemy, killing 
several, and routing that wave. Meanwhile, about fifty Germans had 
crossed the Australian-held railway. McDougall turned his gun on 
them before they had time to establish themselves behind the 
battalion. When his ammunition was spent he seized a bayonet and 
charged, killing three men and an enemy officer who was just about 
to kill an Australian officer. McDougall then used a Lewis gun on 
the enemy, killing many, and forcing the surrender of the remaining 
thirty-three enemy (Australian Army, n.d.-v, p. 2). 
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Figure 4.1 
Historical Example of Values 
 

 

Note. The historical example of First World War soldier SGT 
S.R. McDougall VC is used during the lesson to demonstrate 
moral and physical courage (MLO 14.1.18 Physical & Moral 
Courage (Week 4 theme) PPT, n.d., Slide 6). Reproduced with 
permission Headquarters Forces Command-Army. 

 

While this example may illustrate physical courage, it does not necessarily relate 

to moral courage as it is described further in the lesson (ARCTMP, 2014, p. 555). The 

rest of the lesson presents lengthy passages of unreferenced text, possibly quoted from 

the superseded 2002 edition of the LDW 1 The Fundamentals of Land Warfare as this 

quote shares common sentences with the current edition. However, these additional 

references are somewhat obscure and not obviously linked to the historical example. The 

text quoted in the lesson plan explaining the point on moral courage in terms of “difficult 

decisions” and “standing up for what is right” again involves other complex concepts 

including Just War theory (ARCTMP, 2014, p. 555). In these cases, it is difficult to see 

how these complex ideas can effectively be taught (or understood) within the context of 

this short lesson. The sub-heading “difficult decisions” implies that moral courage is 

required as part of the decision-making process, yet the passage from the MLO 14.1.18 

Physical & Moral Courage (Week 4 theme) lesson plan does not actually address this: 

Difficult Decisions: Purpose refers to individual and collective 
belief in the worth of the cause underlying the task at hand. This 
belief is influenced by a range of intangible factors such as 
legitimacy, shared values and group ethos, and is sustained by good 
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leadership. These intangible factors operate to sustain individuals 
and teams in the pursuit of their objectives when the environment 
and the situation conspire to distract them. 
The personal character and ethics of those tasked with achieving 
such a purpose are equally important. Even the most just cause can 
be undermined by deficiencies in the way it is pursued. Only a just 
purpose implemented with integrity will suffice in the Australian 
context. Successful military operations demand integrity and moral 
courage at every level. The importance of a soldier’s moral character 
in general, and his leadership in particular, cannot be overstated with 
regard to developing and sustaining fighting power. 
War is chaotic and full of moral dilemmas; it often involves the need 
for restraints in situations where normal constraints are absent or 
sublimated. 
Integrity, demonstrated through moral courage, is therefore essential 
for a holistic approach to soldiering and for sustaining the will to 
fight, even in cases of mortal danger. Leaders and peers who set a 
good example earn respect for their professional abilities and 
personal qualities. Integrity also involves dedication to the mission 
or task at hand without any loss of moral perspective concerning the 
proper enforcement of military discipline, the appropriate 
employment of force in combat and the protection of non-
combatants (Australian Army, n.d.-v, p. 3). 

The passage that follows about “standing up for what is right” focuses on the doctrinal 

position of military legitimacy as it applies to the Army as an organisation rather than the 

impact on individuals and/or the responsibilities of individuals: 

Standing up for what is right: The moral component is that 
dimension of fighting power concerned with the individual and 
collective will to fight. It is engendered by confidence in the cause 
concerned, nurtured by moral leadership and sustained by high 
morale. The moral component is reflected in the high priority given 
to character issues, character training and moral education in the 
Army's recruitment and promotion processes, and in the Army's 
warfighting culture. It is also reflected in the emphasis on spiritual 
guidance provided by Army chaplains. The moral component of 
fighting power reflects the Army's role as a last-resort warfighting 
instrument of a Western liberal democracy, within an international 
system still striving for the resolution of disputes through reason and 
the rule of law (Australian Army, n.d.-v, p. 3). 
 

Introducing recruits to the concept of courage requires a nuanced and quite 

complex understanding of both the ethical and physical interpretations of courage. Like 

the other Army Values, inclusion in the ARCTMP attempts to provide soldiers with a 

shared understanding of what it means to be a soldier of courage. The value of respect 

was added to the list of Army Values in 2013 via the CA Directive 31/13 Introduction 
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of ‘Respect’ as Army’s Fourth Value that stated that “Army’s cultural and ethical 

foundation is its values” (Australian Army, 2013a, p. 1) This Directive defines Respect 

as: 

Respect for ourselves, our colleagues, our community and our 
history of service to the Nation; acknowledging that each one of us 
has earned the right to wear the Rising Sun Badge and the 
responsibility to uphold the values and traditions it symbolises 
(Australian Army, 2013a, p. 1). 

While encouraging self-respect, this definition emphasises the importance to Army of 

soldiers demonstrating a positive relationship with their colleagues and the broader 

community. The notion that respect for other people or groups, such as refugees, or 

members of the public in other countries where Australian soldiers may be deployed, is 

missing from this definition.  The CA Directive goes on to task commanders with the 

implementation of the Directive: 

Respect is an essential element of military professionalism. As 
members of Army we must respect the law of the land and be capable 
of restraint and prudence in the presence and use of extreme 
violence, as may be required to protect our Nation and its interests. 
Respect tempers that violence while also supporting our men and 
women to survive and prevail in War…I believe that it is our ability 
to show respect to all people…that truly defines us as soldiers. 
Respect in this regard is not limited to our fellow soldiers, our unit, 
our Corps or our Service; but to how we conduct ourselves both 
inside and outside of Defence. Our recent shortfalls in this regard 
must act as a reminder of the responsibility we have to the Australian 
community (Australian Army, 2013a, p. 1). 

Of significance here, is the insistence that lawful action in battle and the lawful use of 

military force is a demonstration of the respect shown by soldiers. While it may be 

implied in the statement “it is our ability to show respect to all people”, the CA Directive 

does not specifically call for respectful consideration and treatment of enemy combatants 

(Australian Army, 2013a, p. 1). Likewise, the reference to “recent shortfalls” does little 

in the way of informing personnel, such as recruits, who were not part the ADF at the 

time the Directive was given (Australian Army, 2013a, p. 1). 

 

The LWD 0-2-2 Character, while pre-dating the CA Directive, highlights respect 

as part of the Instructor Code of Conduct:  

Respect Your Trainees. Acknowledge diversity as adding strength 
and depth to your team. Know your own prejudices, strengths and 
weaknesses. Think about the effect your words and actions may have 
on your trainees. In your dealings with trainees from other Services 
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and other Nations, acknowledge the values of the RAN and RAAF 
and respect the cultures of international trainees (Australian Army, 
2005, p. 1 Chapter 3 Annex A). 

This passage acknowledges cultural diversity and challenges trainers specifically to 

address their own biases. This is also the main content of the MLO 13 Work with Equity 

and Diversity (ARCTMC, 2014, p. 504). The learning criteria for this lesson is listed as: 

• Recognise differences between colleagues IAW workplace 
diversity guidelines 

• Demonstrates sensitivity to the differences between colleagues 
• Comply with the requirements of anti-discrimination legislation 

and show an awareness of workplace diversity 
• Modify communication style, as required, to reflect diversity 
• Recognise workplace diversity is an asset for the organisation 
• Provide opportunities are provided for colleagues to capitalise on 

their special qualities or backgrounds 
(ARCTMC, 2014, p. 504). 

The intent of the lesson is to achieve the required competencies in terms of mandatory 

reporting, but the lesson doesn’t draw strongly on the higher ideals presented in the CA 

Directive. While understanding respect in terms of equity and diversity and how that is 

enacted in the educational environment is important, opportunities for recruits to explore 

wider perspectives are not available to them as part of the ARC. 

 

Initiative is the third of the Army Values. The ARCTMP defines initiative, in 

MLO 14.1.2 Explain the requirement for soldierly conduct, as being able to “explore 

opportunities and embrace innovation to improve Army and our service to our Nation” 

(ARCTMP, 2014, p 519). Throughout the doctrine, this value is described in terms of 

operational action. For example, LWD0-2-2 Character specifically describes the term in 

a tactical context: 

Every Soldier Takes the Initiative. The small team environment, 
complex terrain and mission command demand that soldiers act 
independently and without prompting based on their understanding 
of their immediate circumstances. Soldiers would strive to remain 
aware of the plan at the higher level in order to exploit fleeting 
opportunities and assist flanking teams in achieving success 
(Australian Army, 2005, p. 6 Chapter 1). 

While LWD 0-2 Leadership takes a similarly tactical and historical perspective: 

The Australian soldiers' independence of thought and action has 
been an enduring characteristic throughout the Army's history. 
Initiative is about taking action when required even without specific 
orders, or when issued orders to the contrary due to a lack of 
knowledge of current circumstances. It means showing 
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resourcefulness in achieving the mission, innovation in solving 
problems, and overcoming material deficiencies through 
improvisation (Australian Army, 2013b, p. 4 Chapter 2). 

 

As a value, initiative is difficult to define, but seems to be oriented more towards 

behaviour than beliefs. This difficulty may be because it has been described in operational 

terms using battlefield examples, where in LWD 1 The Fundamentals of Land Warfare it 

is defined as “the use of individual judgement to take advantage of fleeting opportunities 

… to meet … and maintain the aim of the operation” (Australian Army, 2008, p. 64). The 

historical focus is extended with the use of a Korean War example to illustrate how 

initiative is demonstrated in LWD 0-2-2 Character: 

Initiative is one of the Army’s espoused core values. On the 
battlefield, independence of thought and action and the ability to 
exploit opportunities is encouraged … ‘it is the added qualities of 
commonsense [sic], initiative, and concern for his fellows, so amply 
demonstrated by 3 RAR11 at Maryang San, that put the Australian 
soldier in a class apart’12 (Australian Army, 2005, pp. 24-25 Chapter 
2). 

 

The doctrine is referenced directly in the lesson MLO 14.1.2 Explain the 

requirement for soldierly conduct (Australian Army, n.d.-p, p. 2), that emphasises 

individual behaviours in terms of recruit performance while undertaking the ARC. Lesson 

notes for this lesson include the following advice to recruits (see Figure 5.2): 

Australian soldiers did not gain their reputation by sitting on their 
laurels, we have grown as an Army due to the initiatives taken by 
many young soldiers. While training here at 1 RTB13 is strictly 
governed by process and programs, there is always room for the use 
of good initiative within the guidelines of training, particularly when 
it comes to helping out our mates (Australian Army, n.d.-q, Slide 8). 

While recruits are encouraged to use initiative “particularly when it comes to helping out 

our mates”, clarity may still be needed for recruits to understand how this value is enacted 

within the ARTC environment and beyond (Australian Army, n.d.-q, Slide 8).  

 
 
 

 
113 RAR refers to the Third Battalion of the Royal Australia Regiment. 
12Comments attributed to GEN Sir Francis Hassett in relation to the battle of Maryang San, Korea in 1951 
(LWD 0-2-2 Character, 2005, Chapter 2 p. 25). 
131 RTB, or the First Recruit Training Battalion, is the delivery arm of the Army Recruit Training Centre 
(ARTC) – the ARTC being its parent unit which also includes other support elements. 



Chapter 4: The Core Category 
 
 
 

 
84 

 

Teamwork is the fourth Army Value, and it is described in LWD 0-2 Leadership 

as: 

Teamwork is based on an individual and collective commitment to a 
common purpose. Teamwork requires sound leadership at all levels, 
individual competence, and mutual trust forged in realistic and 
rigorous collective training. Loyalty to one's leaders, subordinates, 
and peers is the basis of trust and the Army ethos of mateship. 
Competition between groups within the Army is encouraged to 
develop spirit, but rivalry must never cause distortion of the Army's 
mission. Teamwork also extends beyond the Army to include 
activities as part of the Australian Defence Force and combined 
activities with allies and regional security partners to meet common 
objectives (Australian Army, 2013b, p. 5 Chapter 2). 

The document later explains teamwork in terms of effectiveness, providing a tactically 

contextualised example: 

Teamwork refers to the environment of trust, support, 
interdependence and group effort that each leader must create and 
sustain. This is not necessarily easy for the leader to achieve. 
…Effective teamwork requires structures and processes appropriate 
to the goals of the team. For example, a tactical team designed to 
execute a clear task requires a simple structure and highly refined 
processes. All teams must be based on a capable group of individuals 
who are committed to a common purpose. Within the Army, team 
members need to be action-oriented and possess a sense of urgency. 
Strong team identification is also crucial. Pre-selection or other 
strategies that match the personal characteristics of individuals to the 
objectives of the team may increase its chances of success 
(Australian Army, 2013b, p. 6 Chapter 15). 

 
In terms of the ARC, teamwork is covered both as part of a Weekly Theme lesson 

and in a CD lesson. In almost all instances throughout the ARC, the concept of mateship 

is linked to the value of teamwork. An example of this is seen in the MLO14.1.17 

Mateship & Teamwork (Week Three theme) lesson, where the lesson introduction states: 

In this lesson you will be taught mateship and teamwork in the Army. 
The reason you are taught this is so you can work effectively as part 
of a team and demonstrate the values required of an Australian 
soldier. …At the end of this lesson you will have an appreciation of 
mateship and teamwork and the effects this has on the Australian 
Army (Australian Army, n.d.-t, p. 1). 

The CD lesson plan uses an historical example to illustrate this link: 

‘Maurie’ Pears, a platoon commander serving with the 1 RAR and 3 
RAR in Korea and Japan recollects the following: 
“I learnt many things about battle in Korea, principal of which is that 
‘the team (‘mateship’) is everything’. No individual, no matter how 
brilliant, can achieve anything by himself. Korea taught me to care 
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for my men and they will care for me. They were as close to family 
as I will ever get.” (Australian Army, n.d.-h, p. 2). 

 

Interestingly, teamwork is defined in both LWD 0-2 Leadership (Australian 

Army, 2013b, p. 2 Chapter 5) and LWD 1 The Fundamentals of Land Warfare (Australian 

Army, 2008, p. 20) as the “individual and collective commitment to a common purpose”. 

This does not necessarily underscore mateship as being integral to teamwork. While 

collective commitment implies cooperation and a certain mutual obligation, it does not 

necessarily require the “sense of belonging” of mateship as described in these documents 

(Australian Army, 2008, p. 17; 2013b, p. 6 Chapter 5). While dealing with the core Army 

values, it is also necessary to examine other frequently cited values and consider how 

they also contribute to the development of soldiers’ ethical behaviour. 

4.1.1.2 Other Army Values  
While not included as the core Army Values, compassion, integrity, loyalty, 

honour, and mateship feature prominently across the doctrine and in the CD and Weekly 

Theme lessons (Australian Army, 2014, pp. 42-43). The value of compassion is depicted 

in doctrine as being an innate soldier quality and being broadly linked to Australian 

values. LWD 0-2-2 Character states: 

Of all the virtues of effective soldering, compassion reflects the 
unique character of the Australian soldier. For the Australian soldier, 
compassion is instinctive. Compassion lies at the heart of the belief 
in the value and dignity of people. It involves destroying the enemy’s 
will to fight rather than their ability to fight ... A soldier of character 
has the ability to rationalise these conflicts and display compassion 
for an enemy who has lost the will to fight (Australian Army, 2005, 
p. 26 Chapter 2). 

If, as this excerpt claims, compassion is a “unique” quality of Australian soldiers, then it 

suggests that soldiers of other nations may lack this quality; furthermore, as an 

“instinctive” quality, it would need little clarification and education (Australian Army, 

2005, p. 26 Chapter 2). This is also emphasised in The Soldier of the 21st Century passage 

in LWD 0-2-2 Character that states: 

Every Soldier Demonstrates Compassion. The soldier will need to 
show compassion and empathy in barracks and when deployed on 
operations regardless of the nature of the task they are required to 
complete and the operating environment (Australian Army, 2005, p. 
7 Chapter 1). 
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Chapter 3 of LWD 0-2-2 Character also applies this value to cultural diversity, 

stating that “successful soldiers … have regard for cultural diversity and differing points 

of view applying understanding, openness and compassion when needed” (Australian 

Army, 2005, p. 6 Chapter 3). While LWD 0-2 Leadership underscores this idea of Army 

values being a “cultural fit” for those of the broader community (Australian Army, 2013b, 

p. 14 Chapter1). LWD 0-2 Leadership also claims that “Australia’s national culture and 

that of the Army require unique leadership practices” that “should respect and embrace 

hard-won traditional qualities such as impartiality, fairness, initiative and compassion” 

(Australian Army, 2013b, p. 14 Chapter1). 

 

The lesson on compassion and honesty, 14.1.19 Compassion and Honesty (Week 

Five theme), draws on a number of other terms for definition. Compassion is described 

as pity for others and honesty is described in terms of honour, fairness and truthfulness 

(Australian Army, n.d.-w, p. 2). The lesson goes on to state that compassion and honesty 

are derived from empathy, trust, and humaneness (Australian Army, n.d.-x, Slide 12). In 

turn, these are defined by using yet other values: empathy as understanding others’ 

perspectives; trust as relying on integrity, justice, and reliance; and humanity as showing 

compassion (Australian Army, n.d.-w, p. 3). The lesson presentation also emphasises that 

trust is “one of the most vital aspects of teamwork” and that “a lack of honesty leads to 

destruction of the team” (Australian Army, n.d.-x, Slides 14, 17), thereby implying that 

these values are subordinate to that of teamwork. This complexity does not suggest a 

value that is unique or instinctive yet is simplified by the use of the activity introduced at 

Slide 27 (see Figure 4.2). The activity presents a scenario with only one possible correct 

and legal answer (that aid is rendered to the enemy soldier) and that none of the values 

discussed necessarily needs to be applied. 
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Figure 4.2 
Compassion Scenario 

 

 

Note. This scenario is used to demonstrate application of 
compassion within an operational context in lesson 14.1.19 
Compassion and Honesty (Week Five theme) (Australian Army, 
n.d.-x, Slide 27). Reproduced with permission Headquarters 
Forces Command-Army. 

 

LWD 1 The Fundamentals of Land Warfare (Australian Army, 2008, p. 66) states 

that “integrity is the attribute of individuals who have the professional mastery to deal 

with moral dilemmas”. In this passage, the value of integrity is described as being part of 

the “moral component of warfare” (Australian Army, 2008, p. 65): 

Where the intellectual component of fighting power provides the 
knowledge to fight, the moral component supplies and sustains the 
will to fight. This encompasses why we fight (purpose), how we fight 
(integrity) and that we fight at great personal risk (morale). … 
Integrity is founded in the moral courage that enables soldiers to 
make the right decisions in the midst of ambiguity. … Integrity 
enables soldiers to master their impulses and exert a positive 
influence on their peers and superiors. … Integrity is essential to 
soldiering and sustaining the will to fight” (Australian Army, 2008, 
p. 66). 

While this quote underscores the perceived importance of the value of integrity, it does 

not fully define or explain what is meant by the term. Both LWD 0-2-2 Character 

(Australian Army, 2005, p. 2 Annex B Chapter 3) and LWD 0-2 Leadership (Australian 

Army, 2013b, p. 2 Chapter 10) define integrity as “honesty” and “truthfulness”. 
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The Instructor’s Code (included in LWD 0-2-2 Character) also mentions integrity, 

again using it as a synonym of honesty, stating that “behaviour contrary to this Code can 

undermine an instructor’s integrity and leads to a loss of trust, confidence and respect; 

ultimately, it can undermine the Army’s credibility in the eyes of the Australian 

community (Australian Army, 2005, p. 13 Chapter 3). It is in the context of these 

definitions, that the lessons on the value of integrity are based – with emphasis on honesty 

as the behavioural display of integrity, as demonstrated in the MLO 14.1.19 Compassion 

and Honesty (Week Five theme) lesson that simply lists the teaching points as being 

“honesty to self and to others” and “lack of honesty” as the “destruction of team” 

(Australian Army, 2014, pp. 556-557). The two CD lessons that mention the value of 

integrity, do so without explanation or further development of the concepts. The first 

simply quotes the doctrine, while the second lesson does so in relation to LOAC. Neither 

of the associated lesson plans include notes or further references that contextualise these 

statements for Recruits. The second lesson is depicted in Figure 4.3. 

 

Figure 4.3 
Values and LOAC 
 

 

Note. The value of integrity is mentioned specifically in relation to 
LOAC. The associated lesson plan, however, does not provide 
notes or references giving additional context for recruits 
(Australian Army, n.d.-k, Slide 6). Reproduced with permission 
Headquarters Forces Command-Army. 

 

The value of loyalty is defined in LWD 0-2 Leadership as being “the willingness 

to protect and defend another’s reputation” (Australian Army, 2013b, p. 2 Chapter 10). 
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MLO 14.1.16 Loyalty and Honour (Week Two theme) provides another definition of 

loyalty and specifies that the object of a soldier’s loyalty is to “leaders, subordinates and 

mates” (Australian Army, n.d.-r, pp. 1-2), stating that: 

Loyalty must be shown to all leaders within the Army. It is 
inexcusable to publicly criticise superiors or headquarters. … It is 
important that all leaders show loyalty to their subordinates under 
their command. If the commander does not show any loyalty towards 
his own subordinates how does he expect to receive the same loyalty 
in return. … It is important that loyalty is also show towards your 
mates. You do not want to be labelled as ‘two faced’. To maintain 
the effectiveness of the team all members must trust each other and 
this is also achieved by showing loyalty at all levels (Australian 
Army, n.d.-r, pp. 1-2). 

The example of a junior officer’s orders to soldiers issued in a World War One battle is 

used to illustrate the value of loyalty in the lesson MLO 14.1.16 Loyalty and Honour 

(Week Two theme) (see Figure 4.4). 

 

Figure 4.4 
Loyalty and Honour 
 

 

Note. This slide is used to explain the need for loyalty to superiors, 
particularly within the battlefield context. It depicts the 1918 
Special Orders to No. 1 Section as part of the MLO 14.1.16 Loyalty 
and Honour (Week Two Theme) lesson. (Australian Army, n.d.-s, 
Slide 44). Reproduced with permission Headquarters Forces 
Command-Army. 

 

The example is taken from LWD0-2-2 Character that describes events during the 

battle of Villers-Bretonneux in March 1918, where Lieutenant F.P. Bethune ordered the 

seven soldiers in Number 1 Section, 3rd Machine Gun Company “to defend an exposed 
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position” (Australian Army, 2005, p. 18 Chapter 2). The example notes that they were 

“greatly outnumbered” and that they “required total resolve” (Australian Army, 2005, p. 

18 Chapter 2). The orders instruct that they fight to the death and warn that anyone 

attempting to surrender will be shot. The doctrine does not record if any of the section 

survived: 

LT Bethune’s Special Orders to No. 1 Section 13/3/18 
(1) The position will be held, and the section will remain here until 
relieved. (2) The enemy cannot be allowed to interfere with this 
programme. (3) If the section cannot remain here alive, it will remain 
here dead, but in any case, it will remain here. (4) Should any man, 
through shell shock or other cause, attempt to surrender, he will 
remain here dead. (5) Should all guns be blown out, the section will 
use Mills grenades and other novelties. (6) Finally, the position as 
stated, will be held (Australian Army, 2005, p. 19 Chapter 2). 

While it may be difficult for recruits to draw out modern-day meaning from this example, 

given its context of the World War One battlefield and the psychology of soldiers 

involved in trench warfare, the emphasis is certainly on compliance and obedience as 

interpretations of loyalty. The doctrine also notes that the “apprehension of letting one’s 

mates down is a significant motivator” for soldiers (Australian Army, 2005, p. 18 Chapter 

2). The value of loyalty is a particularly complex one, and recruits are not advised how to 

navigate between loyalties that conflict. This issue will be further discussed in Chapter 6.  

 

The value of honour is taught together with that of loyalty in MLO 14.1.16 Loyalty 

and Honour (Week Two theme). This value is defined as “living by strong moral 

principles, [including] comradeship, honesty, respect for others, selflessness, [and] 

dedication to duty” (Australian Army, n.d.-r, p. 2). While this definition of honour is 

provided to soldiers, the explanation provided in both the lesson plan and PPT 

presentation alludes to an alternative meaning which urges reverence to, and veneration 

of, the Army and ANZAC14 history: 

As an Australian soldier it is imperative that you you [sic] show 
honour towards the Australian Army at all times. The way that you 
act …will always reflect upon the Army. The way in which should 
act should always bring credit and honour upon the Army. If you act 
professionally and strive to do your best you will honour yourself 
and the Australian Army. As an Australian soldier you have joined 

 
14While this acronym actually refers to the World War One military formation of the Australian and New 
Zealand Army Corps, the term ANZAC has come to represent the archetypal Australian soldier in the context 
of the culture of the Australian Army, without reference to New Zealand. For this reason, I have used the 
word as a noun rather than as an acronym, hence the non-standard use of capitalisation. 
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an army with a great history. It is important that we always remember 
those that have fallen and the achievements that have been achieved 
in the passed [sic]. Any Australian who has joined and placed on a 
uniform should be held with the highest respect. The spirit of the 
ANZAC is still alive and has been shown on the most recent 
deployments that Australian have been sent to (Australian Army, 
n.d.-r, pp. 2-3). 

This is further emphasised in the lesson by linking the value of honour to an obligation 

for soldiers to uphold and revere the customs of the Army and ANZAC traditions, as shown 

in Figure 4.5. These varying explanations of the value of honour suggest that there is not 

a clear understanding of the concept and how it should be presented to recruits. 
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Figure 4.5 
Honour Defined 
 

 

 
Note. These slides introduce the value of honour by linking it to 
the soldiers’ obligation to those who have served previously, 
particularly in terms of upholding ANZAC traditions (Australian 
Army, n.d.-s, Slides 56-57). Reproduced with permission 
Headquarters Forces Command-Army. 

 

While not a core Army Value, the concept of mateship is repeatedly reinforced 

across the doctrine. The ARCTMP focuses on mateship in both the Weekly Theme 

lessons and the CD lessons. MLO 14.1.26 Develop life skills and MLO 14.1.27 Develop 

as a member of a team both include specific teaching points on mateship which are dealt 

with in CD Workshop 2 Lesson 8: 
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Workshop 2 Lesson 8: Mateship  
• Develop interpersonal skills and build relationships 
o Understand mateship in historical, cultural and military 

contexts 
o Identify what makes a good mate  
(Australian Army, n.d.-l, p. 1). 

The ARCTMP also lists mateship as one of 23 key personal and professional qualities 

that are assessed via observation as part of the ARC Ongoing Assessment Record (OAR) 

(Australian Army, 2014, p. 551). For example, the lesson slide (shown at Figure 4.6) 

states that mateship is a “key defining trait of Australian Army personnel” (Australian 

Army, n.d.-m, Slide 7). The lesson notes further claim that mateship is “a code of conduct 

that embodies equality, loyalty and friendship” and that “mateship is regarded as an 

Australian military virtue” claiming that “anywhere in the world, the Australian Army 

has a reputation of upholding high levels of mateship” (Australian Army, n.d.-e, Slide 7). 

 
Figure 4.6 
Mateship and Teamwork 

 

 

Note. This slide, part of lesson MLO 14.1.17 Mateship and 
Teamwork (Week Three theme), emphasises the concept of 
mateship as the “key defining trait” of the Australian soldier 
(Australian Army, n.d.-e, Slide 7). Reproduced with permission 
Headquarters Forces Command-Army. 

 

The focus on mateship may be peculiar to the Australian cultural context. While 

many Australians might argue that mateship is inclusive of females, this may confuse a 

reader who is not familiar with the Australian colloquial use of the term or who chooses 
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not to identify with it as a masculine concept 15. Given that the examples in the doctrine 

exclusively depict men, this would support the cultural assumption that mateship is a male 

trait. While there is no doctrinal definition of mateship, both LWD0-2-2 Character and 

LWD 0-2 Leadership include the following statement: 

Mateship involves a sense of belonging and sharing, which is largely 
intangible…Mateship formed through shared experiences forges 
deep comradeship and understanding between soldiers (Australian 
Army, 2005, p. 17 Chapter 2; 2013b, p. 6 Chapter 5). 

LWD0-2-2 Character also states that “selflessness, as exemplified in the ANZAC tradition, 

is the basis of mateship and teamwork” (Australian Army, 2005, p. 6 Chapter 3). Perhaps 

with this in mind, a concept such as camaraderie (or even ‘teamship’) may work in 

remodelling and modernizing the concept of mateship in a way that is universally 

inclusive? 

 

Together with Army’s espoused core Values, the values of compassion, 

integrity, loyalty and mateship are prominent in doctrine and throughout the ARC. This 

is not surprising given that these values all build on the theme of commitment to the team 

where it is considered that “team cohesion and synergy is paramount” in the development 

of recruits Australian Army, 2005, p. 6 Chapter 3).  

4.2 Employing Professional Codes 
Employing professional codes is demonstrated through the use of professional 

codes of conduct and through the articulation of Defence and Army values. Professional 

codes refer to the organisational statements which guide conduct. The statements of 

organisational values, that aim to specifically influence principles and beliefs, are derived 

from, and reflected in these codes. An important aspect of having codes of practice in 

place is the development of notions of professionalism. Representations of professional 

conduct are explained in doctrine, and LWD 0-2 Leadership introduces the notion of 

professionalism, stating that: 

The Army demands from its people a range of knowledge, a level of 
competence, and a degree of accountability for actions in the 
performance of duties. This is what is referred to as professionalism 
(Australian Army, 2013b, p. 4 Chapter 1). 

 
15Some authors argue that mateship is a gendered term which reinforces masculinised behaviours and 
attitudes such as aggression, competitiveness and an aversion to showing emotions (Hirst, 2007; Poynting 
& Morgan, 2007). Poynting and Morgan (2007) go further, claiming that mateship is exclusionary of 
Indigenous Australians and those of other ethnic minorities as well as women. 
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This is further described in terms of the combative nature of military service, as: 

The Army … must be prepared to fight and win. …Soldiers must put 
the national interest before self as they may be required to kill and 
inflict injury, and stand grave risk of death or injury to themselves. 
The demand ultimately made of soldiers is personal involvement in 
close quarter battle (Australian Army, 2013b, p. 1 Chapter 2). 

 

LWD 0-2 Leadership also introduces the term “professional mastery” as “an 

expression of personal competence displayed by an individual's ability to combine 

character, self-confidence, effective leadership, professional knowledge, professional 

military judgement and experience” (Australian Army, 2013b, p. xxiix, Glossary). This 

definition includes the concept of “professional military judgement” which is built on in 

terms of linking ethical decision-making and values, and the concept of a code of ethics 

is introduced, but not elaborated, in LWD 0-2 Leadership that states: 

Ethics can be integrated into daily behaviour through the adoption of 
a clear code of ethics, a whistle-blowing procedure, involving team 
members in identification of ethical problems and performance 
monitoring (Australian Army, 2013b, p. 5 Chapter 12). 

This concept, however, is not further elaborated on within the ARCTMP. 

 

As statements which aim to guide conduct, professional codes are usually derived 

from organisational mission and vision statements. The Army’s Mission and Vision 

statements are presented in LWD 1 The Fundamentals of Land Warfare and included at 

Table 4.7. While the Army Ethos and Values are explored in detail throughout this and 

other doctrine, the Army Mission and Vision statements are simply presented and 

assumed to be self-explanatory. The Army’s Mission statement distinguishes it as the 

“land” element of the ADF, operating alongside the “air” (RAAF) and “sea” (RAN) 

elements of the broader organisation, as described in the Vision statement which refers to 

the “Australian Defence Force team” (Australian Army, 2008, p. 3). 
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Table 4.7 
The Army Mission, Vision and Ethos 
 
The Army Mission, Vision and Ethos 
The Army Mission. 

The Army’s mission is to win the land battle. 
The Army Vision. 

The Army’s vision is to become a world-class army, ready to fight and win as part of 
the Australian Defence Force team, to serve the nation and make Australians proud. 

The Army Ethos. 
The ethos of the Army is that of the soldier serving the nation: mentally and physically 
tough, and with the courage to win. We fight as part of a team, and are inspired by the 
ANZAC tradition of fairness and loyalty to our mates. We are respected for our 
professionalism, integrity, esprit de corps and initiative.  

Note. LWD 1 The Fundamentals of Land Warfare (Australian Army, 2008, p. 3). 
 

LWD 0-2-2 Character discusses the Army Ethos in terms of “service”, “sacrifice”, 

“the ANZAC tradition” and “mateship”; themes to which both the doctrine and the ARC 

repeatedly return: 

The emphasis on service before self requires the Army’s soldiers to 
have a range of personal qualities, including discipline, respect and 
professionalism. … The ANZAC tradition is built on the sacrifice of 
those who put service to their country before their own personal 
safety and the love of their family. … It is a tradition of courage 
under extreme hardship and danger, a fierce spirit of independence, 
and the willing sharing of difficulties and opportunity among 
mates…It is the Army’s ethos of service that shapes the beliefs, 
ideals and standards that characterise and motivate Australian 
soldiers (Australian Army, 2005, p. 19 Chapter 1). 

The Army Ethos is further explained as: 

The Australian Army’s ethos is based on service – to the nation, the 
Army, the unit and to mates – and the maintenance of high ethical and 
professional standards (Australian Army, 2005, p. 19 Chapter 1). 

As illustrated in the quotes above, the Army Ethos, as expressed in both the LWD 1 The 

Fundamentals of Land Warfare and LWD 0-2-2 Character, emphasises the concepts of 

service and mateship. The passage lists other “personal qualities” that are claimed to 

“characterise and motivate Australian soldiers” including “discipline”, 

“professionalism”, “sacrifice”, “independence”, and “loyalty” (Australian Army, 2005, 

p. 19 Chapter 1; 2008, p. 3). Both also list The Army’s Values as derived from the Army’s 

Ethos statement. The Army’s Values were updated in 2013 (see Table 4.8). 
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Table 4.8 
The Army’s Values 
 
The Army’s Values 
Courage, moral and physical, to act in the best interests of the Nation and the Army; including 

the moral strength and professionalism to balance the will to win with compassion, and 
mateship with duty.  

Initiative to explore opportunities and embrace innovation to improve Army and our service to 
our Nation. 

Respect for ourselves, our colleagues, our community and our history of service to the Nation; 
acknowledging that each one of us has earned the right to wear the Rising Sun Badge and 
the responsibility to uphold the values and traditions it symbolises. 

Teamwork to support each other, our Australian community, our allies and our regional security 
partners in striving to achieve our mission; in a world connected by digital communication, 
such national and international ‘communities’ exist in both physical and online domains. 

Note. Chief of Army (CA) Directive 31/13: The Introduction of ‘Respect’ as Army's Fourth 
Value (Australian Army, 2013a, p. 1). 
 

The statement on moral and physical courage in the CA Directive guides 

personnel to “act in the best interests of the Nation and the Army” (Australian Army, 

2013a, p. 1), but it does not consider that this might contravene the interests (or indeed 

the human rights) of others. While the statement on respect includes four recipients or 

types of respect (self-respect, respect of “colleagues”, “community” and military tradition 

(Australian Army, 2013a, p. 1), it does not define who these groupings encompass. For 

example, ‘colleagues’ might include those in an immediate work group or the unit to 

which a person is assigned or could equally refer to all members of the Army, the ADF 

or coalition, contractors and other partner organisations. 

 

Similarly, the term ‘community’ may refer to members of a regional geographic 

group, a political or religious group or the entire population of Australia. However, 

respect does not seem to have been extended to others including foreign nationals, 

stateless persons nor enemy combatants. Respect for military tradition in terms of “our 

history of service to the Nation” also depends on the notion that Australian military 

personnel have been, and are, beyond reproach (Australian Army, 2013a, p. 1). As with 

the statement of the Army’s Ethos, simple definitions and direct explanations might be 

more useful in terms of communicating a shared perspective that is more widely 

understood than the current version. The explanation of the Army’s Values provided in 

the CA Directive focuses on the potential organisational impact of the stated values. Each 

of the value statements emphasises the national and international orientation of the Army. 

On close reading, these statements may be somewhat at odds with other stated values and 
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ideals. In contrast to the organisationally focused Army Values statement, the 

descriptions of values in LWD 0-2-2 Character emphasises personal traits and behaviours. 

 

There are two significant inclusions in LWD 0-2-2 Character that are featured in 

the ARC that represent articulated codes of conduct for soldiers. The first is “The Soldier 

of the 21st Century” and the second is “The Army’s Rules for a Fair Go” (Australian 

Army, 2005, pp. 6-7, 21, Chapter 1). Both are discussed in the following section. 

4.2.1 Army Codes  
The Soldier of the 21st Century passage uses modern language to contextualise 

the discussion around behaviours and values, as presented at Table 4.9. This passage is 

the most definitive statement of modern values offered in the doctrine. Not only is each 

value statement written from the perspective of the soldier, but an attempt at an 

explanation of each value has been provided, and this results in a usable code to guide 

conduct, and through which to teach ethics. Critically, this does require a shared 

understanding of the intended message, which is assumed rather than explicit. 
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Table 4.9 
The Soldier of the 21st Century 
 
The Soldier of the 21st Century 
Every Soldier is an Expert in Close Combat. 

The disaggregated battlespace and the array of enemies likely to be encountered mean that 
there are no secure areas and every soldier needs to be genuinely capable of effective 
participation in close combat in complex terrain. 

Every Soldier is a Leader. 
In day to day activities and on operations soldiers will take charge of themselves and lead 
their peers to act appropriately. 

Every Soldier is Physically Tough. 
The physical demands of both operations and daily life require resilience and endurance. 

Every Soldier is Mentally Prepared. 
The intellectual and emotional demands of both operations and daily life require 
intellectual preparation and psychological endurance. 

Every Soldier is Committed to Continuous Learning and Self-development. 
From the day of induction each soldier is continuously provided with, and encouraged to 
take up, opportunities for the development of appropriate knowledge and skills. 

Every Soldier is Courageous. 
The combination of intrinsic values and shared ethos ensures that soldiers have the 
courage to face uncertainty and make the hard decisions required by complex warfighting. 
This includes the moral courage to do what is right. 

Every Soldier Takes the Initiative. 
The small team environment, complex terrain and mission command demand that soldiers 
act independently and without prompting based on their understanding of their immediate 
circumstances. Soldiers would strive to remain aware of the plan at the higher level in 
order to exploit fleeting opportunities and assist flanking teams in achieving success. 

Every Soldier Works for the Team. 
Each soldier shares responsibility for their fellows and for the achievement of the team’s 
missions.  Soldiers understand that they do not face danger alone, and that they must rely 
on the team just as the team relies on them. 

Every Soldier Demonstrates Compassion. 
The soldier will need to show compassion and empathy in barracks and when deployed 
on operations regardless of the nature of the task they are required to complete and the 
operating environment. 

Note. LWD 0-2-2 Character (Australian Army, 2005, pp. 6-7 Chapter 1). 
 

The Army’s Rules for a Fair Go (LWD 0-2-2 Character, 2005, Chapter 1 p. 21) 

provides the second interpretation of how military personnel should act, and, as such 

could also be thought of as a code of conduct, as shown at Table 4.10. These “standards 

of behaviour” are presented as expectations as well as a tool for soldiers to apply in the 

workplace (LWD 0-2-2 Character, 2005, Chapter 1 p. 21). 
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Table 4.10 
The Army’s Rules for a Fair Go 
 
Army’s Rules for a Fair Go 
• Bring honour to your country, the Army, your mates and yourself. Respect and use the Army 

values of courage, initiative and teamwork; 
• Earn the trust and loyalty of your team. Do not let your mates down; 
• Be accountable for your actions and decisions. Encourage your mates to do the same; 
• Treat others as you want them to treat you; 
• Lead by example. Look after all your people, all the time; 
• Have the courage to stand up for what is right and stop unacceptable behaviour; 
• Be honest, always; 
• Respect the differences in others (such as gender, personality, race or religious beliefs); 
• Make our chain of command work; and 
• Use the military justice system; it is there to give you a fair go. 
Note. LWD 0-2-2 Character (Australian Army, 2005, p. 21 Chapter 1). 
 

As with the Army’s Ethos and Values statements, The Army’s Rules for a Fair 

Go name a number of values and behaviours with an emphasis on workplace cooperation 

and joint effort. The difference with this passage and other explanations is that it is written 

using simple action verbs such as “be”, “have” and “use” as directives (Australian Army, 

2005, p. 21 Chapter 1). The ‘fair go’ is itself a very Australian concept - defined by the 

Macquarie Dictionary as “a fair or reasonable course of action” and this is perhaps how 

it is meant in terms of the Army’s Rules for a Fair Go name (Macquarie dictionary, 2003). 

Perhaps a better representation of these values would be to use words like justice, equality 

or egalitarianism. The ‘fair go’ phrase is also often used in other contexts such as “a fair 

contest in a fight”; “a chance to get on with something without interference or 

distraction”; or to “give something a reasonable period of trial” (Macquarie dictionary, 

2003) which may also confuse a reader who is not familiar with the Australian colloquial 

use of the term. 

 

Reference to a universal ‘golden rule16’ in the fourth point (“d. treat others as you 

want them to treat you” is also a reference to a common philosophical stance as a guide 

for individual behaviour (Australian Army, 2005, p. 21 Chapter 1). The Army’s Rules for 

a Fair Go name also allude to this and importantly emphasises individual accountability, 

and they also reinforce other directives including multicultural policies and 

equity/diversity policies (“respect the differences in others (such as gender, personality, 

 
16Blackburn notes that this idea “is found in almost all religious and ethical systems” as a guide for ethical 
decision making (2005, p. 154).  
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race or religious beliefs)”), as well as the unacceptable behaviour policy (“stop 

unacceptable behaviour”), and Defence Force Discipline Act (“make our chain of 

command work; and use the military justice system”) (Australian Army, 2005, p. 21 

Chapter 1). 

 

The first four points of The Army’s Rules for a Fair Go (see Table 4.10) are also 

included in the ARC lesson on gender awareness (shown at Figure 4.7). While The 

Army’s Rules for a Fair Go direct soldiers to “have the courage to stand up for what is 

right” (LWD 0-2-2 Character, 2005, Chapter 1 p. 21) there is little evidence that decision-

making skills, that would allow soldiers to determine what is right, are being taught. 

While the doctrine states that it does not “provide a recipe resolving moral dilemmas” it 

does require education “for making well-reasoned ethical decisions and explaining those 

decisions to others” (LWD 0-2-2 Character, 2005, Chapter 4 p. 17). 

 
Figure 4.7 
Rules for a Fair Go 
 

 
Note. This slide is used in the lesson MLO 13.1.1 Explain gender 
awareness and appropriate behaviour as part of a discussion of 
The Army’s Rules for a Fair Go (Australian Army, n.d.-o, Slide 
30). Reproduced with permission Headquarters Forces Command-
Army. 

 

The doctrinal presentations of The Soldier of the 21st Century and The Army’s 

Rules for a Fair Go may be a useful way to organise and present professional codes of 
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conduct. The next section offers a useful comparison with the codes of conduct and 

professional standards included in other military and non-military ethics programs. 

4.2.2 Other Professional Codes 
The use of codes was common across many ethics programs. Many informants 

stressed that they were used as a key tool in teaching. For example, the Canadian Armed 

Forces program was seen as being underpinned by their Code of Values and Ethics: 

The Defence Ethics Program has a 3-hour online course that’s an 
introduction to the Code of Values and Ethics. People do that before 
they show up [for the face-to-face component of the course] (Major 
Sonya Rogers). 

The Canadian Armed Forces’ program ‘Operation HONOUR’ is an example that 

emphasises behaviour based on a code which is built around the organisation’s values. 

 

Doctor Jeff Montrose reported that the United States Army program required 

learners to know the organisation’s codes in terms of how they related to operations, but 

felt that these fell short of being a useful professional code: 

There is also a lot of codes and creeds that we had to memorize and 
that we’d talk about so that you’re doing the right thing.  But again, 
most of these I think dealt with the actions that a soldier does on the 
battlefield, not so much about what I would define as maybe like the 
professional military ethic (Doctor Jeff Montrose). 

In contrast, Doctor Shannon French, who also emphasised the operational context of the 

‘Warrior Code’ as taught at the United States Naval Academy, saw the use of a code as a 

way of developing professional identity. 

We definitely emphasize the idea of this Warrior Code, and that this 
needs to become not just language for them but an identity. And 
that’s the only thing that will hold up under the stresses that they’re 
going to be put under.  That it has to be that they commit to being a 
certain kind of person, not just following certain rules; because the 
rules won’t always be clear, the rules won’t always be there and 
sometimes the rules won’t apply. But they still need to know what 
they should and should not do to be the kind of person who we want 
to see out there (Doctor Shannon French). 

Doctor Cate Thomas also highlighted the use of a code in developing professional 

identity. 

We’ve got a 56-page document and we abide by it. We talk about the 
values and the requirements of the field, and what they need to be 
and who they need to be in the sense of the Code of Conduct. …It’s 
not just about a code of ethics - it’s about conduct, ... and actually 
talks about…behaviour (Doctor Cate Thomas). 
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The New South Wales Police program strongly emphasised the need for trainees 

to know a range of key policies, including their Code of Conduct. 

There are certain policies that they have to know – like the Code of 
Conduct and Statement of Values and their Oath of Office and the 
Police Act. …Things like that they absolutely have to know. 
Introduction to policing is heavily, heavily dependent on ‘this is 
what you need and this is what you need to remember’ (Doctor 
Catherine McCarthy). 

Interestingly, Doctor Shannon French directly related her approach to teaching military 

ethics to her subsequent teaching in non-military fields, including her work with trainee 

dentists: 

I started out by pointing out to them that there was a Dental Ethics 
Code. …You should learn it, you should know it.  But what I’m more 
interested in is whether or not you’re the kind of person who will 
give a damn that there’s a Code, and that you’re supposed to do 
certain things and other things are wrong as a dentist (Doctor 
Shannon French). 

 

Programs that had a focus on professional preparation all featured teaching in 

relation to their respective codes. 

There is the Code of Ethics for Nurses and Midwives which covers 
all of us practicing in Australia. Basically, it requires four things in 
terms of practitioner behaviour – respect for autonomy, non-
maleficence (do no harm), beneficence (seek to do good), and social 
justice (Doctor Joanne Grainger). 

The Australian Federal Police Recruit program also linked the teaching of their Values to 

their Code of Conduct. 

We certainly teach to the Code of Conduct; … and the Values are a 
key part of that. They are fairness, accountability, commitment, 
excellence, integrity and trust. …Those are ours and we define 
[what] they mean in the AFP [Australian Federal Police] context, 
and that is the core of the Code of Conduct.  …We teach to the Code 
of Conduct, but …we are values based first and foremost, rules based 
second (Superintendent James Stokes). 

 

Teaching codes of conduct was widely used to help learners develop 

professionally appropriate behaviours. This was particularly evident in terms of the Social 

Work program, as reported by Doctor Cate Thomas. 

The Code of Conduct talks about aspirational stuff, …but it also talks 
about behaviour and actually gives nuts and bolts examples. …What 
we can do is hopefully put things into place in education where we 
can nurture and build the actual behaviour that we need to go with 
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the Codes. …My role is to make sure that my students are ready for 
professional practice, therefore making sure that ethics relate to the 
Code of Conduct. …What we’re actually clearly saying is here is the 
Code of Conduct - the Australian Association of Social Workers 
Code of Conduct. This is what you should do to ensure that no one’s 
rights are infringed (Doctor Cate Thomas). 

Doctor Cate Thomas further emphasised the need for a professional code as a means to 

regulate professional practice. 

What we’re actually saying is if individual Social Workers have their 
own beliefs or spirituality…the fact is they can’t actually let that 
influence their ethical decision making when it comes to other 
people. …We actually have to say to Social Workers as we educate 
them, you actually need to step out of your own belief system in 
order to make an appropriate comment or advocate on behalf of 
someone.  Just because you have a particular personal belief, that 
shouldn’t be imposed on this particular individual because that’s not 
what Social Work’s about. It’s about overcoming oppression and 
disempowerment (Doctor Cate Thomas). 

 

The idea of regulation was also seen in other fields. Professor John Weckert 

differentiated between types of regulation: 

Soft regulation is more like codes of conduct, whereas hard 
regulations are legal. As a professional, there’s a need for both 
(Professor John Weckert). 

Whereas, Doctor Sarah Pollard-Williams’ approach to teaching around professional 

regulations was far more exacting. 

There’s the Veterinary Practice Act and the Veterinary Practice 
Regulations which is implemented by the Veterinary Surgeons’ 
Board of New South Wales, and … we certainly mention Veterinary 
Practice Act [and] go into the Regulations far more specifically. 
…and talk about the fundamentals of the Act and what they do or 
don’t need to know – particularly on ethical issues (Doctor Sarah 
Pollard-Williams). 

 

The approach by the Australian Federal Police was to teach their Code of Conduct 

together with their Work Level Standards as a way of developing professional behaviour. 

We have [a] Code of Conduct and within that we have our stated 
values …but [the] Code of Conduct has more to it than just the 
values.  We've also got our Work Level Standards …per level or 
rank, and …they're actually quite useful. …They are AFP specific 
but a lot of these work level standards and the behavioural 
requirements…are soft skill related and our recruits [are] required to 
perform at their work level standards, just like all of us have to 
(Superintendent James Stokes). 
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Superintendent James Stokes also found that the level of detail in the Work Level 

Standards was useful in terms of student management. 

So, there were a lot of requirements …[and] a lot of detail within our 
Work Level Standards which were really useful for those cases 
where we had a Recruit who might be passing the course 
academically… but our Trainers would say they're not going to make 
a good cop … So how we filled the gap then was by utilising our 
Code of Conduct and, more usefully, these Work Level Standards. 
…I found if that there was a Recruit that staff were concerned about, 
generally I was able to find something within the Work Level 
Standards that they weren’t meeting. …We’d then put in place 
strategies to support that person to develop …and if they didn’t then 
we would use our employment mechanisms, being our work level 
standards, to manage them (Superintendent James Stokes). 

 

A code similar to that used by the Ambulance Service of New South Wales could 

guide the Army’s development of a code of ethics. The Ambulance Service of New South 

Wales Code of Conduct17 (2007, p. 7) is based on eight professional principles and the 

document “outlines the specific standards and behaviours required from staff …[and]… 

provides explanatory information to assist staff in understanding and meeting the required 

standards outlined in the Ambulance Service Code of Conduct”.  It references all related 

policy directives and lists other sources of information. Additionally, staff are “provided 

with a summary brochure, the ‘Quick Code of Conduct’, for easy referencing” 

(Ambulance Service of New South Wales, 2007, p. 6). An excerpt is provided at Table 

4.11 that details the first element of the first principle together with additional explanatory 

information. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
17This document was referred to and discussed with Dr Lazarsfeld-Jensen and has therefore been included 
as data. 
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Table 4.11 
Excerpt from the NSW Ambulance Code of Conduct 
 
1.1. Competence 
All staff will carry out their duties to the best of their ability and to follow the highest standards 
of conduct. 
1.1.1 Personal and professional behaviour 
• I will carry out my job with: 

o Courtesy and respect for everyone 
o Openness, honesty and accountability. 

• I will be mindful and accepting of the needs of people from different backgrounds and 
cultures when doing my job. 

• My decisions will be fair and impartial. 
• I will take care in my duties and will always present myself for work in a fit and proper 

condition. I will never present myself for work under the influence of alcohol, drugs or other 
substances that could affect my ability to work safely and efficiently. 

• When carrying out my tasks I will always: 
o Observe any laws, professional codes of conduct and ethics relevant to my profession. 
o Follow lawful directions from a person in authority. If I have a concern about following 

any lawful direction, I may appeal either through my workplace complaint/grievance 
procedures or to the Chief Executive Officer of the Ambulance Service or her or his 
delegate. 

o Behave with honesty and openness. I have a duty to report other staff who are behaving in 
a way that breaches this Code of Conduct. 

o Report to an appropriate person or authority any situations that may affect clinical or 
professional standards. 

o Try to work to a standard that reflects favourably on the Ambulance 
o Service. 
o Follow the policies of the Ambulance Service, whether or not I agree with these policies. 

If a situation arises where I cannot comply with a policy because of my personal or 
clinical views I will discuss the matter with my immediate supervisor to try and resolve 
the situation. 

Explanatory Information: 
• While the Code of Conduct outlines standards of conduct there may be situations that arise in 

the course of employment where it may be useful to apply the following six points as a guide 
to ethical decision making and behaviour: 
1. Is my decision or behaviour lawful? 
2. Is my decision or behaviour in line with the policies of the Ambulance Service? 
3. What will be the outcome of my decision or behaviour for me, work colleagues, the 

Ambulance Service, my patient/client or other parties/stakeholders? 
4. How will my decision be viewed by my professional peers, a Registration Board or a 

professional society? 
5. Is my decision or behaviour a conflict of interest, or could it be perceived as a conflict of 

interest, and/or will it lead to private gain at public expense? 
6. Can my decision or behaviour be justified in terms of public interest and could it 

withstand public examination? 
Note. Ambulance Service of New South Wales, (2007, pp. 10, 24). 

 

Codes were widely reported to guide professional behaviour in both military and 

non-military organisations. The complexity of the codes, and related professional 

standards, were variable. However, all related to organisational statements of values. 
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4.3 Shared and Unshared Understanding of Values 
In considering how ethical practice is developed, it is necessary to examine the 

extent that the understanding of values is shared. Key to this is how individual values are 

understood, and how these concepts are shared across the organisation: understood and 

shared in terms of the presentation of values across the doctrine and ARC curriculum, as 

well as being understood and shared among military personnel – particularly between 

instructors and recruits. This represents the dimension that bounds the core category, and 

ranges from there being a shared understanding of values to being an unshared 

understanding of values. 

 

Organisational values may be unshared because their meaning is confused or 

obscured in some way affecting general understanding and acceptance. Opportunities for 

learners to consider their values are key to developing a shared understanding of the Army 

values; however, the requirement for personal interpretation also gives rise to 

opportunities for misinterpretation. A lack of a detailed interpretation by the doctrine may 

also give rise to the justification of personal views that are not consistent with the 

organisation’s values. Definitions and descriptions of values are often linked to other 

definitions – this circular referencing leading to further inconsistency. Where definitions 

are vague, or reliant on other values for definition, or where out of date historical 

examples have been used to illustrate them, instructors and recruits may need to add their 

own interpretation – again leading to misinterpretation. The use of historical examples or 

awkward case studies/scenarios also confuse the meanings of values. 

 

LWD 0-2-2 Character acknowledges the complexity of personal development, 

and claims to be using an “aggregated” approach to the presentation of desirable character 

traits or values: 

Because character is a complex phenomenon, not readily described 
in one-sentence descriptions, the Army relies on an aggregated 
concept where the interrelationship of different perspectives is used 
to support character training and development (Australian Army, 
2005, p. 22 Chapter 1). 

Contrary to the above claim, there are many examples of where “one-sentence 

descriptions” have been relied upon in the doctrine (Australian Army, 2005, p. 22 Chapter 

1). The concept of aggregation is not detailed further but may explain the strategy to 

present an assortment of other values in addition to the core Army Values; however, this 
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does not necessarily lead to clarity or make this “complex phenomenon” any more 

accessible to the recruits (Australian Army, 2005, p. 22 Chapter 1). 

 

The large number of values purported to be essential for effective soldering 

implies a priority of some values over others. For example, a “can do attitude” could be 

seen as displaying values of professionalism, teamwork or initiative but could also lead 

to unethical behaviour, as discussed in LWD 0-2 Leadership: 

Task orientation, often referred to as the ‘can do attitude' is usually 
seen as an asset in Army culture. It reflects a pragmatic focus on 
outcomes, which may lead to a sense of achievement. This focus on 
outcomes without the restraint of values or boundaries creates a 
danger that may lead to a belief in the ‘end justifying the means'. 
Leaders at every level must be aware of such beliefs and be vigilant 
in determining the ethical appropriateness of the end in terms of the 
means (Australian Army, 2013b, p. 4 Chapter 12 Annex A). 

 

Organisational values can also be unshared where individuals do not agree with, 

or adhere to stated values, or where individuals are not given an opportunity to clarify 

their personal values against the Army’s Values. Unshared values also include instances 

where individuals or sub-groups hold alternative or conflicting values which they 

privilege over the Army’s Values. This type of unshared understanding could include 

values that are different to those of the organisation (including those that demonstrate 

gender, cultural or racial bias). While this could be addressed through including 

instruction and structured activities on ethical thinking and decision-making as part of 

ARC, there is no evidence that this has occurred. 

 

There are potentially positive consequences to having an unshared understanding 

of values. For example, whistle-blowers may raise important issues that expose outdated 

or misguided interpretations of values. The stances taken by these individuals may also 

counter ‘groupthink’ (which will be further discussed in Chapter 5) and lead to the 

adoption of innovative or progressive attitudes to issues and, ultimately, to the reform of 

the Army’s values. 

4.3.1 Hierarchy of Values 
It is easy to assume that a hierarchy exists in terms of the importance of values, 

with the core Army Values being the most important. Based on a simple word count 
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across the texts of the key doctrine and the ARCTMP, not surprisingly, the most 

frequently cited values are the Army Values with other frequently cited values being 

integrity, loyalty, compassion and mateship (as presented in Table 4.12). 

 

Table 4.12 
Word Count of Values in Documents 
 

Value 
Word Count of Values used in Doctrine and the ARCTMP1 
LWD 1 
Fundamentals2 

LWD 0-2 
Leadership3 

LWD 0-2-2 
Character4 ARCTMP5 

Compassion 3 5 18 6 
Courage6 17 27 69 13 
Esprit de Corps  3 13 3 0 
Honour  0 5 6 5 
Initiative6 16 31 24 8 
Innovation 6 9 2 1 
Integrity 17 13 17 5 
Loyalty  1 22 19 6 
Mateship  0 6 19 7 
Professionalism 1 4 7 3 
Respect6 1 35 38 10 
Restraint 0 3 3 0 
Sacrifice 2 5 4 0 
Service 1 11 8 4 
Teamwork6  3 37 21 9 
Note. 1Word count based on usage of terms in the context of a value, exclusive of headings, tables, diagrams, 
footnotes, contents and index listings; 2LWD 1 The Fundamentals of Land Warfare (Australian Army, 
2008); 3LWD 0-2 Leadership (Australian Army, 2013); 4LWD 0-2-2 Character (Australian Army, 2005); 
5ARCTMP (Australian Army, 2014). 6Army Values. 
 

Apart from the presentation of the Army Values, where it could be assumed that 

these four values are of highest importance, there is no guidance in doctrine or in the 

ARCTMP suggesting how a soldier should determine precedence of values. The 

presentation of Weekly Theme lessons on the ARC suggests that there is a secondary 

level of values that are also important; these being loyalty, honour, mateship, compassion, 

honesty, dedication to duty and will to win. Of these, integrity, honour, compassion, 

loyalty, and mateship are also widely featured across doctrine. These definitions are 

included at Appendix F. 

 

Values are often grouped together and subsumed into other values. For example, 

MLO14.1.17 Mateship and Teamwork (Week Three Theme) identifies that the value of 

mateship also comprises the concepts of equality, loyalty, and selflessness (as shown 

earlier at Figure 4.4). This establishes the value of mateship as the “key defining trait” of 
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the Australian soldier; thereby affording it a special level of importance (Australian 

Army, n.d.-u, Slide 7). 

 

The lesson MLO 14.1.18 Physical and Moral Courage (Week Four theme) links 

the values of courage and integrity, describing Integrity as “dedication to the 

mission…appropriate employment of force … and the protection of non-combatants” 

(Australian Army, n.d.-v, p. 3). Doctrine also links the value of courage with honesty and 

integrity (Australian Army, 2013b, p. 2 Chapter 2). Likewise, MLO 14.1.16 Loyalty and 

Honour (Week Two theme) explains loyalty in terms of trust, and links this to the value 

of teamwork by emphasising how loyalty and trust impact team effectiveness (Australian 

Army, n.d.-r, pp. 1-2). Honour is explained as “living by strong moral principles, 

comradeship, honesty, respect for others, selflessness, [and] dedication to duty” 

(Australian Army, n.d.-r, p. 3). The value of compassion is also linked to that of empathy 

in the lesson MLO 14.1.19 Compassion and Honesty (Week Five theme). This lesson 

defines compassion in terms of pity, and honesty with honour, fairness, and truthfulness 

(Australian Army, n.d.-w, p. 2). There are no Weekly Theme lessons on the Army Values 

of respect and initiative. The value of initiative is defined in terms of being able to think 

and act independently of others, being resourceful and innovative, and being able to 

improvise (Australian Army, 2013b, p. 4 Chapter 2). The value of respect draws on the 

concepts of “military professionalism … restraint and prudence”, that assumes or implies 

a need for respect of others (Australian Army, 2013a, p. 1). 

 

The defining and describing of values are complex, and somewhat confusing. 

Many values are used to describe the traits of other values. Naming four values as the 

Army Values suggests that they are of most significance. Some of the values discussed 

in the Weekly Theme lessons may be considered secondary values. For example, in these 

lessons integrity is linked to courage, and mateship is linked to teamwork. The remaining 

values discussed in the Weekly Theme lessons (honour, compassion, and loyalty) are not 

directly linked to the Army Values but have used the Army Values as descriptors. For 

example, the value of loyalty is explained using the word teamwork, and the value honour 

is defined using the word respect. As demonstrated by this examination of doctrine, the 

organisation’s values are complex and hierarchical, and the need for a shared 

understanding is expressed in the Leadership doctrine, which states that: 
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Culture comprises those symbols, expressed values and underlying 
assumptions that form the basis of shared understanding within a 
group …Myths and legends, ethos, ethics, loyalty as well as the 
Army’s expressed values of courage, initiative and teamwork are 
typical of the wider Army culture (Australian Army, 2013b, p. 7 
Chapter 7). 

Here, doctrine recognises that the organisational culture is influenced by the 

understanding of its values as shared by its personnel. How the values from doctrine and 

the ARC lessons inter-relate is depicted in Figure 4.8. 

 

This diagram suggests a hierarchy of values, where a number of secondary values 

are prioritised, together with the official Army Values, and a third level of values that is 

used for the purpose of definition and description. The diagram maps the way values have 

been used to define and explain other values. This complex network of meaning suggests 

that a shared understanding is difficult to achieve, as it requires a common interpretation 

of over 30 values. 
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Figure 4.8 
Values Hierarchy 
 
 

 
Note. This diagram illustrates the inter-related nature of values used across the doctrine and the 
ARC. As well as the Army Values, a second level of values has been prioritised which also utilises 
a third level of values to provide definitions and descriptors (arrows indicate the way values have 
been used to define other values) (Australian Army, 2005, 2008, 2013a, 2013b). 

4.3.2 New Defence Values and Behaviours 
In October 2020, ADF introduced a new set of values that were subsequently 

adopted by the Army. These new Defence Values were presented to Army personnel, and 

the general public, as “the foundation for our work and govern the way we relate to our 

stakeholders and to each other” and that this “new single set of unifying Values [is] 
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underpinned by an updated set of Defence Behaviours” (Department of Defence, 2020a, 

p. 99). The new Defence Values and Behaviours are presented at Table 4.13. 

 

Table 4.13 
Defence Values and Behaviours 
 
Defence Values  
Service  

The selflessness of character to place the security and interests of our nation and its 
people ahead of my own. 

Courage  
The strength of character to say and do the right thing, always, especially in the face 
of adversity. 

Respect  
The humanity of character to value others and treat them with dignity. 

Integrity 
The consistency of character to align my thoughts, words, and actions to do what is 
right. 

Excellence  
The willingness of character to strive each day to be the best I can be, both 
professionally and personally. 

Defence Behaviours  
To live Our Values I will: 

Act with purpose for Defence and the nation. 
Be adaptable, innovative and agile. 
Collaborate and be team focused. 
Be accountable and trustworthy. 
Reflect, learn and improve. 
Be inclusive and value others. 

Note. www.defence.gov.au/about/values (Australian Defence Force, 2020a). 
 

Similar to the previous Army Values, these statements are phrased in terms of 

character traits and require a sophisticated conceptualisation by  personnel to unpack their 

meanings, and without the underlying principles being explained, these new values will 

again fall short. For example, the value of respect requires an understanding of what is 

meant by “humanity of character”, of what behaviours demonstrate “valuing others”, and 

being “treated with dignity” (Australian Defence Force, 2020a). Neither does this 

descriptor define to whom others refers – hopefully this would be inclusive of all non-

combatants. Meanwhile, while there is a lack of education on the underlying concepts 

that underpin the new Defence Values, they cannot be adequately interpreted and/or 

followed. The Defence Behaviours, while not clearly linked to each of the Defence 

Values, do use active language to describe some aspirational attitudes, but are still far 

from being even a rudimentary ethical code. 
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Following the introduction of the new Defence Values and Behaviours in October 

2020, the Army News18 published a series of features on each of the Defence Values. For 

example, the value of service (Army News, 2020a, pp. 12-13) was presented in terms of 

personal sacrifice and interpreted career achievements as evidence of the value in action, 

while it also emphasised pride in the institutional symbols that link current personnel to 

the Army’s history. Likewise, the feature on courage (Army News, 2020b, pp. 12-13) 

highlighted the physical and moral courage displayed by males in operational settings – 

and presented a female soldier’s display of the value being made through “small 

courageous choices” such as prioritising children over career. The features on respect, 

integrity and excellence (Army News, 2020c, pp. 14-15; 2020d, pp. 16-17; 2020e, pp. 12-

13) presented a human resource management perspective focused on capability 

enhancement and team cohesion. This approach may in fact allow poor ethical behaviour 

to be rationalised in favour of task-focused outcomes. Perhaps because the Army has 

struggled without a strong ethical foundation, it has reverted to a narrative that does not 

promote a shared understanding, and in failing to establish this, the situation of unshared 

values will likely remain. The Army News feature on the new Defence Values is included 

in full at Appendix G. 

4.4 Chapter 4 Summary 
This Chapter has discussed the core category of understanding values and its 

properties of exploring values and employing professional codes, as well as the dimension 

which ranges from a shared understanding of values to an unshared understanding of 

values. Discussion on the range of values showcased on the ARC demonstrates the 

difficulties in developing shared understanding of these values and the implied 

requirements place on soldiers. The next chapter will further explore the features of the 

ARC in relation to ethics education and detail the basic social process of developing 

ethical practice.  

 
 
 

 
18This feature was published over five successive editions of Army News in 2020 (Edition 1476, 15 October 
through to Edition 1480, 10 December). It is reproduced with Editorial permission at Appendix G). 
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Chapter 5 

Findings: The Basic Social Process 

Chapter 4 introduced the core category of understanding values. In this chapter, 

the basic social process is presented, and, in the following chapter, the grounded theory 

will be explained. A basic social process of developing ethical practice explains how the 

setting works, in particular how categories are constructed and then inter-relate (Birks & 

Mills, 2011; Charmaz, 2014). While it may seem obvious that the act of education is 

inherently a social process, this study has represented it as the interaction of the three 

phases of (1) driving training, (2) engaging learners, and (3) shaping behaviour. 

 

The process begins with the development of education led by the organisational 

requirements. This phase influences how the ARC is situated in terms of content and 

learners, who are the key subjects of the process. The second phase is designated as 

engaging learners. The third phase of the process represents the intended outcomes and 

potential impacts of the process and is termed shaping behaviour. These three phases 

come together to form the basic social process of developing ethical practice, which is 

represented in Figure 5.1. 

 
Figure 5.1 
The Basic Social Process of Developing Ethical Practice 
 

 
Note. The basic social process had three phases: (1) driving training; (2) engaging learners; and 
(3) shaping behaviour. 
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5.1 Driving Training 
The initial phase in the social process was the category driving training. The main 

impetus for the ARC was the organisation’s needs in terms of generally producing 

ethically competent personnel and adapting to address specific incidents of unacceptable 

behaviour. Hence, this phase incorporated the properties of requirements of being a 

soldier and addressing unacceptable behaviour; and the dimensions of these properties 

ranged from consistent to inconsistent, as shown in Table 5.1. Data, drawn both from 

documents and interviews, illustrated how these properties determined and were impacted 

upon by the level of understanding in common across and between policy makers, 

instructors, and learners. 

 

Table 5.1 
Phase 1 Driving Training 
 

Category: driving training 

Properties:  ethical requirements of being a soldier 
 addressing unacceptable behaviour 

Dimensions: consistent inconsistent 

5.1.1 Ethical Requirements of Being a Soldier 
The property ethical requirements of being a soldier presented the Army’s 

expectations of its members both in terms of overall capability development and the 

required behaviours of members of the organisation. As a driver for training, it stands to 

reason that organisational requirements form a large part of, and rationale for the ARC. 

This section will explore the Army’s requirements for ethics education and discuss how 

ethics are represented in doctrine as endorsed behaviours. At the macro level, 

requirements were described in terms of the Army’s role as a federal government tool in 

maintaining national security. The Army’s highest level of doctrine, LWD 1 The 

Fundamentals of Land Warfare, clearly links the organisation’s capability to its ethos and 

values; claiming that the “Army’s ethos, coupled with intellectual, moral and physical 

exertion, provides the Army with the foundation for engaging in close combat” 

(Australian Army, 2008, p. 46). 

 

Doctrine also asserts the Army’s validity though citing international law, with 

military lawfulness or “legitimacy … expressed in the terms of international conventions 

covering the resort to, and the use of, military force” (Australian Army, 2008, p. 65) and 
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“soldiers are responsible to act only in a just cause” (Australian Army, 2005, p. 3 

Chapter1). This devolution of responsibility is signposted in doctrine, which states that 

“legitimacy also flows directly through to the lowest levels when expressed in rules of 

engagement and orders for opening fire” (Australian Army, 2008, p. 65). This individual 

responsibility for LOAC compliance (including the Rules of Engagement (ROE) and 

Orders For Opening Fire (OFOF)) is a powerful driver for training, especially where 

breaching these laws in Australia and internationally can result in criminal prosecutions 

of military personnel19. 

 

The concept of military legitimacy is a key reason for the inclusion of ethics 

content into the ARC. It is taken up across the doctrine, including in the LWD 0-0 

Command, Leadership and Management: 

By the very nature of their job, soldiers are required to achieve the 
nation’s objectives at great personal danger and, therefore, need to 
develop appropriate characteristics that are vital to the successful 
performance of their duties …[and are fostered] through its ethos, 
values, traditions and standards of behaviour (Australian Army, 
2003, p. 9 Preface). 

At the individual level, the concept of military legitimacy is also linked to that of the most 

junior personnel on operations (soldiers and JNCOs) are held responsible for their actions: 

legally and ethically. Doctrine articulates the ethical requirements of being a soldier, 

including in the LWD 0-0-2 Character: 

The individual soldier will require personal qualities of a very high 
order. …We have left behind the era of the ‘Strategic Corporal’ and 
entered the age of the ‘Strategic Private.’ In the complex 
environment constituted by the conflicts of globalisation, the 
judgement of an individual digger can have enormous strategic 
effects20 (Australian Army, 2005, p. 1 Chapter 4). 

 

In 2013, the Army introduced respect as one of its core Values – added to the three 

existing values of courage, initiative and teamwork, as discussed in Chapter 4. This action 

was prompted by several public scandals involving ADF personnel and the subsequent 

investigations and reports into those incidents. These reports, as well as the CA Directive 

31/13: The Introduction of 'Respect' as the Army's Fourth Value, had significant 

 
19The Laws of Armed Conflict, the international source of such legitimacy, clearly situates responsibility 
for enacting Just War principles with each individual soldier (Solis, 2010). 
20Attributed to the then Chief of Army, LTGEN Peter Leahy from an address he delivered at the Australian 
Command and Staff College on 7 September 2004. 
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implications for the Army: 

Respect is an essential element of military professionalism. As 
members of Army we must respect the law of the land and be capable 
of restraint and prudence in the presence and use of extreme violence, 
as may be required to protect our Nation and its interests. Respect 
tempers that violence while also supporting our men and women to 
survive and prevail in War. … I believe that it is our ability to show 
respect to all people, within and outside of war, that truly defines us 
as soldiers. Respect in this regard is not limited to our fellow soldiers, 
our unit, our Corps or our Service; but to how we conduct ourselves 
both inside and outside of Defence (Australian Army, 2013a, p. 1). 

While this directive focuses on soldiers’ performance in a combat context, it also 

encompasses other non-combat and non-Defence settings as requiring professional 

behaviour. 

 

LWD 0-2 Leadership presents individual ethical considerations as an 

organisational responsibility of the Army and links the concepts of ethics to decision 

making and acceptable behaviour as part of the ethical requirements of being a soldier. 

This underscores the role of education in the process of internalising values and shaping 

behaviours. Ethics are also linked to the concept of values as a basis for decision making. 

Further to this, ethical behaviour is specifically styled as “being able to provide reasons 

to support decisions and actions; being aware of any associated obligations and/or 

consequences; considering factors beyond individual self-interest; and establishing 

foundations for decisions that entail commitment to action” (Australian Army, 2013b, p. 

3 Chapter 12 Annex A). The doctrine also acknowledges the role of human nature in 

ethical behaviour and assumes that “individuals have the capacity to think logically and 

objectively, … make choices about their behaviour, … can learn and adapt to new 

situations, and … have a conscience that assists them to think ethically” (Australian Army, 

2013b, p. 3 Chapter 12 Annex A). 

 

By describing ethical behaviour in terms of these implications and assumptions, 

the individual responsibility on each soldier for their lawful action is understood and 

accepted by soldiers as an enforceable requirement and personal expectation. Despite that 

“there may be mitigating circumstances and factors that diminish the degree of personal 

responsibility”, LWD 0-2 Leadership claims to “provide a foundation for ethics and 

personal accountability” (Australian Army, 2013b, p. 4 Chapter 12 Annex A). LWD 0-2 
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Leadership links the requirements of the Army to the need for certain attitudes and 

behaviours, and labels these in terms of its values and ethos, noting that while soldiers are 

part of the wider community, they “are called upon to do what no other element of society 

does” in “achievement of the nation's objectives … by the controlled use of, or threat of, 

lethal and nonlethal force” (Australian Army, 2013b, p. vii). Army’s values and ethos are 

the “cultural rules” which describe what is required of being a soldier in terms of “distinct 

characteristics … vital to the successful performance of their duties” (Australian Army, 

2013b, p. vii). LWD 0-2 Leadership also provides a clear educational directive, stating 

that “on joining the Army, soldiers are instilled with the need to adopt certain norms of 

acceptable behaviour” (Australian Army, 2013b, p. 3 Chapter 2). 

 

LWD 0-2-2 Character deals with the qualities and attributes required of soldiers, 

and this is presented via various definitions and descriptions of values including the use 

of historical examples. While the ethical requirements of being a soldier are established 

in the doctrine, there is an implied link between the adoption of values, particularly the 

Army Values, and these desired behavioural outcomes. LWD 0-2-2 Character also argues 

that “the type of soldier the Army needs in the future … provides clear implications for 

how the Army must approach character development” (Australian Army, 2005, p. 4 

Chapter 2). Given the dynamic military environment, which needs to: 

a. incorporate a futures focus; 
b. recognise the complexity of modern military life; 
c. appreciate the volatility, uncertainty, complexity and the ambiguity 

of the modern battlespace; 
d. integrate concepts such as the role of the ‘strategic corporal’ and 

the ‘strategic private’; 
e. be aware of the widening gap between societal values and those 

espoused by Army; 
f. acknowledge that, despite developments in technology, warfare is 

human in nature; 
g. grasp the implications of political and media engagement in 

military activity reaching down into daily operations; and 
h. provide a framework where soldiers can be prepared for the mental 

toughness and resilience required for warfare in the modern 
battlespace 

(Australian Army, 2005, p. 4 Chapter 2). 
 

The property ethical requirements of being a soldier describes the way ethics are 

presented in doctrine as a set of ideals that the Army requires of its personnel. The 
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doctrine presents these ideals as originating within Australian culture and from the 

Army’s responsibility to act in the Nation’s interests as directed by Government. LWD 

0-2 Leadership also establishes the soldiers’ responsibilities under international law as 

well as in terms of the Army’s “undocumented” cultural rules and its stated ethos and 

values (Australian Army, 2013b, p. 3 Chapter 2). This flows down to the curriculum level, 

documented in the ARCTMP, where the driving training phase results in recruits being 

introduced to a range of ethical concepts, including the Army’s four core Values, as well 

as through CD lessons, that establish and reinforce the endorsed behaviours required of a 

soldier. This will be examined in phase two of the basic social process in Section 5.2. 

5.1.2 Addressing Unacceptable Behaviour 
The second property of driving training is addressing unacceptable behaviour. 

As a driver for training, it is a direct response to a number of negative incidents over a 

long period of time, and includes issues of gender, sexuality, race and cultural 

discrimination, as well as the need for workplace equity and diversity initiatives. This 

section will explore the Army’s need to address unacceptable behaviour and the equity 

and diversity initiatives with which it attempts to do this. 

 

Unacceptable behaviour is defined in DI(G) PERS 35-3 Management and 

Reporting of Unacceptable Behaviour as “behaviour that, having regard to all of the 

circumstances, would be offensive, belittling, abusive or threatening to another person or 

adverse to morale, discipline or workplace cohesion, or otherwise not in the interests of 

Defence” (Australian Defence Force, 2009, p. 2 Annex A). LWD 0-2-2 Character uses 

this same definition, and expands the description of unacceptable behaviour as: 

It may be the result of some real or perceived attribute or difference 
(such as disability, race, gender, sexual preference, age or religion). 
The behaviour is also unwelcome, unsolicited, unreciprocated and 
usually, but not always, repeated. Unacceptable behaviour is 
behaviour, which a reasonable person, having regard to all the 
circumstances, would consider to offend, humiliate or intimidate 
other personnel. (Australian Army, 2005, p. 10 Chapter 3). 

 

While addressing unacceptable behaviour is linked to organisational and 

legislative requirements, it is also featured in doctrine as the Army’s desire to enhance 

operational capability. LWD 0-2-2 Character includes a section on unacceptable 

behaviour that advises “maximising operational effectiveness” requires “soldiers must 
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refrain from behaviour” described as following:” (Australian Army, 2005, p. 9 Chapter 

3): 

a. undermines another soldier’s ability to contribute to unit 
cohesiveness; 

b. is contrary to, or inconsistent with, the standards of professional 
and personal conduct required to achieve such operational 
effectiveness; 

c. is unlawful under civil, criminal or military law; 
d. has a detrimental effect upon operational efficiency or 

effectiveness; 
e. is prejudicial, or is likely to be prejudicial, to group cohesion or 

command relationships by affecting the health or safety of the 
individual or the group; 

f. takes advantage of, or threatens, the person or personal integrity 
of a subordinate, peer, superior or an underage soldier; or 

g. brings, or is likely to bring, discredit on the ADF 
(Australian Army, 2005, p. 9 Chapter 3). 

The doctrine, however, does not advise how personnel should deal with conflicts between 

these seven behaviours when they arise, as no priority order is provided. For example, 

reporting an unlawful act to a civil authority (point c) may result in the break-down of unit 

cohesion (points a. and e.) or publicly discredit the institution (point g.). This is an obvious 

issue for whistle-blowers, and their chain of command, in terms of building team cohesion 

and maintaining the reputation of the Army. Without the ability to prioritise values and 

resolve conflicts between values, the need for an ethical decision-making framework 

and/or priority hierarchy is highlighted  

 

DI(G) PERS 35-3 categorically states that “unacceptable behaviour in the 

workplace is not condoned” and that “all Defence personnel have a responsibility to foster 

an equitable, fair and safe workplace environment free from all forms of unacceptable 

behaviour” (Australian Defence Force, 2009, p. 1). The doctrine cites the Defence and 

Army values as the guide to “behaviour expected of all Defence personnel” (Australian 

Defence Force, 2009, p. 1). Further to this, unacceptable behaviour is categorized into 

types; these being “harassment, workplace bullying, sexual harassment, discrimination, 

abuse of power, inappropriate workplace relations, and conflict of interest” (Australian 

Defence Force, 2009, p. 1 Annex B). 

 

Doctrine references a number of key legislative acts including the Racial 

Discrimination Act (1975), the Sex Discrimination Act (1984), the Human Rights and 
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Equal Opportunity Commission Act (1986), the Disability Discrimination Act (1992), 

Workplace Relations Act (1996), and the Public Service Act (1999) (Australian Defence 

Force, 2009, p. 1 Annex A). Several policies address the issue of discrimination, citing 

capability development as the primary rationale for addressing unacceptable behaviour 

through the development and promotion of diversity in the ADF. Defence’s multicultural 

policy (outlined in DI(G) PERS 35-5 Defence Multicultural Policy) asserts that “cultural 

diversity is a source of strength that makes the ADF more effective in carrying out its 

mission” and encourages recruiters to consider that “people from diverse cultural and 

linguistic backgrounds will enhance the organisation’s effectiveness and lead to a better 

understanding of how other cultures operate” (Australian Defence Force, 2002, p. 1). 

 

The DI(G) PERS 50-1 Equity and Diversity in the Australian Defence Force 

(2001) cites operational capability as its prime rationale and encourages it to be 

considered “an important element of…good leadership practice” (Australian Defence 

Force, 2001, p. 1). The doctrine also specifically links to the values and behaviours of 

personnel in achieving equity and diversity, stating that “values drive behaviours, and 

hence performance” (Australian Defence Force, 2001, p. 3). In acknowledging this 

inherent link between values, behaviours and performance, in DI(G) PERS 35-5 Defence 

Multicultural Policy the ADF defines its measures of organisational success as being “an 

organisation in which everyone works together, gets good results, acts professionally, 

respects and trusts each other, gives everyone a fair go, and acts with honesty and 

integrity” (Australian Defence Force, 2002, p. 3). DI(G) PERS 35-5 also reinforces the 

individual’s responsibility in the workplace to achieve greater organisational diversity, 

stating that all personnel should “behave in a manner that is fair and treats other people’s 

culture and beliefs with respect and dignity; and provides an inclusive work environment 

free from racial discrimination and harassment” (Australian Defence Force, 2002, p. 2). 

 

The doctrine links greater diversity to enhanced capability, and there is an 

assumption that awareness training promotes this policy and prepares personnel to 

effectively address unacceptable behaviour within the organisation. Clearly, these 

policies have educational implications, as can be seen in the ARCTMP, particularly in 

the lessons MLO 14.1.30 Indigenous Cultural Awarness [sic] Training (ICAT)-Equity & 
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Diversity (which will be further examined in this Section) and MLO 13.1.1 Explain 

gender awareness and appropriate behaviour (Australian Army, 2014, pp. 507, 583). 

 

As part of a study into language use across the ADF, Professor Elizabeth Thomson 

found that a lack of positive role-modelling negatively impacted on women, particularly 

in terms of their integration into workplace teams, and on the ability of the organisation 

to address unacceptable behaviour: 

There’s that whole issue about being in the group or being different. 
So, there are strong forces for group cohesion and group acceptance, 
and so you have to comply to the dominant sort of group values… 
but there’s a point where if you don’t do that role-modelling you’re 
not making it easier for the next generation (Professor Elizabeth 
Thomson). 

Professor Elizabeth Thomson argued that senior female soldiers and officers should take 

more active roles in equity and diversity initiatives, particularly in terms of being role-

models for younger and more junior women: 

There’s an onus on senior women to accept that, suck it up and do it 
because there’s a lot of junior women out there that need to see them.  
They need to see that it is possible to be successful. They need to see 
that you can still be who you are and not sacrifice your gender to be 
one of the boys.  You can still be a woman and on a team and 
successful and achieve. And if you don’t model it, it’s not visible; 
then young women don’t see it’s possible (Professor Elizabeth 
Thomson). 

 

Professor Elizabeth Thomson also reported that, while there is high-level support 

for diversity initiatives, these are not implemented effectively across the organisation: 

It’s skimming the surface and it’s possibly looking at content 
knowledge but not any kind of embodied practice. That stuff doesn’t 
get you anywhere (Professor Elizabeth Thomson). 

Thomson asserted that it is not sufficient to articulate organisational values through 

doctrine, but what is needed is supported initiatives which utilise effective role-

modelling: 

It’s a motivated choice.  The organisation can actually change the 
way they express the values; change the way they broadcast the 
values; change the way they model the values by bringing in 
alternative modellers - women and [people of] different backgrounds, 
etcetera. So those are the things that are easily done - if you choose 
to do it (Professor Elizabeth Thomson). 
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Both the LWD 1 The Fundamentals of Land Warfare (Australian Army, 2008, p. 

98) and LWD 0-2-2 Character (Australian Army, 2005, p. 9 Preface) claim that they have 

“been prepared with gender-neutral language” and LWD 0-2 Leadership advises that 

“words importing gender refer to both male and female unless specifically stated 

otherwise” (Australian Army, 2013b, p. x Preface). While this attempt at gender-neutral 

language is deliberate, the exclusive use of male examples reinforces the dominant 

paradigm and privileges the male voice. LWD 0-2-2 Character presents much of the 

content covered by the CD lessons. This document, like the others used to reference and 

guide the ARC, utilises only a limited range of examples or profiles of soldiers considered 

to be role models. For example, there is only a single depiction of an Indigenous soldier 

in the doctrine that informs the ARC (see Figure 5.2). In this instance, the World War 

Two Indigenous Australian soldier, Lieutenant Reginald Saunders, is profiled as an 

example of the value of “hardiness” in terms of his resilience to “fatigue and discomfort” 

on the battlefield (Australian Army, 2005, p. 23 Chapter 2): 

LT Reginald Saunders 2nd/7th Battalion … displayed hardiness and 
determination after the Allied defeat in Crete. Saunders escaped and 
lived on the run for 11 months, concealing himself in caves and 
searching for food at night. He wore the same set of clothes from 30 
June 1941 until his escape from the island on 7 May 1942 (Australian 
Army, 2005, p. 23 Chapter 2). 

This can be interpreted as reinforcing the stereotype that Indigenous people are able to 

live off the land by virtue of their indigeneity. The fact that he was the first Indigenous 

soldier to be commissioned as an officer in the Australian Army should qualify him as a 

positive role model; however, this is only mentioned in a footnote to the passage 

(Australian Army, 2005, p. 23 Chapter 2). 

 
 
 
 
 

 
 
 
 
 
 
 

 
 
 



Chapter 5: The Basic Social Process 
 
 
 

 
125 

 

Figure 5.2 
Depiction of an Indigenous Soldier in Doctrine 

 

 
Note. This excerpt from LWD 0-2-2 Character depicts Lieutenant 
Reginald Saunders as an example of the “hardiness” of the 
Australian soldier (Australian Army, 2005, p. 23 Chapter 2). He 
was the first Indigenous soldier to be commissioned as an officer 
in the Australian Army, as noted in a footnote21 (Australian 
Army, 2005, p. 23 Chapter 2). Reproduced with permission 
Headquarters Forces Command-Army. 

 

Professor Elizabeth Thomson also examined LWD 0-2-2 Character and found the 

depiction of Lieutenant Reginald Saunders to be “tokenistic” and “semi-stereotypical” 

and that it was an example of “othering that person” (Professor Elizabeth Thomson). 

Thomson also linked the lack of positive representation of Indigenous Australians and 

those of other minority groups to the difficulties the Army has experienced addressing 

unacceptable behaviour: 

Army didn’t have any sense of ‘well how can we make this work for 
real’, not just ‘what’s the content we need to know’? …Army hasn’t 
learnt yet, but it’s at the institutional level that diversity needs to be 
addressed, not just the CLO says ‘address diversity’ (Professor 
Elizabeth Thomson). 

 

Unacceptable behaviour is clearly a significant issue of concern for the ADF, and 

education plays an important role in addressing the problem. The property addressing 

unacceptable behaviour describes the Army’s commitment to cultural change through 

 
21The image as presented in the doctrine is captioned “Lieutenant Reginald Saunders, 2nd/7th Battalion is 
Congratulated in Obtaining [sic] his Commission by Lieutenant Thomas Derrick VC, 2nd/48th Battalion, 25 
November 1944” (LWD 0-2-2 Character, Australian Army, 2005, p. 23 Chapter 2). 
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policies that promote equity and diversity and its attempt, through education, to address 

institutionalised unacceptable behaviour. 

5.1.3 Dimensions of Driving Training 
This phase of the social process demonstrates that social, legislative and 

organisational expectations of Army personnel are mandated in doctrine, and that 

Recruits are introduced to these requirements through the ARC, as documented in the 

ARCTMP. The dimensions of consistent/inconsistent reflect how the factors that inform 

the ARC are articulated, communicated and understood across the organisation. There is 

a consistent approach to driving training where messages are well-articulated and 

effectively communicated through doctrine. However, an inconsistent approach is 

demonstrated where doctrine lacks clarity or is contradictory.  

 

LWD 0-2 Leadership presents the Army’s values as the “cultural rules” guiding 

what is required of being a soldier: 

On joining the Army, soldiers are instilled with the need to adopt 
certain norms of acceptable behaviour. These cultural rules are 
undocumented, yet powerful. As a result, before considering the 
many issues related to the study of leadership, the practitioner must 
first acknowledge and understand the role and influence of ethos and 
values (Australian Army, 2013b, p. 2 Chapter 2). 
 

However, the claim that these are “undocumented” rules demonstrates an 

inconsistency of messaging (Australian Army, 2013b, p. 2 Chapter 2). This implies that 

soldiers must “acknowledge and understand” requirements that are not articulated, and it 

alludes to the possible existence of further unknown/unknowable requirements 

(Australian Army, 2013b, p. 2 Chapter 2). These “powerful” rules become even more 

potent as soldiers need to be part of the cultural group to become privy to, and therefore 

able to adhere to, the Army’s “norms of acceptable behaviour” (Australian Army, 2013b, 

p. 2 Chapter 2). The reliance on this type of tacit knowledge, particularly in relation to 

values, means that induction and organisational assimilation of Recruits is very difficult.  

This underscores the challenge of defining and communicating the military ethos, 

generally, as well as in terms of the induction of new personnel. 

 

Further to this, the LWD 0-2-2 Character argues that defining the concept of 

character is difficult and dependant on interpretation: 
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Much has been written about the concept of character. It is notable 
from these writings that there is no common agreement about its 
meaning. Character remains a complex human phenomenon, and the 
range of definitions invariably reflects different perspectives. 
Reducing the concept of character to one-sentence descriptions may 
seem inadequate. (Australian Army, 2005, p. 2 Chapter 1). 

While a definition of character is offered, there are fifteen individual values cited in this 

document as the character traits required of a soldier. 

 

However, by providing common definitions of key terms and using common 

descriptions of values, the Army’s doctrine does make some links between values and 

policy. For example, when discussing unacceptable behaviour, the Defence Instruction 

specifically uses Defence and Army Values as a guide of expected workplace behaviour. 

The organisation’s commitment to addressing unacceptable behaviour stresses that “all 

Defence personnel have a responsibility to foster an equitable, fair and safe workplace 

environment free from all forms of unacceptable behaviour” and that the Defence and 

Army Values “collectively set out the behaviour expected of all Defence personnel” 

(Australian Defence Force, 2009, p. 1). The reason provided for why addressing 

unacceptable behaviour is important, is ultimately the goal of capability enhancement. 

 

Generally, doctrine presents a consistent message in terms of the Army’s focus on 

capability development as a driver for training, particularly in terms of the ethical 

requirements of being a soldier and the need for addressing unacceptable behaviour. For 

example, LWD 1 The Fundamentals of Land Warfare emphasises the importance of 

capability development to the Army’s ability to conduct operations: 

The Army’s capability is developed to provide the Government with 
a range of options to support the national interest. … The 
development of the Army’s capability is constrained by … the ability 
to attract and retain high quality people. … The Army must compete 
with a wide range of other employers to secure the people required 
to meet the demands of the contemporary conflict environment 
(Australian Army, 2008, p. 71). 

This is presented in terms of the organisation’s distinct personnel requirements: 

Soldiers, though part of society, are called upon to do what no other 
element of society does. … This requirement sets them apart, and of 
necessity calls for them to develop distinct characteristics that are 
vital to the successful performance of their duties (Australian Army, 
2013b, p. vii Preface). 
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Capability development is again cited as the rationale for equity and 

diversity initiatives in the CA Directive 31/13 Introduction of ‘Respect’ as 

Army’s Fourth Value: 

Army must strive to build a more just and inclusive culture that 
enables the contribution of all its people to be fully realised. This is 
essential to generating and sustaining capability (Australian Army, 
2013a, p. 1) 

However, the need for a “more just and inclusive culture” suggests an acknowledgement 

of cultural failures (Australian Army, 2013a, p. 1). In turn, the value of Respect is linked 

to the need for the Army to address unacceptable behaviour, with LWD 0-2-2 Character 

stating that: 

The stresses of soldiering … can breed certain behaviours that are 
counter to effective soldiering and are not tolerated. … and soldiers 
must remain aware of if they are to effectively discharge their duty 
and obligations to the Army (Australian Army, 2005, p. 7 Chapter 
3). 

Again, the fact that these “certain behaviours” are unstated suggests 

inconsistency and opacity of messaging. 

 

Values are often linked to cultural archetypes, predominantly the “ANZAC legend” 

(Australian Army, 2005, p. 17 Chapter 1; 2013b, p. 3 Chapter 11) or “ANZAC tradition” 

(Australian Army, 2005, p. 19 Chapter 1; 2008, pp. 3, 68; 2013b, pp. 3, 6 Chapter 2) and 

to historic examples that display a masculine bias. In these instances, the meaning and 

modern application of values is obscured or confused, and this leads to them being 

unshared. Professor Elizabeth Thomson argued that this needs to be addressed at the 

Doctrinal level through contemporary examples of values. 

You have to broaden what your category of hero is. So if your 
category of hero is just a man, and it’s only men who perform 
particular kinds of acts of bravery in particular kinds of contexts 
that match up with the values, you have to broaden your heroes and 
broaden your values. So, my point in the report was there’s nothing 
wrong with making salient the value of courage - it’s not about 
downplaying courage - it’s about well what else can you bring in is 
equally important. And one of the things I would say from a 
diversity point of view is respect. … You want to make it salient. 
It has to be seen, otherwise it’s lost. So, my argument would be you 
need to, for diversity’s sake, bring in values which encourage 
diversity; expand your heroes. And in that way, you also broaden 
out the ADF community. It becomes more than just the white 
blokes at ANZAC … and the white blokes who want to emulate 
ANZAC (Professor Elizabeth Thomson). 
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Presenting a more diverse range of role models in the doctrine and in education would 

underscore the Army’s commitment to addressing unacceptable behaviour, as well as 

achieve a consistent message. 

 

Achieving a shared understanding of values may have unforeseen/negative 

consequences for the organisation. This is introduced in LWD 0-2 Leadership as 

“groupthink”, defined as “a phenomenon in which the desire for consensus overrides the 

realistic appraisal of alternative courses of action” (Australian Army, 2013b, p. 12 

Chapter 12). The negative consequences of groupthink are linked to decision-making and 

group behaviour impacted by peer-pressure: 

Groupthink … can cause deterioration in reality testing and moral 
judgement as a result of pressures within the group. Certain 
conditions favour groupthink. One is high cohesiveness, which tends 
to favour solidarity because members identify strongly with the 
group. … Consequences of groupthink include an incomplete study 
of alternatives, failure to evaluate the risks of a course of action, 
biased information processing, and a failure to develop contingency 
plans (Australian Army, 2013b, p. 12 Chapter 12). 

Reported examples of incidents of unacceptable behaviour have cited group bias as a 

contributing factor22. In these instances, the shared values of groups of Army personnel, 

while being shared across the group, were found not to reflect the Army’s values. 

 

The first phase of the basic social process, driving training, consists of the ethical 

requirements of being a soldier and the Army’s necessity in addressing unacceptable 

behaviour. Throughout the doctrine, these concepts are consistently presented as enabling 

capability development. However, there are a number of inconsistences in the doctrine in 

how capability development is explained and enacted in terms of what is required of 

soldiers and how the organisation can address unacceptable behaviour. How these issues 

are dealt with in terms of the curriculum and pedagogy will be further explored in the 

second phase of the basic social process, engaging learners. 

5.2 Engaging Learners 
The second phase of the basic social process was engaging learners and examined 

the content of ethics education and how it was delivered. This phase consisted of three 

 
22Investigations into incidents of unacceptable behaviour, including the 2012 and 2014 Reviews into the 
Treatment of Women in the Australian Defence Force, also reported widespread system failures (Australian 
Human Rights Commission, 2012; 2014). 
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properties as shown in Table 5.2. The first property was implementing curriculum that 

detailed the interpretation of the curriculum and the role of instructors in delivering the 

CD content. The second property was teaching ethical content which explored the 

treatment of ethical thinking and decision making, and the presentation of the LOAC. The 

third property was enacting pedagogy that detailed the teaching approaches revealed 

through lesson plans and other artefacts. The potential impact of the curriculum was also 

explored via the viewpoints of the informants. The dimensions of these properties ranged 

from aligned to unaligned. 

 

Table 5.2 
Phase 2 Engaging Learners 
 

Category: engaging learners 

Properties: 
 implementing curriculum 
 teaching ethical content 
 enacting pedagogy 

Dimensions: aligned unaligned 
 

Engagement with learners was demonstrated in two ways - through the curriculum 

and through pedagogical practice. The curriculum includes the ARCTMP and related 

doctrine such as Army Training Instructions, while pedagogy refers to the learning and 

teaching strategies (methods and practice) used in delivery of the curriculum as 

demonstrated through the lesson plans and lesson artefacts (including PPT presentations 

and handouts). Additionally, insight into teaching and learning practice across the field 

was gained via interviews. 

5.2.1 Implementing Curriculum 
The first property of the category engaging learners is implementing curriculum. 

The ARCTMP comprises of 19 Modules divided into 35 CLOs and 210 MLOs and 

includes the integrated assessment component of the course (Australian Army, 2014, p. 

9). This is presented at Table 5.3. 
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Table 5.3 
ARC Modules 
 
ARC Modules  
Module 1 - Operate in a Threat Environment  
Module 2 - Operate the In-service Radio  
Module 3 - Apply Navigation Skills in an Intermediate Environment  
Module 4 - Apply First Aid  
Module 5 - Manage Own Professional Performance  
Module 6 - Participate in Workplace Safety Procedures  
Module 7 - Participate in Ceremonial Activities 
Module 8 - Work in a Public Sector Environment  
Module 9 - Operate a Personal Computer  
Module 10 - Operate Night Fighting Equipment  
Module 11 - Operate a Light Support Weapon  
Module 12 - Operate a Service Rifle  
Module 13 - Work with Equity and Diversity 
Module 14 - Display Attributes of an Australian Soldier  
Module 15 - Operate Land Materiel  
Module 16 - CBRND Awareness  
Module 17 - Explosive Hazards Awareness and Protection Training (Module 1) 
Module 18 - Urban Operations (All Corps Introduction) 
Module 19 - Assessment 
Note. ARCTMP (Australian Army, 2014, p. 9). 

 

Of note in relation to this study are Modules 13 and 14. Module 13 Work with 

equity and diversity, that is detailed at CLO 13.1 Work with [sic] effectively in a diverse 

workplace, and results in a single lesson taught over one period of instruction as 

MLO13.1.1 Explain gender awareness and appropriate behaviour (Australian Army, 

2014, p. 41). Module 14 Display attributes of an Australian Soldier includes CLO 14.1 

Understand and displays the values and beliefs of the Australian Army. Embedded in this 

CLO are 28 MLO, including MLO 14.1.23 Understand and develop character. The CLO 

is also mapped to the Unit of Competency PUADEFCM106C Display the attributes of 

an Australian soldier (Australian Army, 2014, p. 19). The hierarchy of learning outcomes 

for Modules 13 and 14 is illustrated in Table 5.4.  
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Table 5.4 
Learning Outcome Hierarchy (ARCTMP Modules 13 & 14) 
 
Module Course Learning 

Outcome (CLO) 
Unit of 
Competency 

Module Learning Outcome 
(MLO) 

13 Work with 
Equity and 
Diversity 

13.1 Work with 
[sic] effectively 
in a diverse 
workplace 

DEFEQ001C 
Work with equity 
and diversity 

13.1.1 Explain gender awareness 
and appropriate behaviour 

14 Display 
attributes of an 
Australian 
Soldier 

14.1 Understand 
and display the 
values and 
beliefs of the 
Australian Army 

DEFCM106C 
Display the 
attributes of an 
Australian 
soldier 

14.1.16 Loyalty and Honour 
(Week 2 theme) 

14.1.17 Mateship and Teamwork 
(Week 3 theme) 

14.1.18 Physical and Moral 
Courage (Week 4 theme) 

14.1.19 Compassion and Honesty 
(Week Five theme) 

14.1.20 Dedication to Duty (Week 
6 theme) 

14.1.21 Will to Win (Week 7 
theme) 

14.1.22 Develop self [sic] 
awareness of self and others 

14.1.23 Understand and develop 
character 

14.1.26 Develop life skills 
14.1.27 Develop as a member of a 

team 
14.1.28 Setting personal and team 

goals 
14.1.30 Indigenous Cultural 

Awarness [sic] Training (ICAT) - 
Equity & Diversity 

Note. ARCTMP (Australian Army, 2014, pp. 41-43). 
 

The ARCTMP details the total number of 40-minute periods required for delivery 

of each module as well as each individual CLO and MLO (Australian Army, 2014). The 

ARCTMP lists the timings for Module 13: Work with Equity and Diversity as one period 

and Module 14: Display attributes of an Australian Soldier as a total of 69 periods of 

instruction, this is further detailed in the break-down of periods of instruction by MLO 

(ARCTMP, Australian Army, 2014, p. 12). The ARCTMP allocated these MLO a total 

of 20 hours that have been divided into two days of eight 40-minute lessons. Five MLO 

are grouped together for delivery as CD Workshop 1, that takes place in Week 3, and 

Workshop 2 that takes place in Week 7 (Australian Army, 2014). Table 5.5 is a summary 

of the MLO and the time allocated for each. 
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Table 5.5 
Periods of Instruction Allocated by MLO 
 
Module Learning Outcome (MLO) Allocated Time 
MLO 13.1.1 Explain gender awareness & appropriate behaviour 1 period (40 minutes) 
MLO 14.1.2 Explain the requirement for soldierly conduct 2 periods (80 minutes) 
MLO 14.1.16 Loyalty and Honour (Week 2 theme) 1 period (40 minutes) 
MLO 14.1.17 Mateship and Teamwork (Week 3 theme) 1 period (40 minutes) 
MLO 14.1.18 Physical and Moral Courage (Week 4 theme) 1 period (40 minutes) 
MLO 14.1.19 Compassion and Honesty (Week Five theme) 1 period (40 minutes) 
MLO 14.1.20 Dedication to Duty (Week 6 theme) 1 period (40 minutes) 
MLO 14.1.21 Will to Win (Week 7 theme) 1 period (40 minutes) 
MLO 14.1.22 Develop self-awareness [sic] of self & others 5 periods (200 minutes) 
MLO 14.1.23 Understand and develop character 4 periods (160 minutes) 
MLO 14.1.26 Develop life skills 3 periods (120 minutes) 
MLO 14.1.27 Develop as a member of a team 6 periods (240 minutes) 
MLO 14.1.28 Setting personal and team goals 2 periods (80 minutes) 
MLO 14.1.30 Indigenous Cultural Awareness Training (ICAT) 0.5 period (20 minutes) 
Note. ARCTMP (Australian Army, 2014, pp. 507-584).  

 

The ARC is informed by the All Corps Soldier Training Continuum (ACSTC); 

however, it is not stated how the ARC curriculum establishes a starting point for continual 

professional learning. The ARC also forms the initial component of CD, as outlined in 

the ATI 4-1 Character Training (Australian Army, 1999).  

5.2.1.1 Foundations of the Curriculum 
Military ethics programs vary in terms of being stand-alone programs or by being 

part of a training continuum. For example, programs delivered by the United States 

Marine Corps (Doctor Paolo Tripodi) and the Canadian Army (Major Sonia Rogers) are 

stand-alone programs, while the program delivered at the United States Naval Academy 

(Professor Michael Skerker) is part of a continuum. The Canadian Army has a stand-

alone online program delivered across the entire organisation (Major Sonia Rogers). In 

addition to this, Canadian Army Units have appointed Unit Ethics Coordinators who also 

undergo formal face-to-face training: 

The Defence Ethics Program starts with a three-hour online course, 
that’s like an introduction to the Code of Values and Ethics. … 
People do that before they show up [for the face-to-face training]. … 
We get some people who are …going to be the Unit Ethics 
Coordinators and others who are just interested in it and want to come 
on the course (Major Sonia Rogers). 

The Unit Ethics Coordinators then disseminate information and conduct unit-level 

training, as well as act as advisors to the Canadian commanders at unit level. 
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The United States Naval Academy delivers ethics content in a structured manner, 

integrating it through the four years of the program, with the formal ethical theory 

delivered in year two: 

The Moral Reasoning for Naval Leaders [course] is considered to be 
part of a sequence from the Division of Leadership, Ethics and Law. 
… So, it’s meant to be a sequence through the four years … it’s 
Followership, Ethics, Law, Leadership (Doctor Shannon French). 

However, here the key difference is that the Australian Army’s All Corps Soldier 

Training Continuum may span many years of a soldier’s career as they progress through 

the ranks23, while the United States Naval Academy continuum is delivered across a 

four-year undergraduate program. In this respect, the United States Naval Academy 

example resembles the Australian Defence Force Academy program more closely than 

that of the ARC. As discussed in Chapter 1, the Australian military differentiates 

between soldiers and officers in its approach to teaching and learning in general, 

including its approach to ethics education. This will be further discussed in Chapter 6. 

 

Doctor Shannon French explains the placement in the curriculum of Military 

Ethics in terms of the learners’ readiness to approach the content: 

The sequence was very thoughtfully done … and they decided to put 
it in the sophomore [second] year, partly so that the students would 
have at least a year under their belt of training … at the [United 
States] Naval Academy before they took this course (Doctor Shannon 
French). 

It is significant that in this context it is believed that learners need to have a year of 

military service behind them before learning about military ethics. This differs for Army 

Recruits, who are only three weeks into their military careers when they undertake the 

first CD workshop. This raises questions about recruits’ readiness for the first CD 

module - do they have enough professional knowledge to achieve meaningful learning 

about the ethics of their new profession? 

 

Doctor Shannon French also acknowledged that some students have some 

military background having previously been serving personnel, where they would have 

been introduced to military culture: 

Some of the students… are actually prior enlisted, so actually some 
of them will have been in the Navy or the Marine Corps and served 

 
23The official Australian Army website advises that the typical soldier career progression from Recruit to 
Warrant Officer Class One is around 18 years (https://www.army.gov.au/our-people/ranks/other-ranks). 
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and then come to the Naval Academy. … But others are straight out 
of high school with absolutely no military indoctrination or training 
yet, except what they get at the Naval Academy in their first year 
(Doctor Shannon French). 
 

The experience of the Australian Federal Police is similar to that of the Australian 

Army in that a lack of prior professional experience is seen as being disadvantageous to 

some recruits. Superintendent James Stokes reported that Australian Federal Police 

recruits experience: 

a very, very steep learning curve from an organisational cultural 
perspective and values perspective from day one … [and] what we 
were finding is that, those who struggled in the first two weeks in 
terms of adapting to our culture and values, normally continued to 
struggle compared to their counterparts for the remainder of the 
course and perhaps even later on (Superintendent James Stokes). 

In the context of the ARC, there is no assumed prior knowledge. While some Recruits 

may have family members in the Army or may have been Army Cadets, this does not 

provide professional insight upon which to base education. If some professional 

understanding is needed to learn about professional ethics, then the sequence and timing 

of delivery needs to be considered as does the Recruits readiness to learn. 

 

Some programs do not rely on learners’ previous experience, such as the Primary 

Ethics Program taught in New South Wales schools, which focuses on introducing young 

learners to the fundamental principles of ethics by asking them to articulate the reasons 

for their ethical positions: 

[The program is] about the kind of balance between think for yourself 
and obeying rules … the importance of knowing the reason for 
something is a crucial kind of thing for people to understand 
(Professor Sue Knight). 

 

Other educators saw the starting point of their program as being important in terms 

of establishing an ethical framework: 

While there may be a legal position, the person has to be able to 
recognise it as an ethical issue (Professor John Weckert). 

This relies on supporting learners in terms of developing strategies in ethical reasoning. 

Professor Sue Knight also emphasised the need to support the learner’s ability to transfer 

reasoning skills across situations: 

A big ethical issue … is pretty obviously an ethical issue, but things 
that you’re confronting everyday are so commonplace that you might 
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not even recognise as an ethical issue … [so] we need to have some 
way of transferring the sort of thinking processes that they’ve been 
using in those big dilemmas to more mundane, ordinary sorts of 
relatable things (Professor Sue Knight). 

 

The ARCTMP primarily establishes the ethics content of the ARC in Modules 13 

and 14, with aspects of military law being formally covered in Module 1, as shown in 

Table 5.6. As interpretation of MLO 13.1.1 and MLO 14.1.30 have been discussed 

elsewhere, this section will focus on the CD component of Module 14. 

 

Table 5.6 
Ethics Content in ARCTMP 
 
Module Course Learning 

Outcome (CLO) Module Learning Outcome (MLO) 

1 Operate in a 
Threat 
Environment 

1.2 Comply with the 
conventions of 
Armed Conflict 
and Prisoner of 
War handling 

1.2.1 Describe the Laws of Armed Conflict 
1.2.2 Apply Rules of Engagement and Orders For 

Opening Fire 
1.2.3 Handle detainees & non-combatants 
1.2.4 Explain the actions on capture 
1.2.5 Capture and handle a prisoner of war 

13 Work with 
Equity and 
Diversity 

13.1 Work with 
effectively in a 
diverse 
workplace 

13.1.1 Explain gender awareness and appropriate 
behaviour 

14 Display 
attributes of 
an Australian 
Soldier 

 

14.1 Understand and 
display the values 
and beliefs of the 
Australian Army 

14.1.2 Explain the requirement for soldierly 
conduct 

14.1.16 Loyalty and Honour (Week 2 theme) 
14.1.17 Mateship and Teamwork (Week 3 theme) 
14.1.18 Physical and Moral Courage (Week 4 

theme) 
14.1.19 Compassion and Honesty (Week Five 

theme) 
14.1.20 Dedication to Duty (Week 6 theme) 
14.1.21 Will to Win (Week 7 theme) 
14.1.22 Develop self- [sic] awareness of self and 

others  
14.1.23 Understand and develop character  
14.1.26 Develop life skills 
14.1.27 Develop as a member of a team 
14.1.28 Setting personal and team goals 
14.1.30 Indigenous Cultural Awarness [sic] 

Training (ICAT) - Equity & Diversity 
Note. ARCTMP (Australian Army, 2014, pp. 29-30, 41-44). 
 

The ARC conforms to the Defence Training Model and is generally delivered in 

accordance with the curriculum as documented in the ARCTMP. The exception to this is 
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where the CD content deviates from the ARCTMP. Cross references between the CD 

modules from the ARCTMP and the actual lesson plans and artefacts shows that there are 

areas of content not covered. While the order of delivery in all other areas of the course 

would appear to conform to the ARCTMP the delivery of CD modules differs from what 

is prescribed. The CD lessons in the ARCTMP (14.1.22 Develop self-awareness [sic] of 

self and others; 14.1.23 Understand and develop character; 14.1.26 Develop life skills; 

14.1.27 Develop as a member of a team; and 14.1.28 Setting personal and team goals) 

have been reordered and regrouped for presentation into two Workshops (Workshop 1 

Lessons 1-8; and Workshop 2 Lessons 1-8 (see Table 5.7). The allocated number of 

periods in the ARCTMP for these lessons is 20, but only 16 are used in the format of two 

8-lesson workshops. This suggests that the CD content is not subject to the same review 

and continuous improvement processes as the rest of the course content. 

 
Table 5.7 
Character Development Workshops 1 & 2 Timetable 
 
Time Lesson  Workshop 1 (Week 3) Workshop 2 (Week 7) 
0730 – 0830 Lesson 1 Introduction & Life Journey Revision 
0830 – 0930 Lesson 2 Introduction to Character Defence Values   
0950 – 1050 Lesson 3 Develop Character Teamwork   
1050 – 1130 Lesson 4 Reflection LOAC 1300 – 1320 
1320 – 1420 Lesson 5 Character Training LOAC Case Study 1420 – 1520 Lesson 6 Values 
1540 – 1620 Lesson 7 Spirituality Team Goals   
1620 – 1645 Lesson 8 Personal Goal Setting   Mateship   
Note. CD Workshop Programs 1 & 2. 
 

The reordering of content may make it difficult for training development staff, 

who are responsible for quality auditing and continuous improvement, to identify 

‘missing’ content. The result is that some content has been omitted. (This is shown at 

Appendix C, which highlights the areas of the ARCTMP that are covered, or only 

partially covered, in the two CD Workshops). This is further confused in that the 

nomenclature of the two documents is not consistent – with the ARCTMP referring to 

MLO and teaching points and the CD lessons referring to training objectives, lesson 

outcomes and learning points24. The reordering and regrouping of content is a practice 

 
24CD Workshop 2 also covers a lesson on the Laws of Armed Conflict that is not sanctioned in the ARC 
Training Management Package; this will be discussed further in Section 5.2.2.2. 
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not supported by the Defence Training Model, and several informants have suggested that 

it is an issue with other programs. The fact that numerous teaching points detailed in the 

ARCTMP are not covered is problematic in that frequently MLO are linked, and 

assessment tasks are applied holistically across the course. 

 

An example of omitted content is part of the MLO 14.1.27 Develop as a member 

of a team (Australian Army, 2014, p. 575) which refers to the development of specific 

interpersonal and relationship skills such as “communication, listening, resolving 

conflict” and “being assertive” (Australian Army, 2014, p. 575). Under the key point 

“take lead in initiating & maintaining relationships”, teaching points not covered are 

“identify qualities of a good marriage/defacto” and “understand social responsibility” 

(Australian Army, 2014, p. 575). While the role of chaplains in marriage guidance and 

pastoral care outside the context of the ARC is not in question here, it is not clear how a 

recruit’s marital status relates to inducting soldiers into the Army or as a basis for ethical 

decision making. However, understanding the Army’s role as a socially responsible 

institution and the role of Army personnel as agents of that institution, is an important 

part of the curriculum that is omitted. 

 

The lesson in which some of this content is presented is Lesson 3 of CD Workshop 

2. The lesson provides a definition of teamwork as being “based on an individual and 

collective commitment to a common purpose” that relies on “sound leadership at all 

levels” including “individual competence and mutual trust forged in realistic and rigorous 

collective training” (Australian Army, n.d.-i, Slide 2). The slide also quotes that “loyalty 

to one’s leaders, subordinates and peers is the basis of trust and the Army ethos of 

mateship” (Australian Army, n.d.-i, Slide 2). The lesson also includes a slide entitled 

“teamwork and home front” which makes the claim that “relationships are no different to 

any other team” (Australian Army, n.d.-i, Slide 4) (see Figure 5.3). However, the lesson 

plan and presentation do not make clear how personal and family relationships are 

expected to fit this view of teamwork; unless soldiers are encouraged to view themselves 

as a team leader, subordinate, or peer to other family members. 
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Figure 5.3 
Character Development Lesson on Teamwork 
 

 
Note. This depiction of a male soldier with his family is used as 
part of a discussion about teamwork (Australian Army, n.d.-i, 
Slide 2). Reproduced with permission Headquarters Forces 
Command-Army. 

 

Despite the highly proscriptive nature of the curriculum, there are several areas 

where the artefacts used by instructors differ from the ARCTMP and its associated 

doctrine. This suggests that instructors are applying their own interpretation in lessons, 

and this potentially undermines the intent of the curriculum. LWD 0-2-2 Character states 

that a focus of character development is to “develop an individual’s intellectual capacities 

for making well-reasoned ethical decisions and explaining those decisions to others” 

(Australian Army, 2005, p. 17 Chapter 4). While the teaching of these skills would appear 

to be important, it is not taught as part of the CD component of the course. It should also 

be noted that this is the only part of the ARCTMP where decision-making skills are 

included; unlike the lesson on the LOAC included in the CD Workshops, decision making 

is not covered via the Weekly Theme lessons or elsewhere in the program. 

 

Another area where the lesson delivered falls short of the intent of doctrine in 

terms of addressing unacceptable behaviour is the lesson MLO 14.1.30 Indigenous 

Cultural Awarness [sic] Training (ICAT)-Equity & Diversity. This lesson lists its teaching 

points as: 
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• Indigenous history, culture, and their contibution [sic] to Defence 
and the nation 

• Challenges to Indigenous Australians within and outside of 
Defence 

• Closing the Gap initiative, Defence Reconsiliation [sic] Action 
Plan and Army Indigenous Strategy 

• Benefits of cultural awarness [sic] 
(Australian Army, 2014, pp. 583-584). 

The ARCTMP advises that in the introduction to the lesson instructors should highlight 

“the importance of raising awarness [sic] of Indigenous Culture across Army as it 

improvbes [sic] workplace diversity and contributes to enhancing Army xcapability [sic]” 

(Australian Army, 2014, p. 584). The lesson runs for 20 minutes and includes a 15-minute 

video that has been specifically produced to resource this lesson. At the conclusion of the 

video presentation, Recruits are “given the oppurtunity [sic] to ask questions in the 

remaining lesson time” (5 minutes) and directed to “other resources including the outline 

[sic] campus25 course and Directorate of Indigenous Affairs (DIA) for further 

information” (Australian Army, 2014, p. 584). However, there is no additional time 

allocated in the ARCTMP for Recruits to access the online learning resources or follow 

up further information if they did need additional guidance. 

 

Given that the organisation has clear policy statements in relation to addressing 

unacceptable behaviour by promoting equity and diversity, the ARCTMP does not 

prioritise this area.  What also stands out in the ARCTMP is the number of spelling and 

grammatical mistakes in the documentation. This number of errors are not found 

anywhere else in the ARCTMP and suggests a lack of attention to detail or care in relation 

to these learning outcomes. It should also be noted that while it has superficially dealt 

with diversity in terms of gender and indigeneity, the ARC does not deal with other forms 

of diversity. 

5.2.1.2 Philosophical Underpinning of the Curriculum 
The doctrine informing the CD section of the ARC does not draw on philosophy 

or ethical theory as its foundation. There is a single mention of Aristotle as the basis for 

Army’s ethical orientation in the doctrine on CD that places it in the area of ‘virtue ethics’ 

(Australian Army, 2005, p. 5 Chapter 1). However, the Army relies heavily on the 

statement of its corporate values and treats these as virtues in a philosophical sense as a 

 
25Campus is the ADF’s online learning platform. 
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foundation for the ARC curriculum. Throughout LWD 0-2-2 Character there are 79 

references to values, including this statement: 

The aim of this doctrine is to guide the development of appropriate 
character in Australian Army personnel so that they will execute 
their duty in accordance with the ethos, values and standards of the 
Australian Army (Australian Army, 2005, p. 7 Preface). 

 

The identification of ethics education for soldiers as ‘character development’ may 

also suggest a virtue ethics position. The LWD 0-2-2 Character and resulting CD 

curriculum appear to be based on the position that links virtue ethics to a belief system 

within which soldiers are encouraged to behave in certain ways. However, this is not 

specified in the doctrine or ARCTMP. LWD 0-2-2 Character states that it uses examples 

from the combat environment as “narratives of those who have placed themselves in 

harms [sic] way to illustrate the desirable character attributes that the Army seeks to foster 

through its ethos, values, traditions and standards of behaviour” (Australian Army, 2005, 

p. 8 Preface). 

 

The “moral component of warfare” is introduced in LWD 1 The Fundamentals of 

Land Warfare (Australian Army, 2008, p. 65). It reinforces the importance of individual 

and team-based action based on reasoned decision making within the battlespace, and 

states that “the human dimension of warfighting … [is] … concerned with how people 

… apply their … intellect, emotions, motivation and leadership” (LWD 1 The 

Fundamentals of Land Warfare, 2008, p. 61). LWD 1 The Fundamentals of Land Warfare 

describes the intellectual and ethical aspects of warfare in terms of “purpose”, “integrity” 

and “morale” (Australian Army, 2008, p. 66): 

Where the intellectual component of fighting power provides the 
knowledge to fight, the moral component supplies and sustains the 
will to fight. This encompasses why we fight (purpose), how we fight 
(integrity) and that we fight at great personal risk (morale) 
(Australian Army, 2008, p. 65). 

The doctrine defines “just cause” and “jus post bellum” in terms of “Just War doctrine” 

(Australian Army, 2008, pp. 65-66). While these important military ethics terms are 

defined, LWD 1 The Fundamentals of Land Warfare does not provide in-depth guidance 

for soldiers on how this should work in practice. Other definitions are included in LWD 

0-2-2 Character and LWD 0-2 Leadership, including a broad definition of ethics: 
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Ethics is simply a set of principles or standards by which actions may 
be judged good or bad, right or wrong. Military ethics is the 
application of ethics to military endeavours (Australian Army, 2005, 
p. 17 Chapter 4)26. 

Overall, there is a lack of philosophical direction provided in the doctrine. What direction 

is provided, and the definitions stated, do not provide a philosophical stance for the 

teaching of ethics. This definition also suggests that the Army’s approach to ethics is not 

based on a philosophical position but is about adherence to a set of standards. The 

definition claims that “ethics is simply a set of principles or standards” - understating and 

minimising its importance. 

 

By comparison, many of the other programs reported strong philosophical and 

theoretical underpinnings, particularly in relation to curriculum development and 

pedagogy. For example, the curriculum design approach taken by the United States Naval 

Academy emphasises the need for a theoretical foundation: 

[Without a philosophy] we had this real concern that it would just be 
discussing issues with no foundation to apply to them, no theory to 
actually figure them out with (Doctor Shannon French). 

While agreeing on the need for a philosophical foundation to curriculum, Professor Sue 

Knight also commented that: 

Two other things need to be built into the curriculum … one of them 
is that relativism is false, so it’s not the case that if you say 
something’s wrong that makes it wrong … and that there are some 
things that are just bad, like killing someone for fun, for example 
(Professor Sue Knight). 

In terms of absolute concepts, these, together with the LOAC, represent a good basis for 

a military ethics program at Recruit level. 

 
Doctor Shannon French was also concerned about learners’ level of professional 

maturity. French reported the need for a clear philosophical and theoretical foundation to 

the program, and also identified where other fields of professional ethics have informed 

the US Naval Academy approach, drawing from the bio-ethics discipline: 

Bio-ethics is generally a little bit…closer to what they ended up 
doing in that it does often have the sort of practitioner-theorist blend. 
… And of course, there’s always the life and death stakes…[and] 
there are … hierarchy issues. So, there’s some nice parallels that we 

 
26It should also be noted that the definition given in LWD 0-2-2 Character (2005) is not the same as that 
used in LWD 0-2 Leadership (Australian Army, 2013, Glossary p. xxvii), as per Appendix H. However, 
both definitions emphasise the importance of behavioural standards. 
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found in bio-ethics. But there too, it depends on where it’s taught. 
Some places do provide a lot of groundwork and ethical theory first 
and others really do more a case study approach (Doctor Shannon 
French). 

The United States Naval Academy curriculum is based on the three major western 

philosophical traditions of deontological ethics, consequentialist ethics and virtue ethics 

that are overlaid with a military ethics focus delivered via case study: 

We go through the three major approaches … and probably spend the 
most time by a small margin on virtue ethics because it just lends 
itself to the course and to the topics. So, it’s a strange hybrid … moral 
theory like you might take at a civilian school, and then also a course 
that’s focussed on military case studies (Professor Michael Skerker). 

Professor Michael Skerker elaborated on how ethical theory is applied; encouraging 

learners to use different theoretical stances when addressing unfamiliar situations or case 

studies: 

In some cases, you do know it’s right and we study different ways of 
justifying it, like everyone knows you shouldn’t murder old ladies, 
that’s not hard but there are different ways you can argue about how 
that’s done. And the reason you do that is that when you’re in a 
difficult case, where … you don’t have a strong intuition, you can 
use this formal theory to build up a response.  And since…few of you 
have been in combat before, … [in] situations where you don’t have 
an intuition, and then you can rely on a theory to help build up a 
position (Professor Michael Skerker). 

 

The United States Naval Academy curriculum also promotes virtue ethics but 

acknowledges the other key philosophical traditions. Doctor Shannon French explains 

this as being part of a strategy to internalise military values in order to influence 

behaviour: 

I would argue that, generally speaking, it’s a virtue ethics approach, 
even though we do the other things, there is a definite privileging of 
a kind of Aristotelian approach. And then that certainly makes sense 
because it dove-tails also very well with their training and with the 
other values that they’re learning. So, the idea of habituating virtue, 
and that there are certain qualities that they need to exhibit even 
under hardship, in order to be a good person, - obviously that blends 
very well.  So that approach to ethics is dominant (Doctor Shannon 
French). 

Doctor Shannon French further justifies this as being integral to the building of identity 

based around a code of military values, emphasising the importance of personal 

commitment to military values as opposed to compliance to rules: 



Chapter 5: The Basic Social Process 
 
 
 

 
144 

 

We definitely emphasize the idea of the Warrior Code and that this 
needs to become, not just language for them, but an identity - and 
that’s the only thing that will hold up under the stresses that they’re 
going to be put under. That it has to be that they commit to being a 
certain kind of person, not just following certain rules, because the 
rules won’t always be clear. The rules won’t always be there, and 
sometimes the rules won’t apply. But they still need to know what 
they should and should not do to be the kind of person who we want 
to see out there. I would say this emphasis on the Warrior Code runs 
deep in their identity, and certainly that is connected to this sort of 
virtue ethics approach (Doctor Shannon French). 

 

Professor Sue Knight identified a curriculum focused on developing ethical 

reasoning skills also needed to provide a philosophical framework, and that these two 

approaches together were highly successful: 

There are tools and there are processes and then there are dispositions 
that we want people to develop … these start with two things - one 
was with general reasoning (critical thinking or logical reasoning) … 
you’ve got to have that cognitive ability to know what’s a good 
reason and what’s a bad reason basically in moral thinking … and 
secondly to answer that question you have to turn to the two and a 
half thousand-year history of moral philosophy. I mean, if you think 
about it there’s been two and a half thousand years where very smart 
people devoted their lives to try and work out how to be a good 
person and what makes an action right … and their ideas have been 
subjected to criticism and then reformulation and then more criticism 
and so it strikes me that if we look at what the different branches of 
moral philosophy say that should be taken into account when you 
consider an ethical issue or try to make an ethical judgement then that 
is probably our best chance to come to an ethical conclusion 
(Professor Sue Knight). 

 

The French Air Force Academy curriculum, by comparison, is less prescriptive 

and relies on the background and knowledge of the instructor in determining what and 

how ethics are taught: 

I tried to explain to them what is ethics, and I tried to emphasise the 
fact that it's about philosophy. … I just tried to bring a lot of 
perspectives and saying … you will be the guy who will pull the 
trigger at the very end. … It's about your own ethics and will you be 
able to live with that? So, I've tried just to [be] open (Doctor 
Emmanuel Goffi). 

Doctor Emmanuel Goffi also emphasises the importance of placing military ethics into 

a wider western philosophical framework: 
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started with…something really broad, and then maybe trying to 
focus, focus, focus on something which is the western traditions of 
ethics. And then maybe the military tradition of ethics just to put 
the…military ethics into a wider context (Doctor Emmanuel Goffi). 

 

The doctrine is not clear in providing direction regarding what philosophical 

principles are foundational to the Army’s approach. The Army’s emphasis on the values 

appears to have subsumed an Aristotelian philosophical underpinning. Because of this 

philosophical void, there have been a number of ideas presented in the doctrine as ‘values’ 

and in ARC as ‘character development’. Without a clear and consistent philosophical 

direction, ethics education, and in particular CD, may not effectively provide soldiers 

with the ethical decision-making skills that the Army requires. 

5.2.1.3 Role of Chaplains in Delivery of Ethics Curriculum 
CD is formally presented in two workshops in weeks three and seven of the ARC. 

It is presented by one of the chaplains posted to the Kapooka Military Area. CD uses the 

Army’s stated core Values as its key themes. There is also an overlap with the Weekly 

Theme lessons which also focus on core values. Perhaps because it is presented by the 

chaplains, there is a religious overtone to the CD that it not necessarily inherent in the 

curriculum. This part of the curriculum presents the CD modules of the course as being 

part of the wider attitudinal indoctrination of the ARC that also includes the Weekly 

Theme lessons and a visit made by recruits to the Australian War Memorial. While LWD 

0-2-2 Character recommends that “there must be a clearly structured process of 

instruction, practice and guided reflective thinking” (Australian Army, 2005, p. 18 

Chapter 4) a formal approach to character development is not achieved through the CD 

lessons of the ARC, despite the claim that “this process alone will provide optimal 

conditions for the development of the required character in the Australian soldier” 

(Australian Army, 2005, p. 18 Chapter 4). 

 

Chaplains deliver CD with an overlayed Christian perspective as part of the ARC. 

Yet, it is not clear why CD has to date been seen as the domain of Army chaplains. As 

the authors of LWD 0-2-2 Character (2005) and instructors of the CD lessons within the 

ARC curriculum there appears to have been little external scrutiny of the content as 

delivered. It is difficult to assess why the use of chaplains to teach this content has been 

adopted to the exclusion of other recruit instructors, particularly as military ethics taught 
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on subsequent Army courses (such as the Junior Leaders Course which qualifies soldiers 

for promotion to the rank of corporal) is delivered by mainstream instructors. Despite the 

directive provided in ATI 4-1 Character Training, the question remains that other than the 

fact that the chaplains have authorship responsibility of LWD 0-2-2 Character, there 

seems to be little reason for them being involved in the ARC other than in their religious 

ministry and pastoral care roles. 

 

CD lessons are conducted by chaplains in the Soldier’s Chapel at Kapooka rather 

than in a classroom like that of all other theoretical lessons, but the reason for this is not 

specified in the ARCTMP other than that CD lessons are to be conducted in a “relaxed 

environment away from normal pressures of training” (Australian Army, 2014, pp. 562, 

564). It is not specified in the ARCTMP why these lessons require a ‘relaxed 

environment’ when other lessons, such as those on gender awareness or Indigenous 

cultural awareness, do not. The purpose of the CD lessons, as articulated via the MLO 

Assessment Criteria in the ARCTMP, states that for both MLO 14.1.22 Develop self-[sic] 

awareness of self and others and MLO 14.1.23 Understand and develop character the 

lesson outcomes require that “the recruit can develop some sense of his/her own identify, 

beliefs, principles and values, IAW [in accordance with] references, in an environment 

appropriate to the activity” (Australian Army, 2014, pp. 562, 564). 

 

It could be argued that the CD lessons are aimed at recruits questioning and 

developing their personal beliefs; however, this is also true of other lessons. For example, 

the lesson on gender awareness states that the “learning outcome is confirmed if the 

trainee can demonstrate the ability to: showing [sic] sensitivity and respect for individual 

differences” (Australian Army, 2014, p. 507). It seems incongruous that, given that over 

a half27 of Army personnel do not identify with any religion at all there is time allocated 

within the CD lessons dealing specifically with religious themes such as spirituality, faith 

and prayer (14.1.23 Understand and develop character). LWD 0-2-2 Character 

specifically identifies Christian beliefs as representing Army ‘values and ideals’: 

Australian society is diverse, and the soldiers drawn from it 
increasingly reflect a broad range of spiritual views. The Army 

 
27The Report on the 2019 Defence Census (Department of Defence, 2020, p. 10) reported that 56% of all 
ADF personnel do not have any religious affiliation. Those that did nominate a religious affiliation were of 
various Christian denominations (40%) with 2% of personnel claiming a non-Christian affiliation, including 
Buddhism, Hinduism, Paganism, Islam, Sikhism and Judaism. 
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acknowledges and respects this diversity and the Soldiers’ Prayer 
provides a bond for individuals to rededicate themselves to the values 
and ideals of the Australian Army and the service of the Australian 
people irrespective of personal beliefs. (Australian Army, 2005, p. 7 
Chapter 1). 

While the percentage of the Army’s population who identify as non-Christian may be 

relatively small compared to those who identify as Christian, non-Christian personnel are 

excluded from worship through the use of the ‘Soldier’s Prayer’. Given its reference to 

Jesus Christ, the Soldier’s Prayer is clearly based on explicit Christian beliefs (Australian 

Army, 2005, p. 8 Chapter 1). 

 

Neither the doctrine, nor the CD modules, acknowledged the lack of consideration 

to other religious beliefs or to non-belief. By acknowledging the diverse nature of 

Australian society however, doctrine tacitly acknowledges the need to be relevant to a 

range of ideologies, but it does not answer this need. Given the diverse nature of the 

modern Army, CD that is secular rather than religious in nature may be more appropriate. 

Not only does the overtly Christian stance exclude non-Christians, but it also excludes 

those who do not hold any religious affiliation. It also reinforces the exclusion of those 

soldiers who are ethnically ‘other’ than the ANZAC archetype, particularly those from 

non-Christian migrant backgrounds. Even without the overt Christian content, the fact 

that CD is delivered by chaplains rather than the mainstream recruit instructors, indicates 

that the organisation credits this group with the special requisite knowledge, skills and 

attitudes – however, theological qualifications do not necessarily equip chaplains to teach 

military ethics. While the doctrine recommends a “clearly structured process of 

instruction, practice and guided reflective thinking” (Australian Army, 2005, p. 18 

Chapter 4), this is not achieved through the CD lessons delivered on the ARC, where its 

default position is its link to an ANZAC archetype. 

5.2.1.4 Representing Soldiers through the Curriculum 

Professional military practice is represented, reinforced and modelled through the 

ARC. The ways in which soldiers are represented through education significantly impacts 

on how learners engage with the content.  The ARC overwhelmingly relies on depictions 

of the ANZAC archetype as an aspirational model for behaviour which does not allow for 

an appropriate level of representation of minorities, including females, Indigenous 

Australians, cultural and religious minorities among others. The ANZAC archetype is 
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reinforced throughout the ARC curriculum both in the series of six lessons entitled 

‘Weekly Themes’ and through the CD Workshops. The purpose of the Weekly Theme 

lessons is to focus on, and draw together, the attitudinal objectives of the activities 

undertaken from Weeks 2 to Week 7. 

 

MLO 14.1.17 Mateship and Teamwork (Week Three theme) reinforces many of 

the same concepts covered in the CD lessons and cites doctrine that repeatedly emphasises 

the ANZAC archetype as the default of military virtue, such as: 

Soldiers need to know that the sacrifice they may be asked to make 
serves a higher purpose than simply political and economic aims. 
The ANZAC tradition is the most obvious public expression of this in 
Australia (Australian Army, 2008, p. 68). 

There are also numerous references to the ANZAC traditions, linking historical examples 

to current Army personnel and service. For example, one lesson slide advises: 

“Remember our long and proud history. The ANZAC Spirit. Remember the sacrifices 

made for the country and you” (Australian Army, n.d.-s, Slide 57). The teaching notes for 

this slide elaborate on the sense of obligation that soldiers ought to feel, by reminding 

recruits that they “have joined an army with a great history” and that it “is important that 

we always remember those that have fallen” (Australian Army, n.d.-s, Slide 57). The main 

points of the lesson are again reinforced in the concluding slide, which, although factually 

incorrect, reminds trainees “You wear the same uniform that our forefathers have fought 

and died in on operations overseas. By this, you represent them every day” (Australian 

Army, n.d.-s, Slide 72). 

 

The ANZAC archetype is not used simply to embody an historic representation of 

an ideal soldier. The language used to depict this ideal is emotive and powerful. The 

images created aim to evoke in recruits a sense of obligation as well as belonging and 

pride. The ANZAC archetype also serves as a representation of the concepts of honour, 

loyalty and mateship, that have not otherwise been clearly defined and explained. Without 

clear definition and explanation of these concepts, the ARC defaults to the stereotype 

position at the exclusion of those who do not or cannot identify with the archetype. 

Soldiers are encouraged to identify with their historical predecessors, and that this 

somehow engenders them with certain traits thought to have been inherent in the original 

ANZACs. More importantly, this compels them to conform to certain patterns of belief and 
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behaviour. Based on this evidence, the ANZAC archetype continues to dominate the 

learning environment resulting in the exclusion and under-representation of other people 

who make up the ADF. 

 

The Weekly Theme lessons closely relate to the CD outcomes of the course, as 

expressed in Module 14 of the ARCTMP (as discussed previously and represented to in 

Table 4.5). The Week 2 Theme, for example, is MLO 14.1.16 Loyalty and Honour (Week 

Two theme). Throughout this lesson numerous references are made to the ANZAC origins 

of the modern Army and ‘honour’ is specifically interpreted as “honouring the Army and 

honouring those who served in it” (Australian Army, n.d.-u, Slides 53-55). The concepts 

of honour and loyalty are also represented in this lesson as being intrinsically linked to 

the soldiers’ commitment to the ideal of mateship. The lesson emphasises the link 

between honour, loyalty and mateship and, thus, implies that mateship is the behavioural 

display of honour and loyalty: “Loyalty to one's leaders, subordinates, and peers is the 

basis of trust and the Army ethos of mateship” (Australian Army, n.d.-u, Slide 43). The 

lesson slides further state that mateship is part of a soldier’s obligation to “always act in 

a way that will bring credit to the Australian Army” and that “as a soldier it is important 

that you always back your mate” (Australian Army, n.d.-u, Slide 50). 

 

Out of the Weekly Theme lessons analysed there were a total of 99 pictures used. 

Of these, there were only four depictions of female soldiers and one picture that depicted 

a male soldier identifiable as Indigenous. Out of the 15 CD lessons analysed there were a 

total of 126 pictures used. Of these there were eight depictions of female soldiers and two 

depictions of soldiers who visibly appear to be Indigenous. The lesson specifically 

developed to meet learning outcomes around gender and equity issues (MLO 13.1.1 

Explain gender awareness and appropriate behaviour) under-represented females and 

minority groups. Out of a total of 25 depictions in this lesson, only five were counted of 

female soldiers and only one soldier was identifiable as Asian.  Similarly, there are very 

few examples of female soldiers or soldiers who can be visually identified as belonging 

to other minority groups depicted in doctrine, curriculum, and associated teaching and 

learning artefacts. This was typical of the artefacts examined, as detailed in Table 5.8. 
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Table 5.8 
Depictions of Soldiers 
 
 
Lessons Analysed 

Weekly 
Theme 
Lessons 

Character 
Development 
Lessons 

 
Gender 
Lesson 

 
Total 

 
% 

Total Images Depicting1 Soldiers 99 126 25 250 100 
Images Depicting1 Female Soldiers 4 8 5 17 6.8 
Images Depicting1 Indigenous Soldiers 1 2 0 3 1.2 
Images Depicting1 Soldiers of other 
Ethnic Groups (e.g. Asian/Middle 
Eastern/African/other) 

0 0 1 1 0.4 

Note. 1In this context ‘depicting’ means individuals who, by their appearance in photographs, 
can be seen to be female or of a certain ethnic group or those who are identified in the source 
material as being from a certain ethnic group. These statistics are drawn from the following 
sources: (Australian Army, n.d.-o) 

 

There is a lack of representation of soldiers who are female, Indigenous or from 

cultural and social minorities. For example, one of the Weekly Theme lessons includes a 

photo montage set to the soundtrack of the song ‘True Blue’28 (Williamson, 1982). The 

montage of 34 pictures ranges from World War One to the current era (Australian Army, 

n.d.-u, Slides 3-38). Two of the 34 images depict female soldiers, two images depict 

racially diverse individuals (one of a World War Two Australian soldier with two Papuan 

nationals and another of a female soldier with East Timorese children (Australian Army, 

n.d.-u, Slides 3-38) (see Figure 5.4). 

 

 

 

 

 

 

 

 

 

 

 

 

 
28The phrase ‘true blue’ is an Australian colloquialism referring to an authentic Australian. The implication 
of using this soundtrack is to emphasise who might be considered an authentic Australian. 
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Figure 5.4 
Depictions of Diversity 
 

 

 
Note. The first example (top) depicts a WWII Australian soldier 
with two Papua New Guinea nationals (Australian Army, n.d.-u, 
Slide 20). The second example (bottom) depicts a female 
Australian soldier with East Timorese children (Australian Army, 
n.d.-u, Slide 50). Reproduced with permission Headquarters 
Forces Command-Army. 

 

In addition to the photo montage, the lesson uses 12 other graphics including only 

one depiction of a female soldier and no depictions of soldiers who are identifiable as 

Indigenous or from minority ethnic groups. Across the 15 CD lessons there were a total 

of 126 pictures used that included eight depictions of female soldiers. While it should be 

noted that many of the pictures are reused in multiple places across the suite of lessons, 
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the depictions of females are limited, and often represent them as being civilian 

participants in a military interaction. For example, in the CD lesson on teamwork there 

are three pictures depicting women and girls (Australian Army, n.d.-i, Slides 4, 5, 7); 

however, these females are portrayed as the family of male soldiers (see Figure 5.5). 

There are no depictions of indigenous females or LGBTIQA+ individuals29. 

 

Figure 5.5 
Portrayal of Women 
 

 
Note. This slide shows a male soldier depicted with two females 
who are portrayed as family members (Australian Army, n.d.-i, 
Slide 7). Reproduced with permission Headquarters Forces 
Command-Army. 

 

It must also be acknowledged that, where female soldiers are depicted, this is often 

in a positive context. There are several positive depictions of female soldiers used across 

the Weekly Theme and other lessons, where female soldiers are presented in action-

oriented poses or in an operational setting, as illustrated in the examples at Figure 5.6. 

 

 

 

 

 
 

29The 2019 Defence Census (Department of Defence, 2020, p. 10) reported that sexual orientation status of 
Defence personnel is 90% heterosexual; 4% gay/lesbian; and 2% bisexual/pansexual. The number of 
Defence personnel who identified as transgender was 0.5% (Department of Defence, 2020, p. 10). This 
implies that between 6 and 7% of Defence personnel identify as LGBTIQA+ individuals. 
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Figure 5.6 
Positive Portrayals of Female Soldiers 
 

 

 
Note. An action-oriented depiction of a female Recruit (top) is 
used in the lesson MLO 14.1.2 Explain the requirement for 
soldierly conduct (Australian Army, n.d.-q, Slide 8) and a 
depiction of a female soldier in a United Nations operational 
context (bottom) is used in the lesson MLO 14.1.16 Loyalty and 
Honour (Week 2 theme) (Australian Army, n.d.-s, Slide 28). 
Reproduced with permission Headquarters Forces Command-
Army. 

 

If it is accepted that representation of soldiers should be at least equal to the 

representation of these groups in the current ADF population30, then 14% of images 

 
30The 2019 Defence Census (Department of Defence, 2020, p. 4) reported that the gender balance of ADF 
personnel was 80.5% male, 18.1% female, and 0.6% intersex; with the Army gender balance being 84.3% 
male, 14.2% female and 0.6%inter sex. The number of ADF personnel reported as born overseas was 13%, 



Chapter 5: The Basic Social Process 
 
 
 

 
154 

 

should portray female soldiers, approximately 4% portray personnel of Indigenous 

backgrounds, and approximately 3% of personnel from non-European backgrounds. 

However, as seen at Table 4.11, lessons reflect less than 6.8% representation of females, 

only 1.2% representation of Aboriginal or Torres Strait Islander soldiers, and only 0.4% 

of soldiers from other ethnic minorities. These examples demonstrate a clear under-

representation in terms of the depiction of females, Indigenous Australians, and people 

from ethnic minorities across the ARC. The representation of soldiers in doctrine is not 

accurate in reflecting the current make-up of the Army. 

 
The property of implementing curriculum reveals how policy, in the form of 

doctrine, is organised and constructed for the purposes of education. A clear philosophical 

foundation as a basis for ethics education is not found in doctrine. Nor does doctrine or 

curriculum accurately represent the current population of the Army. The next property, 

teaching ethical content, will examine the approaches taken to teaching ethical thinking 

and decision making and the LOAC. 

5.2.2 Teaching Ethical Content 
The second property of the category engaging learners is teaching ethical content. 

Doctrine, the curriculum, and lesson plans were analysed to build a picture of how recruits 

are introduced to ethical content on the ARC. This was in terms of both ethical thinking 

and decision making as well as specific military ethics content relating to the LOAC. 

5.2.2.1 Teaching Ethical Thinking and Decision Making  
A large part of the CD component of the ARCTMP involves discussion of values 

– both organisational values and the individual’s values. The Army’s intention is that 

ethics education aims to develop soldiers’ ethical decision-making capacity in terms of 

being able to reason, explain their reasoning, make decisions, and act in a manner that is 

deemed as ethically correct (Australian Army, 2005, p. 6 Chapter 1). LWD0-2 Leadership 

gives some guidance on teaching ethical thinking and decision making, stating that 

“leaders should understand the basis for ethical reasoning” and incorporate ethical 

 
with South Africa, India and the Philippines, accounting for 3% and New Zealand accounting for a further 
4% of those born overseas (Department of Defence, 2020, p. 10). ADF personnel whose first language is 
other than English was reported at 9% and included Hindi, Indonesian, French, and Spanish) (Department 
of Defence, 2020, p. 10). The census reported 3.9% of Army personnel and 3.7% of all ADF personnel 
identified as Aboriginal and/or Torres Strait Islander (Department of Defence, 2020, p. 10). 
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thinking into behaviour “through the adoption of a clear code of ethics, a whistle-blowing 

procedure, … and performance monitoring” (Australian Army, 2013b, p. 6 Chapter 12). 

 

LDW 0-2 Leadership advises that “coping with decisions that have an ethical 

element is a complex but daily issue” involving issues such as “[the use of] drugs, theft, 

conflict of interest, false and misleading information, [receiving] gifts and improper 

relations with people” (Australian Army, 2013b, p. 5 Chapter 12). Several decision-

making processes are discussed, and the “Rational Model” is presented as a tool for 

ethical decision making (Australian Army, 2013b, p. 5 Chapter 12). This model promotes 

a six-step approach which assumes, rather than explicitly encourages, ethical 

considerations: 

Step 1 – Define the problem 
Step 2 – Identify the objective of the decision 
Step 3 – Analyse the situation 
Step 4 – Identify and assess the alternatives 
Step 5 – Decide the best course of action 
Step 6 – Implement the plan and evaluate the results 
(Australian Army, 2013b, pp. 5-6 Chapter 12). 

As demonstrated in this six-step approach, there is a procedural focus in teaching decision 

making rather than an ethical focus in the model described, even though Annex A to 

Chapter 12 includes the comment that “the belief that systems of compliance will prevent 

unethical behaviour does not eliminate the opportunity for inappropriate action”, and this 

is further elaborated as “applying ethical thinking” is encouraged through an additional 

three step approach (Australian Army, 2013b, p. 5 Chapter 12 Annex A): 

There are three aspects to applying ethics in any given situation: 
a. gathering relevant information - an ethical decision must be 

based on information that is complete and accurate; 
b. testing values - an individual must be able to identify those 

values that are relevant in a given situation; and 
c. testing beliefs and assumptions - a number of beliefs and 

assumptions common to individuals should be tested within the 
decision-making process. An individual's perception of others 
and the impact of religious beliefs may also form vital 
components within this process (Australian Army, 2013b, p. 6 
Chapter 12). 

While these three steps provide a process for decision making, they do not necessarily 

ensure ethical decision making occurs. Nowhere in the doctrine is there an explanation of 

argument or logical reasoning on which the teaching of ethical thinking and decision 

making can be based. 
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In the ARC lesson on Defence Values, recruits are encouraged to apply the values 

that have been presented. This lesson uses a small group discussion strategy where 

recruits discuss a scenario to “apply Defence Force Values in a military context” 

(Australian Army, n.d.-d, p. 2). Twenty minutes is allocated for this activity, and recruits 

are directed as follows: 

Using the Defence values as a guide, develop a course of action for 
each scenario. In your answer explain which values shaped your 
decision and why? (Australian Army, n.d.-d, p. 2).  

Figure 5.7 depicts the set-up for this activity. 

 

Figure 5.7 
Character Development Lesson on Defence Values 
 

 
Note. This slide introduces the decision-making exercise and 
refers to the Scenario Cards (Australian Army, n.d.-f, Slide 4). 
Reproduced with permission Headquarters Forces Command-
Army. 

 

There are two different sets of six scenarios available for use during this lesson, 

which have been included at Appendix H. The topics covered in Scenario Set 1 include: 

drug use/drug dealing; treatment of non-combatants; gang membership/theft of a Defence 

weapon; marriage infidelity; theft of money; and bullying/threat to a superior (Australian 

Army, n.d.-g). Four of the six topics in Scenario Set 2 cover unacceptable sexual 

behaviour and the other two scenarios cover unacceptable sexual behaviour as well as the 

misuse of the ADF email system (Australian Army, n.d.-g). 
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The depiction of females in these values-based decision-making scenarios is 

concerning, not to mention the traumatising effect they may have on some learners. As 

described above, the themes of all six of the second set of scenarios deal with 

unacceptable sexual behaviour and depict females in a way that is unfavourable. For 

example, Scenario 6, presents the following: 

Scenario 6:  
You become aware that a group of your male colleagues is planning 
to invite a very attractive female member of your platoon to a party. 
Unbeknown to her, she will be the only female member present at the 
party. The intention of your mates is to get her drunk and to take 
advantage of her sexually, as they have been talking about it 
throughout the day; several of the group are obsessed with her and 
make sexually provocative remark [sic] to each other about her every 
time they see her. 
What do you do? Why? What are the Army values and core 
behaviours you might consider when making your decision? 
(Australian Army, n.d.-g). 

 

While the scenario is not specifically written from a male viewpoint, it does 

assume that the reader is male or at least identifies as a member of a group of “male 

colleagues” (Australian Army, n.d.-g). From a female perspective, there is much to be 

alarmed about in these few sentences. Not only is the female character in this scenario 

portrayed as the victim, but a judgement has also been made about the person’s worth 

based on their appearance in that they are described as a “very attractive female” 

(Australian Army, n.d.-g). While the subject is identified as a “member of your platoon” 

they are not identified in the context of being a colleague or friend. Given the repeated 

emphasis on the Army’s values of mateship and teamwork, this seems to be exclusionary 

and further portrays the female as not really belonging to the group. Apart from being an 

object of obsession and subject to frequent gossip, the individual is a victim of sexual 

harassment in the workplace, as well as being the intended victim of a planned sexual 

assault by a group of men (Australian Army, n.d.-g). Furthermore, the scenario does not 

represent an ethical dilemma – in that all offences being perpetrated on this woman are 

either unlawful or in contravention of military directives, or both.  

 

Both the DI(G) PERS 35-3 Management and Reporting of Unacceptable 

Behaviour and the DI(G) PERS 35-4 Reporting and Management of Sexual Misconduct 
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Including Sexual Offences explicitly direct soldiers regarding their responsibilities, 

including the following: 

Defence personnel must not engage in, participate in, or encourage 
any form of sexual misconduct, or should they engage or participate 
in any act that could be taken as victimising an individual who report 
an incident of sexual misconduct (Australian Defence Force, 2009, 
p. 8). 

In terms of answering the questions posed in the scenario, the ‘What do you do? Why?’ 

requires the individual to follow directives rather than make a value-based judgement: 

Defence members who witness an incident of sexual misconduct, or 
who have reason to believe that an incident of sexual misconduct has 
occurred must immediately report that incident (Australian Defence 
Force, 2009, p. 8). 

The agent of this scenario (the reader), according to Defence Directives, must report the 

matter immediately. The admission that members of the group have “been talking”, “are 

obsessed with her” and “make sexually provocative” remarks about the woman constitutes 

sexual harassment under the guidance provided. Therefore, even before the intended 

assault takes place, the agent has already been a witness to unacceptable behaviour 

(Australian Defence Force, 2009, pp. 5-6). 

 

There are clearly a number of core values and behaviours that should be considered 

applicable in this scenario. The Soldier of the 21st Century passage also lists behaviours 

that are relevant including leadership (“in day to day activities … soldiers will take charge 

of themselves and lead their peers to act appropriately”), moral courage (“to do what is 

right”), teamwork (“shares responsibility for their fellows”) and compassion (“need to 

show compassion and empathy in barracks”) (Australian Army, 2005, pp. 6-7 Chapter 1). 

The Army’s Rules for a Fair Go also include leading “by example” and looking “after 

your people”, being “accountable for your actions and decisions” … encouraging “your 

mates to do the same”, having “the courage to stand up for what is right and stop 

unacceptable behaviour” and making the “chain of command work” by utilising “the 

military justice system”, earning “the trust and loyalty of your team” and not letting “your 

mates down” (Australian Army, 2005, p. 21 Chapter 1). 

 

This all seems quite straight-forward; however, the scenario states that the group 

“make sexually provocative remarks to each other about her every time they see her” 

(Australian Army, n.d.-g). This would suggest a regular and relatively open pattern of 
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behaviour. What does this indicate about Army culture or at least the culture of this 

hypothetical unit? The fact that the scenario depicts a group in the workplace that have 

been talking “throughout the day” about their plan to sexually assault a person with whom 

they work is a cause for great concern (Australian Army, n.d.-g). The fact that the scenario 

prompts the reader to action only at the point of possible physical assault also suggests 

that some degree of sexual harassment is normalised. While it is hoped that soldiers would 

prioritise respecting their female colleague over misplaced loyalty to their male 

colleagues, the scenario fails to portray the female soldier in the same context (as a 

‘mate’). Classroom discussion of this scenario may well conclude that it is unacceptable 

for a group of men to predate on a female colleague. However, it is not sure if the idea of 

talking about the female soldier is tolerated or how the discussion group should make a 

decision. The scenario relies not only on the individual’s innate sense of right and wrong 

but also on the individuals’ and the group’s attitudes to women. 

 

While it can be argued that the term ‘mate’ or ‘mateship’ can refer to women as 

well as men, it takes on a male persona when viewed in relation to the exclusively male 

historical examples featured throughout the Character doctrine. In the passage on 

“mateship and teamwork” phrases such as “sense of belonging”, “deep comradeship” and 

“strong team identity” are used to emphasise the importance of a soldiers’ peer group 

(Australian Army, 2005, p. 17 Chapter 2). The example used to illustrate this passage 

claims that “mateship is everything” and warns that the wise “investment” is to care for 

the group because the individual cannot operate successfully outside of the group 

(Australian Army, 2005, pp. 17-18 Chapter 2): 

I learnt many things about battle in Korea, principal of which is that 
‘the team (‘mateship’) is everything’. No individual, no matter how 
brilliant, can achieve anything by himself. Korea taught me to care 
for my men and they will care for me. They were as close to family 
as I will ever get. They proved to be my investment in the future and 
I was repaid a hundredfold (Australian Army, 2005, pp. 17-18 
Chapter 2). 

 

As discussed above, the Army’s intent is to train personnel who can make well-

reasoned ethical decisions Chapter 4 p. 17). This can also be observed in other programs. 

For example, the United States Marine Corps program emphasises ethical decision 

making as a key part of leadership education: 
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Marines value the decision-making component of leadership that is 
applicable to professional and ethical choices, rather than a really 
good educationally valuable discussion on philosophy and 
philosophical theories. … Marines are very practical. They wanted 
something that they can put in the toolbox and they want to be able 
to use it at some point. (Doctor Paolo Tripodi). 

This program prioritises an applied ethics approach over a theoretical approach.  

 

LWD0-2 Leadership dedicates a Chapter Annex to the discussion of ethics in 

terms of professional decision-making, describing an ethical issue as occurring “when 

individuals or teams must make decisions using judgements such as good or bad, right or 

wrong, worthy or unworthy” (Australian Army, 2013b, p. 2 Chapter 12 Annex A). The 

doctrine also implies a relationship between ethics and values, stating: 

Values are an important influence on decision-making and actions. 
… Having a set of values does not always lead directly to clarity of 
decision-making. … competing values must be carefully considered 
to determine which are the most important. This ‘weighing-up' of 
values involves other higher values or principles (Australian Army, 
2013b, p. 3 Chapter 12 Annex A). 

However, there is some confusion in the Leadership doctrine about how this relationship 

affects professional behaviour: 

Ethics therefore means more than thinking about how to apply values 
in any given situation or taking into consideration what might be 
acceptable to others. Ethical conduct must reflect beliefs and 
convictions rather than fear of punishment for inappropriate 
behaviour or non-compliance (Australian Army, 2013b, p. 3 Chapter 
12 Annex A). 

The passage goes on to advise that, when dealing with an ethical issue, there is a need to 

consider a number of factors, as detailed in Table 5.9. 
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Table 5.9 
Considerations in Ethical Decision Making 
 
Paragraph 5 Paragraph 10 
• whether the actions are consistent with 

their personal judgements of right and 
wrong, 

• what the consequences might be for 
themselves or for others, 

• whether they would be prepared to have 
their actions made public, and 

• whether they feel that they could justify their 
actions if called upon to do so. 

• being able to provide reasons to support 
decisions and actions; 

• being aware of any associated obligations 
and/or consequences; 

• considering factors beyond individual self-
interest; and 

• establishing foundations for decisions that 
entail commitment to action. 

Note. LWD0-2 Leadership (Australian Army, 2013b, pp. 3-4 Chapter 12 Annex A). 
 

Unfortunately, “high ethical standards” cannot be guaranteed, as a person may 

just as easily rationalise a poor decision in terms of this criteria (Australian Army, 2013b, 

p. 2 Chapter 12 Annex A). As these excerpts demonstrate, there is some confusion around 

ethical decision-making. There is an emphasis on the consequences and justification of 

actions rather than on the actual ethics of an action in its own right, or for its own sake. 

 

LWD 5-1-4 The Military Appreciation Process is the Army’s formal “decision-

making and planning tool applicable at all levels….used to develop a tactical plan in 

response to a given situation across the spectrum of operations” (Australian Army, 2015, 

p. 1 Chapter 1). It emphasises the five-step process of: 

Step 1 – Preliminary Analysis 
Step 2 – Mission Analysis 
Step 3 – COA [Course of Action] Development 
Step 4 – COA [Course of Action] Analysis 
Step 5 – Decision and Execution  
(Australian Army, 2015, p. 1 Chapter 1). 

Where this model is deemed “too time consuming to enable rapid decision-making in 

combat” the Combat Military Appreciation Process is preferred (Australian Army, 2015, 

p. 1 Chapter 10). It consists of four steps: 

Step 1 – Mission Analysis 
Step 2 – Enemy/Threats Analysis 
Step 3 – Terrain Analysis 
Step 4 – Develop and Execute 
(Australian Army, 2015, p. 1 Chapter 10). 

 

The Military Appreciation Process and Combat Military Appreciation Process 

include consideration of the Rules of Engagement in their Mission Analysis steps, and 
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“legal restrictions” are a consideration of the third step of the Military Appreciation 

Process (Australian Army, 2015, p. 5 Chapter 3). However, this doctrine does not include 

specific discussion of the ethical considerations of decision-making in its content. 

 

Other programs also utilise a decision-making framework in their programs. For 

example, the New South Wales Policing program uses a similar six step process: 

We have a module called STOPAR - the decision-making module 
and that’s Stop, Think, Observe, Plan, Act and Review … we try to 
make students aware of the fact that these are the steps that they go 
through and these are the steps that police would use (Doctor 
Catherine McCarthy). 

Professor John Weckert also asserted that the first step in ethical decision making is the 

identification of the ethical issue: 

I’ve never felt comfortable teaching decision making procedures to 
help people sort out all the relevant issues – I’ve always thought that 
the models are pretty inadequate, and I’m not happy to use that 
approach to teaching. … The problem being that the person has first 
to recognise it as an ethical issue (Professor John Weckert). 

 

The strategies used to teach ethical thinking and decision making vary, but there 

is agreement that where an organisation makes personnel individually responsible for 

their actions, the organisation is obliged to provide those personnel with the necessary 

skillsets: 

It’s interesting because then we make them [soldiers] so individually 
responsible when things go wrong. … It’s kind of a paradox…unless 
we give them all the tools then how can we make them fully 
responsible? (Doctor Jeff Montrose). 

5.2.2.2 Teaching the Laws of Armed Conflict   
There are several areas where CD does not conform to the ARCTMP. CD 

Worksop 2 Lesson 4 is a case in point, where the ARCTMP lists the LOAC as an example 

of a sub-point (14.1.27), but it has been interpreted and extrapolated into a full lesson on 

the LOAC under the Lesson Outcome ‘apply team learnings to future experiences’ 

(Australian Army, n.d.-j, p. 1). The prescribed references for the CD lesson are listed in 

the ARCTMP for MLO 14.1.27, but are not consistent with the lesson plan, which 

provides only a single reference not common to the list documented in the ARCTMP. 
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The LOAC is a technical content area and the prescribed lessons on the LOAC 

are part of CLO 1.2 Comply with the conventions of Armed Conflict and Prisoners of War 

(PW) Handling which includes the lessons MLO 1.2.1 Describe the Laws of Armed 

Conflict and MLO 1.2.2 Apply Rules of Engagement (ROE) and Orders for Opening Fire 

(OFOF) (Australian Army, 2014, pp. 123-130). Significantly, the doctrine that guides the 

training of the LOAC (DI(G) OPS 33-1 Australian Defence Force Law of Armed Conflict 

Training, 1994) and other key doctrine, such as ADDP 06.4 Law of Armed Conflict 

(2006) and ADDP 06.1 Rules of Engagement (2006), have not been referenced in the CD 

Workshop version of the lesson (see Table 5.10). 
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Table 5.10 
Comparison of LOAC Content and References 
 
Details from Training Management Package1 Details from Character Development Lesson Plan2 Details from Training Management Package3 
MLO 14.1.27 Develop as a member of a team 
• Develop as a team member 

o Apply learning to current team experiences 
o Discuss pressures, issues of authority and 

obedience (video ‘Four Hours at My Lai') 
o Understand effect of stress on team 

behaviour 
o Understand value of integrity 
o Identify need for principles and moral 

limits e.g.: LOAC 
o Reflect on future team scenarios, 

e.g.: operations, family, etc 
o Confirm value of good teamwork 

Workshop 2 Lesson 4 
• Apply team learnings to future experiences 

o Review and Reflect on the principles of the 
Law of Armed Conflict (LOAC) and the 
Rules of Engagement (ROE) 
 Review Principles and Key elements of 

LOAC. 
 Reflect on the difference between legal 

and ethical. 
 Reflect on the link between LOAC and 

Defence Force Values. 
 Discuss the application of ROE and 

LOAC Principles in specific military 
scenarios. 

MLO 1.2.1 Describe the Laws of Armed Conflict 
• Evolution 
• Principles of LOAC 
• Military Necessity 
• Humanity 
• Proportionality 
• Basic Guidelines 
• Protected Personnel and Facilities 
• Markings used to indicate protection 
• Basic dos and don'ts 
• Accountability 
MLO 1.2.2 Apply ROE and OFOF 
• Definition 
• Orders for Opening Fire (OFOF) 
• OFOF cards & Content of current card system 

References Listed in ARCTMP1 Reference Listed in Lesson Plan2 References Listed in ARCTMP3 
LWD 1 The Fundamentals of Land Warfare (2008) 
LWD 0-2 Leadership (2013) 
LWP-G All Corps Junior Commanders Aide 

Memoire (2009) 
ATI 4-1 Character Training (1999) 

LWD 0-2-2 Character (2005) DI(G) OPS 33-1 Australian Defence Force Law of Armed 
Conflict Training (1994) 

AJP-2 Allied Joint Intelligence, Counterintelligence and 
Security Doctrine (2003) 

ADDP 06.4 Law of Armed Conflict (2006) 
ADDP 06.1 Rules of Engagement (2006) 
LWP-G 0-2-4 All Corps Junior Commanders Aide-

Memoire (2009) 
LWP-G 7-7-1 All Corps Individual Soldier Skills (2009) 

Note. 1ARCTMP (Australian Army, 2014, pp. 574-576); 2CD Workshop 2 Lesson Plan 4 (Australian Army, n.d-f., p. 1); 3ARCTMP (Australian Army, 2014, pp. 127-
130. 
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This is a significant issue in that the references covering the teaching of the LOAC 

have not been used to guide the CD version of the lesson. Therefore, it cannot be assumed 

that key doctrine has informed the content of the lesson. It should also be noted that the 

DI(G) OPS 33-1 Australian Defence Force Law of Armed Conflict Training (1994) was 

cancelled in 2012, thereby making it obsolete doctrine at the time this version of the 

ARCTMP was approved in 2014. Comparison between MLOs from the ARCTMP and 

details from the CD lesson plans indicates that there are several areas where content 

prescribed is not fully covered in any lesson. For example, MLO 14.1.26 Develop life 

skills includes the teaching points “taking responsibility for own actions” and “advanced 

decision-making” (Australian Army, 2014, p. 573); however, there is no evidence of this 

content being taught. (A detailed comparison between the ARCTMP MLOs and CD 

lesson plans is at Appendix I). 

 

Another scenario stands out as being clearly about the Rules of Engagement and 

deals with the treatment of non-combatants (Australian Army, n.d.-g). To explore this 

issue further, a detailed analysis of this scenario may be useful. The scenario, as presented 

on a card to a small group for discussion states: 

You are on a deep-insertion reconnaissance patrol behind enemy 
lines. It is essential that you remain undetected. While lying-up 
overnight in a harbour position, the group is accidentally discovered 
by an eight-year-old girl, who is out early looking for fruit. 
Frightened by coming across four foreign soldiers she starts to run 
away. What would you do? And why? (Australian Army, n.d.-g). 

In the context of the lesson, recruits are asked what decision they would make about the 

life and liberty of the child, who is clearly a civilian non-combatant in the legal sense31, 

and as such there is only one correct answer to this dilemma: the child must be treated as 

a civilian non-combatant and may not be harmed or killed, even to protect the safety of 

the soldiers or the potential success of the mission. 

 

It should also be noted that a series of five lessons specifically on the LOAC and 

treatment of prisoners is conducted at as part of Module 1 of the course. These lessons 

draw on specific key doctrine relating to the LOAC, ROE and OFOF that are not referred 

to in the CD lesson (Australian Army, 2014, pp. 62-65; 123-137). 

 

 
31Based on the Laws of Armed Conflict (Solis, 2010, pp. 232-233). 
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In terms of reflecting on the values they would call upon to decide about the child 

in this example, recruits have an array of values that may be considered. Values such as 

loyalty, mateship and teamwork may appear to justify the capture and even killing of the 

child to protect the members of the team. However, other values such as respect, restraint 

and compassion may be an argument to allowing the child to go free. Despite the range 

of values that may be considered, there is an absolute legally correct position that should 

be taught. However, the lesson plan and supporting materials do not indicate that this is 

covered in the lesson. Clearly there are areas where the values to be considered may 

conflict. It may even be reasonable that recruits expect that a priority order of values may 

come into play in certain circumstances. However, this is not discussed in the doctrine or 

included in the CD lessons. 

 

The property of teaching ethical content reveals that the ARC does not provide a 

comprehensive teaching in relation to ethical thinking and decision making. The 

interpretation of the curriculum, in most cases followed the dictates of doctrine, but in 

some instances the interpretation of curriculum into lessons resulted in errors of omission. 

The next property, enacting pedagogy, will examine teaching and learning approaches. 

5.2.3 Enacting Pedagogy 
The third property of the category engaging learners is enacting pedagogy. 

Lesson plans and other artefacts were analysed alongside the curriculum and doctrine to 

build a picture of how the ARC is enacted. This was then examined in relation to the 

insights provided by military and non-military ethics educators. This property examines 

teaching approaches and the impact that the instructors have on program delivery. 

5.2.3.1 Teaching Approaches 
The ARCTMP lists all teaching points and references, as well as the mandated 

teaching approaches. Teaching approaches, or strategies, are further detailed in the lesson 

plans. In most cases within Modules 13 and 14, the teaching approach advocated is 

classroom-based lectures supported by PPT presentations (Australian Army, 2014, pp. 

551, 562). The Weekly Theme lessons list an optimum recruit to instructor ratio of 48:1 

with a maximum of 60:1, while the CD lessons delivered by the chaplains state an 

optimum recruit to instructor ratio of 24:1 with a maximum of 32:1 (Australian Army, 

2014, pp. 551, 562). Other theory lessons examined such as MLO 13.1.1 (Gender 

Awareness) list an optimum recruit to instructor ratio of 48:1 with a maximum of 120:1 
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(Australian Army, 2014, p. 507). These class sizes reinforce the predominant teaching 

delivery approach of lectures with supporting PPT presentations, as there is a lot of 

content being presented to large groups within tight time constraints. 

 

The stated purpose of the ARC “is to prepare and train initial entry recruits in the 

skills, knowledge and attitudes needed to apply All Corps Soldier Skills within the 

Australian Regular Forces” (Australian Army, 2014, p. 11). Likewise, the Course Aim 

“is to train and assess soldiers in the All Corps Soldier Training Continuum requirements 

required of every Private Soldier in the Australian Regular Army” (Australian Army, 

2014, p.11). This situates the ARC within the context and framework of organisational 

induction and preparation for initial professional engagement of soldiers in the Army. As 

stated, the focus is not only on “knowledge and skills” required for employment, but also 

the “attitudes” needed by soldiers (Australian Army, 2014, p.11). 

 

An important part of the attitudinal component of the ARC is encompassed by the 

CD lessons and much of the content for these lessons is drawn directly and indirectly 

from LWD 0-2-2 Character. This document provides some interesting and useful 

definitions, including: 

For the purposes of Army, character training and development, is 
described as, those inner qualities of a person that are evident in 
behaviour that is positive and constructive in the development of self, 
relationships and community (Australian Army, 2005, p. 17 
Glossary). 

This emphasis on traits that can be “evident in behaviour” situates CD content within a 

behaviourist framework, in which the expertise of the instructor is not questioned by 

recruits. This results in instructors having great influence and impact in terms of how the 

ARCTMP is interpreted and presented. 

 

One example where this has occurred with negative consequences is the lesson 

addressing equity and diversity. This lesson is based on the Defence Unit of Competency 

DEFEQ001C - Work with equity and diversity and is covered by Module 13 Work with 

Equity and Diversity (Australian Army, 2014, p. 504). Its stated aim is to deliver “the 

competency required for a trainee to recognise and value individual differences in the 

workplace” with the goal to ensure that “the soldier's conduct complies with the 

requirements of anti-discrimination legislation within a diverse workplace” (Australian 

Army, 2014, p. 504). This content is presented in one 40-minute lesson, MLO 13.1.1 
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Explain gender awareness and appropriate behaviour, (Australian Army, 2014, pp. 507-

508). 

 

The ARCTMP references the DI(G) PERS 35-5 Defence Multicultural Policy; 

however, while the MLO teaching points include ethnicity, religious belief and sexual 

preference as elements of workplace diversity, there is no detailed content presented in 

regard to these aspects of inclusivity as evident in the associated Lesson Plan that merely 

relists the teaching points from the ARCTMP (as detailed in Table 5.11). This suggests 

that, despite addressing unacceptable behaviour being a strong driver for training, this is 

undermined by the minimisation of the importance of the content and its cursory 

treatment. 

 

Table 5.11 
MLO 13.1.1 Teaching Points and References 
 
MLO 13.1.1 Explain gender awareness and appropriate behaviour 
Teaching Points: References: 
• Soldierly conduct and team behaviour 
• Equity 
• What is considered as unacceptable 

behaviour 
o Offensive, belittling, abusive or 

threatening another person 
o Adverse to morale, or 
o Otherwise not in the interest of 

Defence 
• Types of unacceptable behaviour: 

o Harassment 
o Workplace bullying 
o Gender Harassment 
o Sexual Harassment 
o Discrimination 
o Inappropriate relationship 
o Abuse of power 

• Workplace diversity 
o Age 
o Gender 
o Ethnicity 
o Beliefs 
o Education 
o Experience 
o Religious Beliefs 
o Sexual preferences 

• Avenues of redress 

DI(G) PERS 50-1 Equity and Diversity in the 
Australian Defence Force 

DI(G) PERS 35-3 Management and Reporting 
of Unacceptable Behaviour 

DI(G) PERS 35-4 Management and Reporting 
of Sexual Misconduct Including Sexual 
Offences 

DI(G) PERS 35-5 Defence Multicultural 
Policy 

DI(G) PERS 35-7 Defence Equity Adviser 
Network Sexual Offences Management 
Guide 

Note. ARCTMP (Australian Army, 2014, pp. 507-508). 
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By the time module outcomes have been distilled to the lesson level, the reference 

to the DI(G) PERS 35-5 Defence Multicultural Policy is missing from the listed 

references despite it being listed as a requirement in the ARCTMP (see Figure 5.8). 

 

Figure 5.8 
MLO 13.1.1 Stated References 
 

 
Note. This slide shows the list of references quoted in the lesson 
MLO 13.1.1 Explain gender awareness and appropriate 
behaviour. It does not reference Defence’s multicultural policy 
(DI(G) PERS 35-5 Defence Multicultural Policy, 2002) 
(Australian Army, n.d.-o, Slide 5). Reproduced with permission 
Headquarters Forces Command-Army. 

 

The one lesson that addresses gender awareness suggests little attention to other 

elements of diversity, despite the intent of the curriculum. Neither does the lesson 

specifically mention multicultural issues, except where the definition of equity is given 

as “treating each other with respect and dignity regardless of gender, race, religion, 

background, sexual orientation or beliefs” (Australian Army, n.d.-o, Slide 9). The 

lesson’s main focus appears to be on managing potential incidents of harassment, despite 

the original intent of the lesson being much broader (as demonstrated in Figure 5.9). 
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Figure 5.9 
Flow of Doctrine through Curriculum into Lesson Content 
 

 

 
Note. Messages promulgated in doctrine flow though into curriculum and are then further 
interpreted at the lesson stage. In the case of MLO 13.1.1 Explain gender awareness and 
appropriate behaviour; however, the message delivered to recruits does not communicate the 
intent of the doctrine in terms of the organisation’s commitment to equity and diversity 
(Australian Army, n.d.-o, Slide 2). 

 

Ironically, the slide from MLO 13.1.1 Explain gender awareness and appropriate 

behaviour introducing the teaching points on workplace diversity features two white male 

soldiers, as seen at Figure 5.10. 
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Figure 5.10 
Introducing Workplace Diversity 
 

 
Note. This slide is used to introduce the teaching points associated 
with workplace diversity Australian Army, n.d.-j, Slide 39). 
Reproduced with permission Headquarters Forces Command-
Army. 

 

While the instructors’ interpretation of the curriculum has an impact on the 

program in terms of the content covered, instructors’ pedagogical approaches also impact 

the effectiveness of lessons. A case in point is seen in the inappropriate use of sexist 

humour in the lesson MLO 13.1.1 Explain gender awareness and appropriate behaviour 

(Australian Army, n.d.-j, Slides 1-52). Here, the key messages of the curriculum have 

been misrepresented, either intentionally or unintentionally, resulting in the trivialising 

of the content. The lesson plan states that the objectives of the lesson are to enable the 

trainees to: 

explain the soldier’s responsibility in a team environment, why men 
and women are enlisted in Defence, the difference in physical 
standards for men and women, … [what is] sexual harassment and 
the actions on being sexually harassed (Australian Army, n.d.-j, p. 
1).  

However, the message to the trainees is somewhat different by the time it is interpreted 

and presented during the actual lesson, as illustrated by the introductory statement in the 

PPT notes: 

During this lesson you will be taught about gender awareness and 
inappropriate behaviour. The reason you are taught this is so you do 
not commit a harassment or discrimination related offence 
(Australian Army, n.d.-j, Slide 2). 
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If the purpose of gender equity training is so that soldiers “do not commit a harassment 

or discrimination related offence”, then this also reinforces the male-oriented 

heterosexual nature of the message in that it is aimed at makes with regard to their 

treatment of females. Trainees might also assume that harassment only occurs in one 

direction - from a male perpetrator toward a female victim, as the lesson does not deal 

with other types of inappropriate behaviour. The implication here is that soldiers are 

predominantly heterosexual males, as there is no discussion of same-sex relationships, 

female perpetrated harassment, or discrimination against transgender personnel. 

 

The resources for this lesson consist of a PPT presentation that uses 25 pictures 

that include only five pictures depicting female Soldiers. The lesson’s introductory and 

concluding slides use masculine humour, despite potentially being offensive to female 

recruits.  The use of these slides suggests an anti-female teaching approach which 

undermines the potential for positive engagement of leaners. The introductory slide 

(Slide 1), intended to light-heartedly gain the attention of the learners, situates the 

viewers as male by depicting the use of the industrial lubricant WD-40 as a men’s 

aftershave product with the heading “Products designed for Men” (Australian Army, 

n.d.-j, Slide 1). The concluding slide, supposedly humorously depicts a tool that is a 

cross between a razor and a Swiss Army knife as a product “for the real men among us” 

(Australian Army, n.d.-j, Slide 52). While these slides (shown at Figure 5.11) are being 

used for humorous effect, they are clearly speaking to a male audience, the result of 

which is the potential exclusion of female recruits. This could also be interpreted as 

minimising the importance of the lesson. 
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Figure 5.11 
Masculinised Humour used in Gender Awareness Lesson 
 

 

 
Note. The introductory slide (top) and concluding slide (bottom) 
are used in the lesson on gender awareness. These are examples of 
masculinised humour used in an attempt to engage a male 
audience, while potentially excluding female recruits (Australian 
Army, n.d.-j, Slides 1, 52). Reproduced with permission 
Headquarters Forces Command-Army. 

 

The ARCTMP and its related lesson plans also lists a range of video clips used in 

the CD and Weekly Theme lessons. Some of these resources are factual, such as the 

commercially produced documentary on the Australian Army’s deployment to East 

Timor in 2001 (WIN TV, 2001) and the Australian Army produced video ‘Say a Prayer 

for Me’ (Williams, 1995) on the role of Australian Army chaplains during the Vietnam 
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War. Foreign documentaries used include ‘Four Hours in My Lai’ (Sim, 1989), about 

American personnel involved in the 1968 My Lai massacre in the Vietnam War, and ‘P 

Company’ (Taylor, 1992) about the selection process for British Marine Corps personnel. 

Other recourses used include video excerpts from commercial productions such as the 

World War Two American drama ‘Band of Brothers’ (Loncraine, 2001), and the British 

Broadcasting Corporation’s documentary ‘Ten Days to War’ (Goodison, 2008) about the 

British military’s role in the War in Iraq. 

 

In terms of inclusivity it is a concern that cultural differences are not taken into 

account when non-Australian video clips are used during lessons. One example is the 

video used in CD Workshop 1 Lesson 5 ‘P Company’ documentary which depicts a 

selection course for a British Marine Corps Paratroop Company (Taylor, 1992). The 

relevance of this material is questionable, as the ADF does not include a Corps of Marines 

therefore making organisational comparisons difficult. Neither is a British paratrooper 

selection course comparable to the ARC, as the nature and purpose of the training is very 

different. Despite this, the rationale for the use of this resource is cited in the lesson as 

being so that “we can better understand military training” (Australian Army, n.d.-c, Slide 

2). The video is dated, having been produced in the 1992, and one can only assume that, 

like the ARC, the training depicted has changed significantly in the intervening years, 

making it an unsuitable resource to meet the stated objective. 

 

Another resource used is the documentary ‘Four Hours in My Lai’ (Sim, 1989). 

In MLO 14.1.19 Compassion and Honesty (Week 5 theme) the video is used as an 

illustration of how humane principles were not applied. In the CD lesson, the video is also 

used to illustrate the concepts of personal accountability and obedience to authority: 

Personal Accountability: 
• How can stress affect team Behaviour? 
• What can I do as an individual to prevent something like My Lai 

happening in my team? 
Authority and Obedience: 
• How do you decide when to disobey a direct order? 
(Australian Army, n.d.-k, Slides 4, 5). 

Again, the resource itself is dated, and is based on a non-Australian case study which 

looks at an incident which occurred over 50 years ago. Perhaps a more relevant case could 

be sourced which focuses on a contemporary Australian military event? 
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The ARC commits limited time to each MLO, with some lessons restricted to 

only 20 minutes (MLO 14.1.30 Indigenous Cultural Awarness [sic] Training (ICAT) - 

Equity & Diversity) or 40 minutes (MLO 13.1.1 Explain gender awareness and 

appropriate behaviour). These time constraints make it very difficult to employ teaching 

strategies designed to promote engagement, interaction or syndicate discussion. This 

differs significantly from the experiences reported by other instructors, where the 

predominant teaching approach across most settings centred on discussions that followed 

some conceptualising around theory or key points: 

There’s lots of research to show that a dialogical kind of approach in 
the classroom is probably the best way to bring in an understanding, 
where the teacher essentially uses Socratic questioning. So, you 
break the big question down into smaller ones and then ask a series 
of questions (Professor Sue Knight). 

Professor John Weckert agreed, emphasising that his was a Socratic approach with a 

focus on reasoning and logic: 

The approach I like best in teaching is asking student’s questions. 
Particularly the Socratic way of doing things. You often get students 
who have very strong opinions on various issues, but then they are 
contradictory. If you can get them to see that contradiction, then they 
can start to think about how they come to these conclusions. I found 
this useful; they realise they’re inconsistent and they don’t really 
know what to do about it, and if you can get to that stage then its good 
– you’ve got them thinking for themselves and questioning their own 
opinions (Professor John Weckert). 

Doctor Ann Lazarsfeld-Jensen also noted that adult learning principles can guide 

pedagogical approach: 

Philosophy does inform how I teach. I basically use the Socratic 
Method … with Knowles’ Principles of Adult Learning (Doctor Ann 
Lazarsfeld-Jensen). 

The most formal approach was demonstrated at the United States Naval 

Academy where the semester-long program consisted of a weekly philosophy lecture 

and two facilitated tutorials: 

The approach is to blend what would be a traditional ethics course 
with case study discussions. The students meet, usually [at] the 
beginning of the week in a lecture hall with the Philosopher and there 
they get taught basic ethical theories. I mean, for example, there’s a 
week on Kant … there’s a week on Aristotle, etcetera … and for the 
other two meetings … the students then meet separately with their 
[Guidance] Officers in smaller groups to do discussions (Doctor 
Shannon French). 

Facilitating these case study discussions included the instructor making clear links to the 

philosophical theory that had been previously taught: 
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The notion is that we use the theory as a lens to view the cases. My 
colleague Greg Rubel said that in previous [years] we just had case 
studies and it wasn’t very fruitful because conversations would just 
kind of go around and around people’s opinions about anything 
(Professor Michael Skerker). 

 

All Informants talked about the importance of making the learning relevant by 

providing a real-life context. Providing context for the learners also meant choosing case 

studies appropriate to learner groups: 

Certainly, the students always enjoy the case study stuff. … We have 
a data bank [of case studies] … Let’s not talk about the Battleship 
Captain with a bunch of Armoured Crew somewhere, right? Let’s 
make sure we pick where we are, how we’re going to discuss it and 
look at the audiences when we do it (Major Craig Gardner). 

This was also true of non-military settings such as the field of policing: 

Because we have the opportunity for serving police officers to be 
teaching, they’re able to say this is a decision you could make or this 
is a decision I made or I might have made. So, there are role models 
and modelling that happens (Doctor Catherine McCarthy). 

 

While facilitation differed across programs, typically, Informants identified their 

approach to teaching as syndicate work based on case studies, and that their role in 

setting up and directing the case study discussions was important. Major Craig Gardner 

described how he manages syndicate groups (i.e.: small group discussions) to elicit 

greater diversity in student discussions and encourage more nuanced engagement with 

the content: 

When we do case study work I really try to … balance things, but I 
also like to do some experimentation. If I have enough to put all 
women in one syndicate and see how that would work out. So, I’m 
always trying to change things up, but typically I have very few 
women on the course because that’s the way it is, and I’ll try to spread 
them amongst the syndicates. And the same goes for different rank 
structures and stuff like that (Major Craig Gardner). 

Role plays were also used, particularly in relation to professional ethics, as reported by 

a number of informants: 

We give live examples, case studies, scenarios, and we actually get 
people to role play. It’s very practically oriented, … in terms of the 
actual training, it has to be real, it has to be live. So, we try to get 
them really thinking about their decision making in the debriefs after 
prac sessions. … We actually ask our students to tell us about ethical 
dilemmas that they’ve dealt with on prac and how they’ve dealt with 
it. And now that they’ve done study on ethics and critical thinking 
and their role as the Social Worker, we ask how would they apply 
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their response to that particular situation now differently and getting 
them to reflect on that (Doctor Cate Thomas). 

Role plays also allowed students to practice decision making based on realistic or real-life 

situations: 

There is a lot of chalk and talk about it but then they’re practical skills 
lessons, which are once a week, where they are practicing the skills 
that they might have to use (Doctor Catherine McCarthy). 

 

Additionally, Doctor Catherine McCarthy made the point that scripted role plays 

allowed for standardisation across lessons, and that using model answers also ensured that 

all key points were covered in each lesson: 

Our lessons are scripted so every student should be hearing the same 
story –so there are role plays in there and they’re presented with a 
couple of options about should you, should you not – that sort of 
stuff. Some of the lessons have got … an ethical consideration or 
some sort of dilemma and then they use group work. … One of the 
groups might look at legislation; one of them might look at police 
policies; one of them might look at other aspects and then they put 
them together. … There are model answers too - so you would like 
students to hit upon x, y, and z as well as the other things they come 
up with (Doctor Catherine McCarthy). 

 

Other resources were also used to support teaching. One tool used to support case 

study discussion was a decision-making checklist which emphasises the key points to be 

considered by learners: 

So, the checklist is basically a tool. … You might only have a half 
page case study, but it just gives you a way to really pull it apart and 
tie into the Code of Values and Ethics (Major Craig Gardner). 

Doctor Paolo Tripodi described using clickers (an anonymous survey instrument) when 

posing scenario-based questions and asking students to choose between a range of 

possible actions: 

We use … a clicker. … You have this little device, and your answer 
is anonymous - then you start asking them questions that have to do 
with ethical choices. You’re going to be surprised the type of answer 
you get. … [Students are] surprised to see how, given the right 
situation, even the person of character would engage in unethical or 
unprofessional behaviour (Doctor Paolo Tripodi). 

 

Another feature of many programs was the way in which the teaching was 

divided between staff, with theory presented by academics and the applied ethics 

component delivered by uniformed personnel: 
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One of the things that I think the Naval Academy designed and does 
tremendously well is to combine, to co-teach, the ethics courses with 
PhD Philosophers and Senior [Naval] Officers … all the civilians 
bringing in the authority of their academic study and then the Officers 
bringing in their authority of the lived experience of these issues and 
how they actually played out in their own lives. This is a wonderful 
combination and I think it’s great because you sort of get the two 
different layers of credibility supporting each other (Doctor Shannon 
French). 

Team teaching between civilian academics and uniformed personnel was a common 

occurrence, not just in the Officer Academy settings, but also for mixed–rank audiences 

such as the program delivered across the United States Marine Corps: 

When I teach I teach also with a Marine instructor. There is a 
component in the teaching that has to do with…applied ethics for the 
more professional side of it, and I want the Marines to cover that side. 
… The reason is that, because Marines value the decision-making 
component of leadership that is applicable to professional and ethical 
choices, rather than a really good educationally valuable discussion 
on philosophy and philosophical theories. Again, that is something 
from an education point of view …. But the Marines are very 
practical. They wanted something that they can put in the toolbox, 
and they want to be able to use it at some point. So, a discussion on 
Aristotle … I mean, it’s going to be well received, but it’s not going 
to break through (Doctor Paolo Tripodi). 

 

This approach was also seen in other professions. For example, foundational ethics 

subjects in the undergraduate Social Welfare and Social Work programs were co-

facilitated by philosophy and social work lecturers: 

The Applied Ethics [subject] is the critical starting point for Social 
Welfare and Social Work students to think about how they think, how 
they should be thinking critically and actually start challenging them 
in terms of their own personal beliefs. It’s co-taught by Philosophy 
and Social Work lecturers. … [It] is very specific to the actual 
profession. … In terms of delivering that, we are building their 
readiness for the profession (Doctor Cate Thomas). 

 

Professor John Weckert supported this view and recommended that a team-

teaching approach was the ideal. 

Who should be involved in teaching – philosophers think it should 
be philosophers and people in the professions think that’s a waste of 
time and it should all be done by the professionals - there’s a problem 
either way. So, people with primarily a philosophical background 
teaching it on their own, by and large don’t really know what the real 
problems are in the profession. The professionals know what the 
social issues are and how to analyse it and all that and say what 
should be done, but they don’t have the background, so it tends to be 
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fairly shallow. … Ideally it would be good if you had people teaching 
who were both professionals and had a background in philosophy. 
But there aren’t many people around like that, so the best option is to 
have team teaching where one is a professional and one is a 
philosopher (Professor John Weckert). 

 

Another noticeable difference across programs was the level of instructor 

expertise and approach to train-the-trainer activities. The Canadian Defence Ethics 

Program featured a train-the-trainer component for those preparing to be unit-based 

program instructors, as described by Informants: 

Train-the trainer stuff, exposing people to the content as well as how 
to present it and discuss it, is really important (Major Sonia Rogers). 
 
I teach them how to facilitate a case study and a discussion, and how 
to get soldiers to talk, and to bring in all of our Code of Values. … 
So, when they’re practicing facilitating a case study, I make them go 
in and talk about what principles are being reflected … So, we’ll 
spend a few hours just working through the [facilitator’s] checklist 
and then I’ll get them to facilitate their own cast study and teach 
them how they can get prepared for it. … The checklist is basically 
a tool … so you might only have a half page case study, but it just 
gives you a way to really pull it apart and tie into the Code of Values 
and Ethics (Major Craig Gardner). 

Professor Sue Knight also spoke about the importance of providing facilitators with the 

skills and knowledge required to teach rather than relying on background knowledge: 

Unless they [teachers] have had some background somewhere else 
there’s not one of them who will have any grounding in either ethical 
reasoning or logical reasoning (Professor Sue Knight). 

 

As described above, the ARC ethics content is delivered quite differently from the 

other programs investigated, which predominantly use discussion-based case study 

approaches, with several programs also favouring team teaching strategies. These 

programs emphasise ethical thinking and decision making and include teaching 

approaches aimed at engaging learners. The next section will look at the perspectives of 

instructors and how these impact on learner engagement. 

5.2.3.2 Instructor Perspectives 
Several of the Informants, particularly those with Military backgrounds, 

emphasised the importance of engaging learners in active and dynamic ways. 

You could actually see the students reacting from anticipating utter 
boredom of a compliance workshop, to ‘oh, this might be kind of 
cool’. So, I mean, it’s a side benefit, but I have definitely learned that 
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this [discussion] approach is also very much more engaging (Doctor 
Shannon French). 

Major Craig Gardner cited his use, within the Canadian program, of a video clip of 

former Australian Chief of Army, Lieutenant General Morrison32: 

I really do believe that PPT is not a good thing for soldiers. ... Soldiers 
will remember talking about stuff and they’ll remember seeing 
maybe a high impact short video clip, like Morrison’s video which 
always has a fantastic impact on my students (Major Craig Gardner). 

 

Practical applicability of content was also seen to be more engaging for learners. 

Doctor Jeff Montrose argued for active learning strategies such as role plays to be used 

in order for learners to make links to their professional context: 

It’s a totally different world out there on the streets … with enlisted 
soldiers or junior officers … any kind of ethical or moral philosophy 
training probably needs to take place out of the classroom and in 
some kind of practical hands-on environment because that’s the 
world they live in. … Ethics training needs to be kind of like a role 
play maybe, in certain scenarios so that it keeps people awake 
(Doctor Jeff Montrose). 

The most meaningful contribution of military personnel was seen as providing the links 

between theory and the application of professional ethics, either in an operational setting 

or in a non-operational military workplace setting: 

All of our Military Instructors are … constantly talking about what 
they’re studying and what the students are studying … and how by 
reading about Aristotle, reading about virtue theory and this is just 
like what happened to me in Guam, etcetera, etcetera.  So, implicitly 
we’re always tying it into … why you need to know this … either in 
this specific sense, like human rights or the virtue of humility, or a 
more general sense of why an officer needs ethics and can’t just listen 
to Rules of Engagement and Naval Regulations (Professor Michael 
Skerker). 

 

While the ARC was taught by chaplains, other military programs were delivered 

by military personnel or philosophy experts – or both. This was consistent with non-

military ethics programs which were delivered by those with professional expertise or 

philosophy backgrounds, or both. This problematic role for chaplains will be further 

explored in Chapter 6 (Section 6.3.1). Some programs emphasised their non-religious 

approach: 

 
32LTGEN David Morrison, was the Chief of the Australian Army from 2011 to 2015. During his time, he 
championed the inclusivity of women and spoke out against misogynist behaviour, declaring, in a 2013 
recorded message to Army personnel, that “the standard you walk past is the standard you accept” 
(Morrison, 2013, 2:28). 
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We actually stipulate that ethics has got nothing to do with religion. 
We make it quite clear that ethics is very different to a moral or 
religious view. What we actually want to do is get our students to 
know how to think through particular scenarios and situations and 
apply an ethical construct to it - but it’s not based on morality, it’s 
not based on beliefs … And they can’t actually let that influence their 
ethical decision making when it comes to other people. So, our ethics 
… is about getting them to be able to make a decision ethically in 
terms of the outcome. What we’re actually clearly saying to them is 
‘here is your Code of Conduct - the Australian Association of Social 
Workers Code of Conduct - this is what you should follow to ensure 
that no one’s rights are infringed’ (Doctor Cate Thomas).  

 

While the reliance on military instructors to provide the important context is 

acknowledged, Informants also identified that their communication and teaching skills 

impacted the effectiveness of programs. 

When it gets down into the training level and you're really relying on 
the professional capabilities and the professionalism of the people 
involved … that's problematic. … When you have people that are just 
here because that’s [the] job, and they're not really keen on teaching 
and they're just here because they've been told so and then it becomes 
problematic (Doctor Emmanuel Goffi). 

This is particularly evident where the instructor lacked interest in, or commitment to, the 

ethics program or where poor instructional skills were demonstrated: 

The course runs well if you have a good professor and … you can get 
your students interested in [the] material and engage with the 
material, that’s a strength. … When we have military instructors who 
are dynamic and charismatic people - that’s also of benefit to the 
course; they don’t necessarily need to be subject matter experts, but 
if they can communicate a lot of energy to the students the students 
take the Monday lectures more seriously, they enjoy the whole course 
more. … What I found is if the instructors have a relaxed, welcoming 
manner the students are much more willing to talk and discuss a … 
But it in classes where the military instructors are either kind of bored 
and dismissive or rather stern, and then there’s very little discussion 
and they go very quickly through case studies and there’s very little 
depth of understanding (Professor Michael Skerker). 

 

Indeed, some of the Informants talked about their approach to teaching being 

drawn from their strong personal commitment to the program or based on their own 

personal experiences, as articulated by Doctor Jeff Montrose: 

My interest in ethics started because of my experience in the Iraq 
War. I left the military in large part because I didn’t agree with the 
conflict. I couldn’t really articulate very well at that point because … 
I didn’t have any [background] … my service in the military didn’t 
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[include] any … ethics courses or any philosophy on morality 
(Doctor Jeff Montrose). 

Another Informant spoke about the experience developing as a teaching: 

When I started teaching here, I was employed to teach on the law 
subject … but the subjects becoming integrated makes you … 
become a better teacher (Doctor Catherine McCarthy). 

 

Aligned to a sense of personal commitment to their program, was the attitude of 

the instructors to their students. Many acknowledged that diversity among their learner 

group encouraged other perspectives and created richer discussion. As described by 

Doctor Emmanuel Goffi, some interactions required skilful handling, taking into account 

cultural and other individual differences. 

I had Cadets from other countries. For example, in my class in Ethics 
of International Relations and I had Cadets from Germany. That was 
really interesting to see how those two women had the perspective 
that was different from the one of the French Cadets. The perspective 
about the use of force, etcetera. … I also talked to African guys and 
their point of view of ethics was [different]. If you're not truly aware 
of those cultural differences could have been really hurting [i.e.: 
giving offence]. … They were really more pragmatic, more realistic 
in their approach of ethics; less idealistic than we could be in the 
western countries. So, you really have to know about those people, 
where they're from, what are the expectations [and] the constraints of 
their own environment, their own societies. And it's not about telling 
them you should do this or you should do that’. It's about look at all 
the options and make a choice, and then you will be accountable for 
this choice (Doctor Emmanuel Goffi). 

 

The background experience of the learners also impacted on the approach 

instructors took, particularly when the learner group ranged from those with prior 

military experience and those with none: 

Some of the students … are actually prior enlisted, so actually some 
of them will have been in the Navy or the Marine Corps and served 
and then come to the Naval Academy. … Others will have gone to a 
Navy Prep School…before going to the Naval Academy. But others 
are straight out of high school with absolutely no military 
indoctrination or training yet except what they get at the Naval 
Academy in their first year (Doctor Shannon French). 

Even within the military population, learner groups were found to be diverse. 

One thing I’ve found when I run the courses [is] we’re so different 
across the country [Canada]. It’s unbelievable - from French to 
English, Senior NCOs to Junior NCOs, Junior Officers to Senior 
Officers, from the West to the East (Major Craig Gardner). 

 



Chapter 5: The Basic Social Process 
 
 
 

 
183 

 

This was also true for non-military programs, such as paramedicine, where 

learners’ background and previous experiences differed widely: 

The cohorts are so diverse. … You’ll have people in the same room 
with an ATAR of 90 and some with an ATAR of 40. Some of them 
who bring life experience, and it’s just wonderful having them in the 
classroom because they bring a lot of really good sense, whereas the 
18-year old’s experience has been watching TV (Doctor Ann 
Lazarsfeld-Jensen). 

 

Generally, there was agreement that instructors played an important part in the 

success of their respective programs. 

The instructor has a big impact. … I try to bring in some personal 
anecdotes … I typically use a lot of humour. … I think I do a pretty 
good job … I’m animated and I’m pretty passionate about this stuff 
and I think the people like that kind of thing, so it works out well 
(Major Craig Gardner). 

This is the case both in terms of making connections with learners and engaging with 

the content. 

Let’s talk more about character and why people do the wrong thing, 
and why people do the right thing, and it ends up being much more 
that approach and it was very successful, and they were very 
interested. But it was funny because you could actually see the 
students reacting from anticipating utter boredom of a compliance 
workshop, to oh, this might be kind of cool. So, I mean, it’s a side 
benefit but I have definitely learned that this approach is also very 
much more engaging (Doctor Shannon French). 

 

Overall, the reported impact of instructors, in terms of their approaches to the 

content and their ability to engage with learners, was significant. While the ARCTMP 

guides instructors in terms of what content to cover, there are few opportunities for 

dynamic and interactive learner engagement. 

5.2.4 Dimensions of Engaging Learners 
The dimensions of the phase engaging learners can be described in terms of 

implementation being aligned/unaligned to the doctrine and the curriculum. Recruits’ and 

instructors’ engagement with the Army’s values was central to the ethics teaching 

process, and the doctrine promoted the idea that adoption of values among military 

personnel builds team cohesion, positively impacts operational effectiveness, and 

develops organisational capability. However, where doctrine and curriculum were 

demonstrated to be unaligned in that doctrine did not always adequately guide the ARC 

and there were examples of poor adherence to the curriculum. 
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The sharing of values, including their common understanding, contributes to 

capability development. Analysis of the ARCTMP revealed that lesson content was 

informed by doctrine, and that values defined and described in lessons was generally in 

accordance with doctrine. This suggests alignment and a shared understanding of values. 

In other instances, the ARCTMP did not reflect the doctrine or there was some deviation 

from the ARCTMP – indicating that Army Values were marginal to the teaching process. 

While it might seem self-evident that having a common understanding of values is critical 

to the teaching process, this was not always evident. 

 

Some concepts, while being explicit in doctrine, were altered as they were 

translated into curriculum and lessons. It has been seen that all levels of doctrine promote 

equity and diversity and condemn unacceptable behaviour. However, this message is not 

so clearly made in the ARCTMP or in the gender awareness lesson, where the intent is 

obstructed both through the misinterpretation of the learning outcomes and through the 

presentation of content. 

 

There is also a lack of depth of coverage in relation to some lesson content. For 

example, in the lesson MLO 13.1.1 Explain gender awareness and appropriate behaviour 

the lesson does not communicate the same rationale as the doctrine as to the importance 

of promoting diversity and addressing unacceptable behaviour. In the lesson MLO 13.1.1 

Explain gender awareness and appropriate behaviour the reason for the lesson is stated 

as being to teach solders how to avoid “commit[ing] a harassment or discrimination 

related offence” (Australian Army, n.d.-n, p. 2). This communicates the rationale for the 

lesson is to protect individuals from committing an “offence” in breach of the doctrine, 

rather than providing guidance on promoting equity and diversity. 

 

While recruits may be exposed to Army’s values, it is difficult for individuals to 

internalise them if a shared understanding is not achieved. Determining if, and how, 

individual recruits internalise Army’s values is outside the scope of this study; however, 

we can see from the ARCTMP that, despite many hours of instruction dedicated to the 

presentation of this content around values, a recognised ethical thinking and decision-

making activity is not used. 
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CD Workshop 1 Lesson 4 Reflection includes a reflective activity linked to the 

Army value of respect. While the associated lesson plan prompts learners to “reflect on 

changes in identity from before training to now” (Australian Army, n.d.-a, p. 2), the lesson 

activity, which is allocated 20 minutes, is somewhat superficial. The lesson is delivered 

in week three of the ARC, so it is also likely that recruits are not yet in a position to 

identify if they have undergone “changes in identity” (Australian Army, n.d.-a, p. 2). 

Despite being prompted to “act to bring about change”, neither do recruits discuss how 

to effectively make changes if/when they assess there is a need to do so (Australian Army, 

n.d.-b, Slide 6), as depicted at Figure 5.12. 

 

Figure 5.12 
Self-reflection in Character Development 

 

 

Note. This slide is used to conclude the lesson on self-reflection 
(Australian Army, n.d.-b, Slide 6). Reproduced with permission 
Headquarters Forces Command-Army. 

 

In the lesson values, recruits are again given a brief opportunity to identify their 

personal values, as noted in the lesson plan and PPT slides (see Figure 5.13). In this 

lesson, 10 minutes is allocated to the activity where recruits are asked to “individually list 

your 5 most important values” and “rank them in order” before being prompted to discuss 

their individual list in small groups (Australian Army, n.d.-d, p. 2). 

 

Those involved in education need to understand the concepts they are teaching, 

and it is particularly important in the military context for instructors to conform to the 
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curriculum, which is drawn directly from doctrine. Module 14 of the ARCTMP calls for 

“personal reflection and group discussion” as a strategy to meet the learning objectives, 

requiring recruits to have opportunities to “regularly review their own performance 

against established Army standards and their own personal professional goals and 

standards” (Australian Army, 2014, p. 512). 

 

Figure 5.13 
Character Development Values Exercise 
 

 

Note. This slide, part of the CD Workshop delivered in week three 
of the ARC, is used as a part of a values identification activity 
(Australian Army, n.d.-e, Slide 5). Reproduced with permission 
Headquarters Forces Command-Army. 

 

Doctrine does state that “initial character training” (which includes the ARC) 

“could begin with uncovering and evaluating the attitudes, values and beliefs of the 

individual trainee … through values clarification exercises” (Australian Army, 2005, p. 

7 Chapter 4). Doctrine advises that “Kohlberg’s Concept of Moral Development” is the 

preferred model and cites this as a way of understanding individual moral development 

(Australian Army, 2005, pp. 4-6 Chapter 4). However, The ARCTMP does not include 

specific content on values clarification. LWD 0-2-2 Character summarises Kohlberg’s 

theory in relation to Piaget’s Cognitive Stage Theory of education, explaining that the 

“earliest level of moral development is that of the child, called the ‘pre-conventional’ 

level” which “defines right and wrong in terms of what authority figures say is right or 

wrong or in terms of … rewards and punishments” (Australian Army, 2005, p. 5 Chapter 

4). Kohlberg’s “conventional level” is related to adolescent development and is explained 
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as an individual having “internalised the norms of those groups among whom they live”, 

emphasising that “for the adolescent, right and wrong are based upon group loyalties” 

and are “characterised by performing good or right roles and maintaining conventional 

order” (Australian Army, 2005, p. 5 Chapter 4). Kohlberg’s final stage of development, 

the “post-conventional level” is described as relating the adult who “develops abstract 

moral principles that define right and wrong from a universal point of view” (Australian 

Army, 2005, p. 5 Chapter 4). 

 

Here, the doctrine contradicts itself stating that “at the recruit training [level] … 

it could be expected that a person might be at pre-conventional to conventional levels” 

and that “Army leaders would be expected to function at the post-conventional level” 

(Australian Army, 2005, p. 6 Chapter 4). This implies that a recruit is expected to display 

the moral reasoning of a child or adolescent and that only those in leadership roles 

(presumably corporals and above) would be expected to operate as adults in terms of their 

moral reasoning ability. While determining moral value based on authority and systems 

of reward and punishment may be a military stereotype, the ARC aspires to “advanced 

decision-making” (Australian Army, 2014, p. 573). This, too, contradicts the idea that 

recruits should only be expected to function at pre-conventional to conventional levels. 

This suggests inaccurate interpretation of moral and cognitive development theory and is 

an example where an unshared understanding has obstructed potential learner 

engagement. 

 

Another way of determining how recruits may internalise Army’s values is by 

examining the process of assessment. The ARCTMP specifies that the assessment of 

values is done in terms of observed behaviour of demonstrated adherence to Army Values 

(Australian Army, 2014, p. 513). For example, Summative Assessment 13 assesses 

learners in relation to their ability to “work with equity and diversity” (Australian Army, 

2014, p. 513). This requires recruits to demonstrate “sensitivity and respect for individual 

differences” as part of an ongoing process of monitoring by recruit instructors (Australian 

Army, 2014, p. 505). As previously discussed, the lesson focus is on how to avoid 

“commit[ing] a harassment or discrimination related offence” (Australian Army, n.d.-n, 

p. 2) and utilises potentially offensive teaching resources (see Figures 4.3 and 4.4). 

Requiring recruits to demonstrate a level of “sensitivity and respect” that has clearly not 
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been modelled for them suggests an obstructive and unreasonable revision of the learning 

intent. 

 

The property of enacting pedagogy revealed how curriculum and doctrine are 

interpreted, organised and presented to learners via a range of teaching strategies. Some 

pedagogical approaches of the ARC are consistent with other military ethics education 

programs, while there are significant areas of difference, such as team teaching. The third 

phase of the basic social process, the category shaping behaviour, will be explored in the 

next section. 

5.3 Shaping Behaviour 
The third phase of the basic social process is shaping behaviour. This incorporates 

the properties of testing character, and valuing ethics, as shown in Table 5.12. This phase 

examines the outcomes of education and looks at how programs are received by the 

organisation. The dimensions of these properties ranged from confirmatory to 

contradictory. 

 

Table 5.12 
Phase 3 Shaping Behaviour 
 
 
 
 
 
 

5.3.1 Humanising Soldiers 
The first property of shaping behaviour is humanising soldiers. Humanising 

soldiers relates to how learners are led to view themselves as ethical agents. This is 

achieved where an individual’s ethical stance or decision in relation to an issue is 

examined in relation to an ethical position or code. This concept is introduced in the 

doctrine in terms of ethical decision making, stating that “an ethical issue occurs when 

individuals or teams must make decisions using judgements such as good or bad, right or 

wrong, worthy or unworthy” (Australian Army, 2013, p. 12 Chapter Annex A 12). While 

many of the examples used in the ARC and presented in doctrine focus on the battlefield, 

they all promote behaviour grounded on value-based decisions: 

Battlefield success requires soldiers with steadfastness, perseverance 
and courage in the face of adversity underpinned by a coherent belief 

Category: shaping behaviour 

Properties: 
humanising soldiers 
valuing ethics 

Dimensions: supported unsupported 
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and values system. (Australian Army, 2005, p. 32 Chapter 2). 
 

Humanising soldiers shapes behaviour in a number of ways; primarily in terms 

of prompting learner self-examination, as reported by Doctor Paolo Tripodi: 

If you live all your life believing that you’re a person of character … 
and you never test yourself, when you will test yourself because life 
is going to put you in front of that situation, well you might be 
surprised by your course of action. ... Then what we do, in practical 
terms, is raising awareness and try to develop the ability among 
individuals to deal with the challenges of applying their values 
(Doctor Paolo Tripodi). 

This is also the case when learners are encouraged to challenge their ethical choices and 

actions. In doing this, LWD0-2 Leadership provides a four-point decision-making 

process, advising soldiers to consider: 

a. whether the actions are consistent with their personal judgements 
of right and wrong, 
b. what the consequences might be for themselves or for others,  
c. whether they would be prepared to have their actions made public, 
and  
d. whether they feel that they could justify their actions if called upon 
to do so 
(Australian Army, 2013, p. 12 Chapter 12 Annex A). 

Interestingly, only the first point focuses on the ‘right-ness’ or ‘wrong-ness’ of an ethical 

decision. The later three points focus on the possible consequences of a resulting action, 

and the management of those consequences. While considering consequences is 

important, the idea of measuring a decision based on being able to justify it to your 

superiors or to the public erodes the sense of ethical clarity and authority. 

 

Bystander and group influences were also discussed in terms of humanising 

soldiers in both the doctrine and in training. 

Certain situations can override differences in behaviour and either 
the individuals will agree, or the environment will provide clear 
indicators on the appropriate behaviour. An operational contact for 
an infantry section is an example of a ‘strong' situation. It will 
provoke a common response within the section, in the form of a 
contact drill. … A ‘weak' situation such as an informal meeting or a 
team barbecue provides few cues and no obvious reason for any 
particular behaviour over another. In this situation, typically, stronger 
personalities will have a greater influence over group behaviour 
(Australian Army, 2013, p. 5 Chapter 3). 

Major Craig Gardner explained that this is important due to the group nature of military 

activity: 

The more you talk about being by-standers and being in a group … 
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the more they understand how people can act in those kinds of 
environments … and we’re soldiers, we’re always grouped together 
in something (Major Craig Gardner). 

 

Informants reported presenting a range of professional ethical challenges to 

learners. For example, the United States Marine Corps training focuses on the application 

of values in relation to “ethical challenges that are rank specific” (Doctor Paolo Tripodi). 

The sessions are delivered by a teaching team comprised of an academic and a military 

instructor, where the academic provides the ethical foundation for the discussion and the 

military instructor provides the professional context: 

[We’re] targeting different audiences with professional and ethical 
challenges that are typical of that rank. … There is a philosophical 
underpinning - I doubt that they see it as philosophy. Everything we 
do, without mentioning it, is guided by ethics (Doctor Paolo Tripodi). 

 

These types of sessions encourage reflection and prompt learners to be self-

critical. Ethical theory is introduced as a framework for this reflection and provides 

learners with the language needed for critical discussion. 

The purpose of the course is to make you more reflective about your 
moral intuitions, more self-critical about your moral standards, give 
you a moral terminology so you can discuss … [the] manner of your 
moral views, so you can better discuss and better defend those views 
to your superiors, your peers, your subordinates. I tell them … [they] 
can do more than just say “I don’t know, it seems wrong” or “I don’t 
know everyone else was doing it” (Professor Michael Skerker). 

In this way, learners were led to consider their personal ethics and their individual 

responsibility. 

I tried to explain what is ethics, and I tried to emphasise the fact that 
it's about philosophy, … to explain [to] them that it's really 
subjective. So, I just tried to bring in a lot of perspectives and saying 
at the very end … you will be the guy who will pull the trigger ... so 
it's not about the [organisation’s] ethics,  … it's about your own ethics 
and will you be able to live with that? (Doctor Emmanuel Goffi). 

While Major Craig Gardner encouraged learners to see themselves in terms of the ethical 

situations being discussed: 

I try to really humanise things for people because we get there, and 
we think of course you’re going to [make the right decision]. If he 
does something like that, we’re going to stop him …. and people 
really do believe that but (Major Craig Gardner). 
 

From a doctrinal perspective, personnel are encouraged to rationalise their 

values in terms of their compatibility with the organisation’s position: 
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A soldier’s belief system is tested by the taking of life. A strongly 
developed moral code enables the soldier to decide between just and 
unjust killing in war. It is presumed that the soldier is prepared to 
take life in circumstances of ‘just cause’, and it is a normal human 
reaction to feel remorse at the taking of life. A soldier of character 
has the ability to rationalise these conflicts and display compassion 
for an enemy who has lost the will to fight (Australian Army, 2005, 
p. 26 Chapter 2). 

 

It was reported that some learners might choose to leave the military based on 

the incompatibility of their personal values with those of the organisation. 

Of course, most people would not do that [leave the Academy] lightly 
but some people do it after a lot of soul searching and actually do it 
because of realising the weight of what they were deciding. So, this 
is something that, from the start of this ethics course, was actually 
said to all of the instructors: “Look, part of your role here is to give 
these young people a chance to think about the kind of ethical 
decisions they are actually going to have to deal with. And too, in 
fact allow some of them to decide that it’s not for them. That, you 
know, they don’t want to cause collateral damage or have to fight in 
war that they may later decide is unjust, … and order men to their 
deaths, men and women.  So, there is an intentional placement there 
to give them a chance to look at the weight of their decision before 
they make their final commitment (Doctor Shannon French). 

 

Ironically, for some instructors, teaching ethics raised personal issues in relation 

to their own military experiences: 

And the conflict then was I have my own conscious saying, “okay 
Jeff, this is not what you think – this is not why you joined the Army 
… I had a huge conflict with that. But then I also had major conflict 
with my obligation and the kind of ethics that defined my life. … So, 
there was a huge miss-match and [the] question I always had was, 
well how do I know? … How do I define what is right? Or in this 
case, if I think the war in Iraq is illegal … then how do I know? … I 
was in Infantry, a Lieutenant. I knew how to lead a platoon, but I 
don’t know how to interpret constitutional law or international law. 
… I had a hard time with that, and in the end, I decided that I don’t 
understand it well enough and … so, I decided not to say, “I’m not 
going to go”. So, I went. (Doctor Jeff Montrose). 

 

The predicament for instructors was not just in relation to deployment on 

operations. One Informant described the realisation of having been a target of 

institutionalised abuse through initiation hazing: 

For the last 6 months I’ve been doing a lot of research on 
inappropriate sexual behaviour, and one morning … I woke up in bed 
and [thought] … I’ve been sexually assaulted. And I’m just like 



Chapter 5: The Basic Social Process 
 
 
 

 
192 

 

‘What the’? And this is what happens - you work on this stuff so long 
and you start thinking about things in your own career (Major Craig 
Gardner). 

On sharing this during ethics sessions, the Informant recognised that the abuse was 

widespread and had become normalised across the institution, with many personnel 

identifying both as the victims and the perpetrators of abuse. 

And nobody did anything, nobody said anything. But then when you 
talk to guys about this, then other people start saying stuff. It’s 
unbelievable. It’s like, ‘Oh yeah, I got that.’ … And you’re like, 
‘What is wrong with us?’ … I truly believe there is a problem … we 
don’t even recognise it (Major Craig Gardner). 

Institutionalisation of personnel can be insidious, to the point where individuals are not 

able to identify ethical (or legal) issues or violations. For Major Craig Gardener, the 

notion of humanising soldiers was an important aspect of his role as an ethics educator. 

 

Professor Elizabeth Thomson reflected that these types of experiences can have 

negative consequences for individuals and for their careers: 

The organisation requires team-based work in dangerous contexts, so 
the socialisation to perform that is critical. … We could talk about 
the violence that comes with forcing people to change. You think of 
hazing and all of those things you do to be part of the team, and then 
we say we’ve got each other’s backs? … We talk about those that 
belong and those that don’t belong. And we need to [talk] about those 
that proactively belong and those that reactively belong – it’s about 
what you give up to belong to the team. So, if you have to give up 
too much to perform in the military context successfully then you 
psychologically damage yourself. … You learn [to] keep your head 
down because if you put your head up you get smashed (Professor 
Elizabeth Thomson). 

Identifying and discussing these negative behaviours allowed Major Craig Gardner to 

emphasise the importance of courage in his ethics education sessions, particularly in 

relation to calling-out these problematic issues. 

It’s all about how moral courage is just as important, if not more 
important, than battlefield courage; because, chances are you’re 
going to [have] far more … opportunity, unless you’re constantly at 
war or whatever, of having to show some moral courage (Major 
Craig Gardner). 

 

Some Informants saw the advantage of tapping into learner’s personal experiences 

as a strategy to make discussion relevant and realistic: 

A lot of the times people will bring in their own personal experience 
of things and that’s great because it’s all about discussion … Some 
of the stuff we talk about - people were there and so … you can get 
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some interesting discussions. … So that has a really good impact on 
folks as well when you can really weave in these true-life cases and 
just pick them apart a little bit. There’s lots of great stuff out there 
that can be done (Major Craig Gardner). 

Not only was this seen as an effective way to engage with learners, but it allowed learners 

to explore their own “weaknesses”: 

I mean, we need to raise awareness that even the best person when 
confronted with tough situations, might do – might make silly 
choices … I mean, we want to make sure that … at least [they] are 
aware that we all have weaknesses, we are human beings, and we 
need to work to correct those weaknesses (Doctor Paolo Tripodi). 

In this sense, weaknesses were related to potentially ethically inconsistent decisions or 

poor ethical decision-making strategies, both in operational and non-operational contexts: 

We try to push them to think outside of that [operational context] … 
because … socialisation is really a big part of ethics (Major Sonia 
Rogers). 

 

A key part of discussion centred on individual’s responses to challenging 

operational experiences. One informant referenced a learner speaking about the need to 

over-ride his initial emotional reaction in order to maintain effective battlefield 

leadership: 

One of our own Warrant Officers, who won the Star of Valour, … 
talks about his emotions and what he was feeling when some of his 
troops were killed. … I mean, he had to keep control of his emotions 
even though he thought he wanted to just go out and kill everybody 
in sight – it was so important for him. … All of the work I’ve done 
though, it all goes back to leadership and not just the CO’s 
[Commanding Officers] - down at the Section level too (Major Craig 
Gardner). 

 

Leadership was often seen as a focus for education, particularly where a failure of 

leadership led to inappropriate or illegal action.  Informants cited examples where specific 

problems were redressed using ethics education as a forum to do so. This included the 

United States Army’s official response to the Abu Ghraib incident: 

I think that [addressing illegal activity on operations] was handled 
fairly well. … I think the US Army … engaged the soldiers fairly 
clearly with it, from my experience. … When the Abu Ghraib stuff 
came out, our chain of command…sat us down and they had kind of 
these talking points. This is what we need to do with detainees or 
anyone that we detain. Here is a very clear set of rules what we can 
do with them (Doctor Jeff Montrose). 
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Other initiatives were aimed at redressing general unacceptable 

behaviour, such as the Canadian program ‘Operation HONOUR’, which 

introduced content on sexual misconduct into the ethics program. One 

Informant admitted initial scepticism, as well as explained how adding this 

content made the overall program more focused on ethical behaviour: 

I was frustrated about doing it because, I’m like, well, if people are 
stealing stuff, I don’t spend a day talking about stealing. … But it 
works well. It’s on ethical conduct. When I get into the inappropriate 
sexual behaviour stuff, we’ve already gone through two days of 
battlefield ethics and psychology and … how the environment has 
such an influence on folks and decision making and how important it 
is for us to understand that that’s going on (Major Craig Gardner). 

 

Many Informants felt that providing learners with opportunities to question their 

assumptions was a crucial aspect of education, often speaking about prompting learners 

to become more open minded and empathetic, as described by Major Craig Gardner: 

I try to really humanise things for people because we get there, and 
we think … if he does something like that we’re going to stop him 
… and people really do believe that (Major Craig Gardner). 

By humanising issues, learners were encouraged to see where they may be vulnerable to 

acting inappropriately and succumbing to by-stander pressure or groupthink. This also 

led Doctor Emmanuel Goffi to comment on how tests of character could result in learners 

questioning their fit to the organisation: 

And what I feel is that they [learners] are much more open minded. 
The problem is that some of them told me that it was a bit also 
confusing for them just because in the military you are told that 
things are this or that, white and black. And when you try to bring 
nuances in that at some point, you feel like that's really 
uncomfortable and so some of them just considered leaving the [Air] 
Force. I would not say that I'm happy that I opened their mind if it 
happened. Really, I would say that I'm also concerned about the fact 
that when you open the mind of those people, at some point they will 
feel like they are not really matching the expectation of the Institution 
(Doctor Emmanuel Goffi). 

 

Additionally, Doctor Shannon French felt that ethics education was most effective 

when it went further than teaching about regulations and moved towards prompting 

behaviours based on internalised values: 

There are rules, but the rules are really a guide and set the floor. 
You’re going to need to go beyond that to be a good person … We 
don’t want mere compliance with rules. … We want you to actually 
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be an honourable warrior and what does that look like? (Doctor 
Shannon French). 

 

Overall, Informants reported that humanising soldiers meant making ethics 

relevant and applicable to learners and their professional situations, and that this was an 

important part of their role as ethics educators. This was also viewed as a significant factor 

in how ethics education shapes learner behaviour. 

5.3.2 Valuing Ethics 
The second property of the category shaping behaviour is valuing ethics. This 

property describes how stakeholders felt about the programs they provided and what 

impacted on the way ethics education was viewed by their organisation. 

 

Ethics education tended to be viewed as important by the broader military 

community when it was seen as part of the professional and leadership development 

continuum. This was particularly true when programs were delivered in the context of the 

learners’ professional roles: 

They love it [the program] because normally they have an 
expectation that ethics is going to be a regurgitation of some 
philosophical theory. … And then they are … in this environment, 
where … there is a Marine discussing ethical and professional issues. 
And I normally set the stage for that conversation by challenging 
them [about their] ethical choices (Doctor Paolo Tripodi). 

Doctor Emmanuel Goffi reported that participants in the French Air Force program were 

committed to the content: 

People [learners] were really willing … they were asking for much 
more information [and] knowledge (Doctor Emmanuel Goffi). 

This also speaks to the importance of military instructors being viewed by learners as 

being credible subject matter experts, as discussed in the previous phase of the Basic 

Social Process. Through this contextualising, instructors are better able to facilitate 

challenging discussions in terms of learners’ personal ethical stances and/or past 

experiences. 

 

Implementation of successful programs occurred when education was delivered 

at unit level, and when it was prioritised by commanders. Military instructors’ attitudes 

were significant in promoting the importance of ethics programs, both in the Academy 

setting and in military units. Where senior officers saw value in ethics education, they 

positively communicated their support for programs to the learners: 
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Our Military Instructors will tell them [the Cadets] … “This is really 
important – I wish they had this when I was here”. And they [the 
Military Instructors] tell me it’s a great course, and really important 
… so at least among Senior Officers there’s a great deal of respect 
for the course (Professor Michael Skerker). 

This was also attested to when the United States Marine Corps program was mandated 

across all training units: 

I can tell you the truth, … because they do [value the training] … All 
the schools want to have some kind of ethics training. And then once 
they see the value of it, they want more. So, once they understand the 
value – this is to do with leadership, this has to do with professional 
identity … then when they have seen that value, they have decided, 
‘Wow, this is good, we want to have it’ (Doctor Paolo Tripodi). 

 

The instructor’s attitude to their programs was also an important factor in how it 

was viewed by learners. Additionally, senior officers play a vital role in promoting ethics 

education as being worthwhile. However, Informants reported frustration when ethics 

education was seen as being treated superficially by the organisation. 

And how do your teachers make it real for students because that’s 
the challenge … yet it’s treated so superficially (Professor Elizabeth 
Thomson). 

In some cases, it was reported that, while programs were seen as worthwhile by the 

learners, it was not appreciated at the organisational level: 

Unfortunately, I think a lot of the times we pay lip service to this kind 
of stuff because there’s just so much going on and people just don’t 
have the time. … Unfortunately, what that tends to become is another 
‘check in the box’ kind of thing, and I don’t think that’s a great way 
to do stuff. And some of the time it’s dependant on our Leaders 
(Major Craig Gardner). 

Professor Elizabeth Thomson was also frustrated that despite high-level support 

recommendations made in the ‘Battling with Words’ report (2014) were not actioned: 

Nobody has strategically addressed any of the recommendations. … 
They pick it up and what they want to use they use … but nothing is 
rolled out (Professor Elizabeth Thomson). 

 

Informants stated that education was not highly regarded by learners where it had 

to compete with other content areas within a program. For example, learners at the United 

States Naval Academy perceived ethics education as not being of high importance where 

it did not constitute a major area of academic study: 

The course isn’t viewed with a great deal of respect or esteem 
because it’s not part of a major. … Clearly, some students look at the 
class as a lower priority, given that it’s not part of their major and it 
has fewer credits than other courses. And so, they’re very good at 
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doing ‘intellectual triage’ … they say ‘Look I have an hour before I 
need to go to sleep, and I have a physics test and an ethics test – well 
physics is five credits and ethics is three credits so an A in physics 
counts more than an A in ethics’. So even though I think a lot of 
students like the course, and actually enjoy it more than they do 
physics, that because it counts less inevitably it’s valued a bit less 
(Professor Michael Skerker). 

Another reason given for this is that, due to competing priorities, learners viewed their 

ethics program as less important than other aspects of their program: 

They don’t [value the program], probably because there’s enough … 
that they have to learn concerning tactics and all these other aspects 
… of their jobs. … They’re so young, they want to be outside. That’s 
why they joined the Army (Doctor Jeff Montrose). 

This is particularly true for subjects such as tactics, which are seen has having greater 

immediate job application. 

5.3.3 Dimensions of Shaping Behaviour 
The core category of understanding values impacts the final phase of the basic 

social process of shaping behaviour.  The dimensions of the core category impact this 

phase by being supported/unsupported in terms of how values shape behaviour. 

Humanising soldiers involves assisting learners to develop into ethical agents through the 

process of examining and confirming the fit between the organisation’s values and the 

individuals’ values. Many stakeholders had a shared understanding of the worth of ethics 

education; confirmation of which was that chains of command provided support to their 

respective programs. Where programs were seen not to be valued or under-valued by the 

stakeholders, ethics education was seen as less effective and less important, in 

contradiction to the stated objectives or drivers of training. 

 

The concept of humanising soldiers also relied on realistic representations of 

soldiers and soldiering, both in terms of day-to-day work and operational activities. 

Where learners were encouraged to examine their ethical choices and actions in relation 

to organisational values and professional codes, a shared understanding was more likely 

to develop. Several informants discussed learners’ opting out of a program where they 

felt their personal values and that of the organisation did not match. 

We actually have a high attrition rate … students self-select out 
because … we actually ask them to make a lifestyle choice (Doctor 
Cate Thomas). 

This was often seen as a positive, as learners were able to identify aspects of their 

professional role that either confirmed or conflicted with their own values or behaviours. 
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In terms of people coming in whose values didn’t necessarily align, 
… we were finding that we had a couple of people who self-
nominated at that point to withdraw. … It is actually not a bad thing 
(Superintendent James Stokes). 

In this context, it is important for learners to have a comprehensive understanding of the 

organisational values and professional codes that they are required to conform to, in order 

to make a decision about their continuation in the profession. Informants also reported 

that presenting a range of professional ethical challenges to learners prompted critical 

self-reflection, again helping them to make decisions about their suitability for the 

profession. 

 

An understanding of values also impacted on how ethics education was 

appreciated by an organisation. The appointment of credible, experienced and 

knowledgeable instructors to programs also confirmed the perceived level of importance 

of the program, as did the organisation’s commitment to train-the-trainer and professional 

development activities for instructors. Where an organisation failed to prioritise ethics 

programs, other stakeholders, including learners, tended to under-value it also. This was 

particularly true when ethics education conflicted with other priority tasks for learners, 

and when the ethics content did not relate to other aspects of their program or to the 

learners’ current or future professional roles. In these cases, informants reported that the 

learners’ orientation to the program was confirmed by the organisation’s support or lack 

of support to the program. 

 

The property of valuing ethics reveals that many ethics educators experience 

positive feedback from learners and strong support from their organisation. At the same 

time, they are also cognisant of the conflicting priorities of learners. The phase of shaping 

behaviour reveals that education was often impacted by the level of importance given to 

ethics programs. Informants reported that an important factor in developing ethical 

behaviour depended on learners being supported in questioning their personal values. 

5.4 Chapter 5 Summary 
In this chapter, the basic social process of developing ethical practice was 

introduced. The three phases of this process are driving training, engaging learners and 

shaping behaviour. The basic social process is, however, influenced by a number of 

factors that determine the degree to which the intended outcomes are achieved. These 
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factors are described in terms of dimensions of each phase and represent both the 

strengths and points of failure, as represented in Figure 5.14. 

 

Figure 5.14 
The Phases of the Basic Social Process and their Dimensions 

 
 

 
Note. The three phases of the Basic Social Process and their Dimensions: (1) driving training – 
consistent/inconsistent; (2) engaging learners – aligned/unaligned; and (3) shaping behaviour 
– supported/unsupported.  

 

Each phase interacts with the core category of understanding values, as discussed 

in Chapter 4. The following chapter presents and discusses the grounded theory of how a 

shared understanding of values contributes to the development of ethical practice of 

Australian Army Recruits. 
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Chapter 6 

Discussion: Developing Ethical Practice 

The aim of this study was to understand how the military ethics education of 

recruits is approached in the Australian Army. In the previous chapters, the core category 

of understanding values and the basic social process of developing ethical practice were 

discussed. In this chapter, the grounded theory of how a shared understanding of values 

contributes to the development of ethical practice of Australian Army Recruits will first 

be discussed within the broader context of the military ethics education field. 

6.1 How a Shared Understanding of Values Contributes to the 
Development of Ethical Practice of Australian Army Recruits 

This study examined the issues around the development of military ethics with 

particular emphasis on the ARC, with a goal to construct a grounded theory to explain the 

process of military ethics education for soldiers in the Australian Army. The grounded 

theory demonstrates how an understanding of values was central to the basic social 

process of developing ethical behaviour. Understanding values was conceptualised as 

being shared or unshared, and these dimensions were displayed across the three phases 

of the basic social process. 

 

The basic social process identified three inter-related phases that overlap in terms 

of the grounded theory concept. Phase 1 (driving training) presented the set of Army 

values that guide behaviour. The understanding of these values (represented by the core 

category of understanding values) then influenced the teaching and learning artefacts 

through which engaging learners (Phase 2) occurred. These teaching and learning 

artefacts, in turn, were the vehicle for shaping behaviour (Phase 3). All phases of the 

basic social process were mediated by the level of shared understanding of values 

experienced by the process stakeholders. Therefore, the dimensions of understanding 

values ranged from a shared understanding of values to an unshared understanding of 

values. In each of the phases, the understanding of values was displayed somewhat 

differently. In the first phase, the organisation’s messages around driving training were 

sometimes consistent and sometimes inconsistent. In Phase 2, engaging learners was 

sometimes aligned and sometimes unaligned to the curriculum and doctrine. In phase 
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three, factors shaping behaviour were sometimes supported and sometimes unsupported. 

In this way understanding of values impacted significantly on how ethics education is 

implemented, and is further explained by the grounded theory, as depicted in Figure 6.1.  

 

Figure 6.1 
The Grounded Theory 
 
 

 
Note. This diagram represents the grounded theory of how a shared understanding of values 
contributes to the development of ethical behaviour of Australian Army Recruits. The core 
category, understanding values, impacted all phases of the basic social process and had 
dimensions ranging from a shared understanding of values to an unshared understanding of 
values. 
 

The grounded theory represents an educational process; thus, adult educational 

theory is a useful lens through which it can be interpreted and understood. The ARC is a 

residential program that insulates learners from their usual environment and subjects them 

to an intense socialisation experience. While this type of learning is complex, it can be 

theorised in a number of ways including as a type of workplace learning within a 

constructivist/social constructivist framework (Billet & Choy, 2013; Billett, 2011; 

Knowles et al., 2015; Tusting & Barton, 2006). Constructivist learning theory asserts that 

all learning is contextual and that individuals build meaning from their experiences; 

therefore, the learning is accumulated and specific to the environment in which it will be 

utilised (Knowles et al., 2015). Social constructivist theory acknowledges that learning is 
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also socially constructed and recognises the impact of culture, setting, language and 

context on the learner (Lin & Bound, 2011; Nesbit et al., 2004).  

 

Generally, educational objectives can be categorised into skills, 

knowledge/understanding and attitudes/values (Knowles et al 2015), with the learning 

objectives in the ARC being predominantly aimed at knowledge transfer and skill 

acquisition. In keeping with these types of objectives, the ARC prioritises an 

instructor/content-centred pedagogical approach that privileges the transmission of 

knowledge from ‘expert’ instructor to ‘novice’ learner (Bound 2011). This approach is 

determined by the ARC curriculum which is constrained by a number of factors such as 

available time, resources and group size. Both the constructivist and social constructivist 

theories focus on an active learning process that require collaboration between and among 

instructors and learners (Grant, 2010; Nesbit et al., 2004). Adult educators argue that 

effective curricula actively engages the learner, making connections with, and building 

upon, their life experiences (Billett, 2006, 2011; Nesbit et al., 2004). In delivering CD 

and values lessons, this approach does not allow learners to take the meaning-making role 

that a more learner-centred approach may enable. Bound (2011) advocates for a pedagogy 

where the instructor takes on a facilitation role, encouraging learners in an interactive 

dialogue. This would assist each recruit to actively engage with, reflect on, and assess, 

their position in relation to the Defence Values and Behaviours. 

 

The ARC is a type of “highly regulated” learning environment in which the 

Army’s dominant cultural practices are “handed down inter-generationally”, primarily 

from JNCO to recruit (Billett & Smith, 2006, p. 144). This type of social learning relies 

heavily on role-modelling and reinforcement and is closely tied to the development of 

identity (Lin & Bound 2011). Recruits are subjected to the Army’s norms and practices, 

and consciously or unconsciously accept or reject them in the process of internalising 

their new military identity (Billett & Smith, 2006). Adults experience learning in 

individual ways which are mediated by their life experiences, social capital and other 

factors; therefore, the “degree of adherence to … cultural practices [is] not uniform or 

wholly shared” (Billett & Smith, 2006, p. 145). Given that learning is constructed by the 

learner, effective learning accounts for and accommodates individual difference and 

affords agency to the learner (Billett, 2011; Billett et al., 2006). However, while learners 
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may demonstrate superficial mastery over concepts (such as being able to discuss values 

relevant to case-studies) this may only reflect the “socially-derived demands and 

requirements” placed upon them, rather than indicating appropriation of the learning in 

terms of understanding its deeper purpose (Billett, 2006, p. 43). Billett (2006) argues that 

learning must move beyond mastery to the level of appropriation in order to impact 

practice, where, in the case of the ARC recruits genuinely understand the reasons for, and 

importance of, the values they are asked to adopt. This means that developing a shared 

understanding is difficult to achieve, particularly where passive instructor-centred and 

content-focused approaches fail to engage learners. Values may be ‘mastered’ but not 

‘appropriated’ by recruits in a way that is meaningful in terms of their practice as ethical 

soldiers. Therefore, approaches that are active and learner-centred may be more 

appropriate for ethics education, as learners are encouraged to build meaning and test 

their beliefs in the context of their new professional role.  

6.2 How a Shared Understanding of Values Impacts Driving Training 
Driving training was identified as the first phase of the basic social process. This 

phase was influenced by the core category in that a shared understanding of values is 

demonstrated through consistency of message; however, analysis indicated that this 

shared understanding and consistency was not present in the approaches taken and 

artefacts utilised across the ARC. One reason for the unshared understanding of values 

may be that directives and change management initiatives (such as those around issues of 

unacceptable behaviour) were not clearly and consistently linked to the Army’s core 

values, as presented in doctrine. Developing a shared understanding of values in relation 

to driving training starts with the doctrine in terms of establishing the ethical requirement 

of being a soldier and in addressing unacceptable behaviour.  

 

The curriculum is determined by the Army’s strategic policies as communicated 

through doctrine. These policies include the articulation of behavioural requirements 

around the integration and treatment of women, members of minority groups, and people 

who do not identify with the dominant ANZAC narrative. The policies on equity, diversity 

and inclusivity are unequivocal, and are supported by initiatives such as the ‘Pathway to 
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change: Evolving Defence culture’ strategy introduced in 201233 (Department of 

Defence, 2012c). This aspect of the grounded theory demonstrates how the Army is 

attempting to address unacceptable behaviour in keeping with Miravet and Garcia’s 

(2013) claim that effective cultural transformation requires organisational policy, 

pedagogy and practice reform, and advise that policies on equity, diversity and inclusion 

reveal the organisation’s commitment to broader social justice values. That current 

policies are couched in terms of addressing unacceptable behaviour, recognises the 

organisation’s need for cultural change. 

 

However, doctrine also frames the need for addressing unacceptable behaviour in 

terms of capability development, rather than purely as an ethical imperative. Some 

authors justify the Army’s strategy to promote diversity using the argument of capability 

enhancement (Boulton, 2017; Jans & Schmidtchen, 2002; Prescott, 2020). The 

importance of cultural diversity to the organisation is stated in terms of how a greater 

understanding of different cultures enables a force to more effectively fight an enemy that 

is culturally different from itself, as discussed in LWD 0-2-2 Character (Australian 

Army, 2005).  

 

This argument for capability enhancement detracts from the intent of inclusivity 

in that it relies on the organisation identifying the ‘otherness’ of certain of its members, 

not to mention that of an enemy; and, while promoting cultural understanding may 

facilitate effective engagement with an enemy, it does not necessarily enhance ethical 

engagement. In fact, relying on a capability perspective can enable unethical action in 

that personnel may argue that mission success justifies their behaviour. The important 

issue here is that while an ‘ends justifies the means’ approach may be seen by personnel 

as enhancing mission success at the tactical level, these decisions may actually lead to 

strategic mission failure (Culp, 2012; Lovell, 2017b). This underscores the need for 

ethical decision-making skills that enable soldiers to consider the impacts of their choices 

from multiple perspectives. 

 

 
33This strategy was initiated in response to a number of investigations, reviews and reform directives which 
concluded that the ADF needed to address issues of “inclusiveness” and “respect” as well as improve the 
management of “grievances” in relation to unacceptable behaviour (Department of Defence, 2012, p. 4). 
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The ARC focus on values leads directly from the doctrine which cites Army 

values as the articulation of Army culture. By its nature, the ARC aims to induct and 

indoctrinate personnel new to the Army into its culture. It does this primarily through the 

ANZAC hero narrative used to illustrate the array of character traits or values that soldiers 

are expected to display. That the ANZAC hero narrative is dated and lacks relevance for 

today’s recruits is demonstrated, in LWD0-2-2 Character that uses historical examples 

such as Lieutenant F.P. Bethune (Australian Army, 2005, Chapter 2 p. 19) and Lieutenant 

Reginald Saunders (Australian Army, 2005, Chapter 2, p. 24). This reliance on historical 

examples means that any shared understanding about values that does develop amongst 

learners is not entirely relevant or helpful in terms of developing the currently desired 

attitudes and behaviours in an Australia that is very different from the Australia of the 

ANZACs (Donoghue & Tranter, 2013, 2015; McKenna, 2009). Not only do these examples 

fail to reflect current Australian society, they do not reflect Krulak’s (1999) 

conceptualisation of the contemporary operational environment that is vastly different to 

that the ANZACs faced (Kinney, 2012; Lovell, 2017b; Mitchell, 2012). 

 

The lack of detailed definition and description of values and the circular 

referencing of one value to another also leads to inconsistency and an inferred hierarchy 

of values in relation to each other that may create further learner confusion. The fact that 

individuals are left to interpret the meanings of values potentially leads to their unshared 

understanding, and these inconsistencies may result in barriers to learner engagement, as 

considered in the second phase of the basic social process. Developing a shared 

understanding of values in relation to driving training starts with the doctrine itself. A 

shared understanding of values would be supported through a clear and consistent 

messaging in doctrine. Figure 6.2 illustrates the potential for imbalance to be caused 

where the understanding of values is inconsistent or largely unshared.  
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Figure 6.2 
Phase 1 of the Basic Social Process 
 
 

 
 
Note. A shared understanding of values was demonsrated through consistent doctrinal messages 
about the need to address unacceptable behaviour and the importance of inclusivity to capability 
development. However, an unshared understanding of values was demonstrated through 
inconsistent messaging across doctrine in terms of how values represent the requirments of being 
a soldier. 

 

6.2.1 Doctrine as a Driver of Training  
This study has confirmed that Army’s doctrine is central to its ethics education 

program. Doctrine both drives training and shapes behaviour through establishing course 

curriculum and providing specific content and references, as well as by articulating 

professional practice in terms of the behaviour expected of personnel. Doctrine influences 

behaviour directly as command decisions are expected to be made based on policy 

(including specific directives, standing orders and standard operating procedures, etc). 

Doctrine also directly informs the curriculum and therefore impacts on education, as 

illustrated in Figure 6.3. Given the crucial place of doctrine in developing ethical practice, 

it can be seen how messages in the doctrine flow through into the educational 

environment. A consistent approach at the doctrinal level may then flow into the 

educational environment and impact practice. 
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Figure 6.3 
Significance of Doctrine 
 

 

  
Note. Doctrine drives training through directly informing the curriculum. Doctrine drives practice 
through establishing and reinforcing behavioural expectations and standards, both directly and 
via training.  

 

This study identified that the complex network of describing values by referring 

to other values did not facilitate a shared understanding. In terms of presenting Army’s 

values, what is lacking is a broad contextualising narrative that centres on the ethical 

elements of behaviour (Simpson, 2013). The introduction of new Defence Values and 

Behaviours in October 2020 has been framed using the existing narrative – one that 

emphasises belonging through reverent historical referencing to the ANZAC trope and by 

justifying values as means of capability enhancement for the organisation. While a new 

contextualising narrative may help in developing a genuinely shared understanding of 

these values, the familiar rhetoric has been transferred to the new Defence values, as 

illustrated in the Army News feature series on the new Defence Values and Behaviours 

(see Appendix K). 

 

As discussed in Chapter 1, the ‘strategic soldier’ is increasingly required to 

perform multiple roles in complex environments, and the capability development focus 

of doctrine supports this approach, as seen in LWD 1 The Fundamentals of Land Warfare 

(Australian Army, 2008) and LWD 0-2 Leadership (Australian Army, 2013b). By 

comparison, other doctrine, such as the LWD 0-2-2 Character (Australian Army, 2005), 
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focuses on the development of the personal virtues of individuals. These two approaches 

are categorised by Wolfendale (2008, p. 161) as being either “functional” (aimed at 

developing military personnel capable of acting lawfully) or “aspirational” (aimed at 

developing military personnel who are ethically virtuous individuals). Analysis of key 

doctrine suggests that the Australian Army has taken a predominantly functional 

approach, with the addition of aspirational elements in the form of character development 

and values statements. The doctrine claims that values are “intrinsic” and “shared”, and 

it is implied that they originate from a “coherent belief and values system” (LWD 0-2-2 

Character, 2005, Chapter 1 p. 7); however, analysis for this study has demonstrated that, 

rather than a coherent belief and values system, the messages presented through the 

doctrine and artefacts were not consistent.  

 

This research found that the ARC does not present an ethical framework around 

its discussion of values. However, McCormack (2015) argues that a military 

organisation’s values require an ethical framework or foundation to provide it legitimacy. 

He is critical of the British Army’s presentation of its values, describing them as being 

“subjective and relative”, and arguing that “there is a major conceptual flaw in the failure 

to ground the Army’s Values and Standards on an ethical good, from which its ethical 

principles and organisational values may be derived, explained and defended” 

(McCormack, 2015, pp. 25-26). In addressing this flaw, McCormack (2015, p. 12) 

advocates for both the nation’s laws and international laws, such as the United Nations 

Universal Declaration of Human Rights and the International Law of Armed Conflict, to 

be used to build an ethical framework upon which could stand the Army’s “legal 

obligations and the ethical policy”. Several authors also argue that civics is an important 

area of military ethics education (Hodges, 2017; Minow, 2006), with Lovell (2017b) 

advocating that: 

soldiers should know in general terms where they stand in the 
scheme of Defence, and where Defence stands in the scheme of 
government. They should know the risks and the limitations of war 
as a means of resolving conflict (Lovell, 2017b, p. 93). 

However, neither the ARC nor doctrine in general include civics content. This means that 

soldiers may not be familiar with basic concepts, such as the relationship of the military 

to government, which underpin the Army’s legal and ethical principles.  
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The ARC instruction around values was found to lack any underpinning theory, 

and this was at odds with most of the other programs encountered that included discussion 

of ethical principles and philosophical frameworks. This lack of foundational knowledge 

makes developing a shared understanding of values difficult. Wolfendale (2008, p. 162) 

advises that military organisations need to clearly explain their approach to military ethics 

before they can realise a “well thought-out and coherent military ethics programme”. A 

consistent approach to military ethics is not clearly articulated through current doctrine.  

 

However, the Army may be able to develop a consistent approach by broadening 

its current narrative into one which promotes the ethical behaviour of its personnel by 

focusing on them as individual ethical agents and members of groups which have ethical 

responsibilities (Miller, 2021). This approach acknowledges the ethical agency of the 

‘strategic soldier’: firstly, by making overt the link between the legitimate political power 

of the government and the social contract it forms with military personnel (Kasher, 2008), 

and secondly by emphasising the nature of the rules of war as comprising both ethical and 

legal ideologies that govern the military (Wolfendale, 2011).  

 

This study has exposed an inconsistency in the messages presented in the doctrine 

and through the curriculum, further making a shared understanding of values difficult. In 

the light of these findings, a focus on Defence Values and Behaviours in the doctrine is 

likely to increase shared understanding of values. Doctrine may also benefit from 

including a range of relevant and current examples and situational contextualisation, as 

discussed by Thomson (2014a, 2014b). As suggested by Connelly (2018), doctrine 

written in an accessible manner and including content on ethical thinking and decision-

making would also assist soldiers in clearly interpreting how it should be enacted in the 

field. Alignment of doctrine and the curriculum could also allow for integration of ethics 

content across all modules of the ARC. Based on analysis of the ARCTMP and its related 

resources/artefacts, the ARC could include content on ethical thinking and decision-

making, as well as reworking the modules on equity and diversity, and cultural awareness.  

 

The alignment of teaching practice to doctrine may also encourage consistency 

and improve teaching quality (Australian Defence Force, 2011a, 2012). This could 

include making ethics modules part of the mainstream program taught by a range of 
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instructors who would be able to draw on their experience and contextualise the learning, 

as described by several informants in both military and non-military contexts. Training 

development staff could also be employed to oversee the production of lesson plans and 

instructional resources that conform to doctrine and reflect educational intent (Australian 

Defence Force, 2006a, 2011a). 

6.2.2 Addressing the Language of Unacceptable Behaviour 
This research found that the language of the Army’s doctrine has both intended 

and unintended impacts. Despite equity and diversity policies being explicit, including 

DI(G) PERS 50-1 Equity and diversity in the Australian Defence Force (2001) and DI(G) 

PERS 35-5 Defence multicultural policy (2002), doctrine continues to privilege a male 

audience by exclusively featuring men (Thomson, 2014a). Consequently, when doctrine 

is then used to lead the curriculum, exclusive language is carried through into the 

education space. Language usage, as discussed by Thomson (2014a, 2014b) and others 

(Basham, 2009, 2013; Bridges & Wadham, 2020; Taber, 2011), has a profound impact 

on individuals, and is particularly intense in the recruit induction setting.  

 

For example, while directives on inclusivity and diversity are given importance in 

doctrine, the curriculum featured a gender awareness interpretation (MLO 13.1.1 Explain 

gender awareness and appropriate behaviour) and the resulting gender awareness lesson 

was phrased from an exclusively male perspective. This illustrates that while the military 

promotes diversity it does so while reinforcing the male-dominant discourse (Wadham et 

al., 2018). Jarvis (2010) and others (Merriam & Baumgartner, 2020; Tennant & Pogson, 

1995) also caution that when learners invest their sense of self into the learning process 

there is considerable psychological risk taken by those who do not identify with the 

dominant majority. 

 

While Army doctrine claims to be produced using “gender-neutral language” 

(Australian Army, 2008, p. 98), it was found to privilege the male majority. This is also 

reflected by the lack of depictions of women and members of minority groups in the ARC 

teaching materials. For example, LWD 0-2-2 Character quotes and depicts 28 military 

personnel - none of whom are women, and of all depictions of soldiers in the lessons 

examined, only 6.8% were of women. Analysis demonstrated that the doctrine is heavily 

weighted towards the ANZAC archetype, and as such excludes a large part of the 
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organisation - namely those who are not white males. Since the 1990s, educators have 

been alert to the impact of the language and images used in teaching that are, overtly or 

otherwise, used to normalise and maintain inequality (Allard et al., 1995; Kalantzis & 

Cope, 2008; Rizvi & Lingard, 2010). Thomson (2014a) argues that in order to build a 

more heterogeneous workforce, the Army needs to broaden the depictions of, and the 

language used to talk to and about, its personnel, while Bigler and Leaper (2015, p. 187) 

also found that “gendered language contributes to sexist thought and behaviour”. These 

arguments support the adoption of inclusive language practices across the ARC and more 

broadly across the ADF. 

 

This research revealed that doctrine, and the curriculum that is derived from it, 

lacks a clearly articulated ethical framework, and consequently depends on the ANZAC 

tradition as a cultural foundation. The ANZAC archetype is depicted at the exclusion of 

other representations of soldiers, and this means that some individuals may experience 

the learning in an unintentionally negative way (Billett, 2001; Vaughan & Hogg, 2013). 

For example, rather than fostering team cohesion, the rhetoric of mateship may in fact 

marginalise individuals who identify as ‘other’ than the ANZAC archetype (that is, women, 

and people from Indigenous and other minority communities). In terms of the content of 

ethics education programs, Martin (2021, p. 144) argues for diversity of theory that speaks 

“to people of different backgrounds, persuasions and cultures and to the myriad of 

subcultures that constitute society and organisations”. He contends that this can be 

achieved by drawing on comprehensive real-world examples that include a range of 

contemporary ethical dilemmas with which learners can identify (Martin, 2021). Learner 

engagement is enhanced where content is made relevant and where “discussion topics, 

examples and cases … [are] taken from the local, regional or national setting” (ten Have, 

2021, p. 1).  

 

Several informants, particularly Majors Rogers and Gardner, reported that a 

number of critical incidents led to the introduction of diversity as a focus in their 

programs. Similarly, a number of ADF incidents since 2000 have prompted 

investigations, reports and reviews into the ethical behaviour of members of the ADF, 
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Defence institutions and the overall military culture of the ADF34. Several of these reports 

were initiated in response to incidents of unacceptable and unethical behaviour and the 

resulting negative publicity. These reports have underscored the need for cultural change 

and prompted the ongoing ‘Pathway to Change’ initiative (Department of Defence, 

2012c). Similar initiatives and programs have also been introduced by other Defence 

forces, such as the Canadian Armed Forces’ program ‘Operation HONOUR’, which 

Taber (2015a, 2017) reported as being initiated in response to several critical incidents. 

Taber (2017) credits broader Canadian social attitudes and legislative initiatives for 

driving the relatively inclusive approach taken by the Canadian Armed Forces, and argues 

for a “multivocal approach” that utilises diverse representations of personnel is needed in 

developing new military narratives (Taber, 2020, p. 14). This indicates that if the new 

Defence Values are to become genuinely meaningful in terms of developing a shared 

understanding, then the Australian Army will need to update the ANZAC narrative, making 

it more contemporary and inclusive. 

 

This research also highlighted the practice of illustrating values using historic 

male figures, demonstrating a bias towards the ANZAC archetype that continues to endorse 

the notion of the Army as the domain of the white male hero. Thomson’s research found 

that “the language practices of Defence are normative mechanisms of the dominant group, 

which prize specific identities and thwart diversity and greater social inclusion” (2014b, p. 

8). The Australian military is not alone here, as a masculine warrior archetype dominates 

many Western military cultures, as discussed by Rones and Fasting (2017), Basham (2009, 

2013), Carreiras (2017), Taber (2015a, 2020) and others (Lane, 2017; Woodward & 

Duncanson, 2016, 2017). In addressing the issue of inclusive language, personnel must be 

able to identify themselves within the organisation’s values statements, and the language 

used to communicate such statements must allow personnel to envisage enacting the 

behaviour themselves (Thomson, 2014a). The ARC could further address diversity by 

utilising effective and diverse role-models, both in terms of course content/resources and 

instructor representation, and support initiatives around language practice in terms of using 

 
34These reviews have included two Reviews into the Treatment of Women by the Australian Human Rights 
Commission (2011-12 & 2014); the Report into the Learning Culture Enquiry (2006); the Pathway to 
Change: Evolving Defence Culture Report (2012); the Review of the Management of Incidents and 
Complaints in Defence including Civil and Military Jurisdiction (2011); and the Beyond Compliance: 
Report of the Australian Defence Force Personal Conduct Review (2011). 
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inclusive language. In this way unacceptable behaviour may be able to be addressed before 

it has been learnt. The examination of doctrine also revealed that the implementation of 

equity policies have become key performance measures for commanders and managers 

across the ADF (Department of Defence, 2013, 2014). The adoption of inclusive language 

practices and other equity initiatives could help meet these performance measures and to 

assist in eliminating gender, cultural, religious, and other biases from doctrine and 

education. The representation of diverse role-models would also allow more personnel to 

readily identify with organisational culture and its values (Martin, 2021) and would 

demonstrate commitment to equity policies (Gay, 2013, 2018). 

 

In essence, issues of unacceptable behaviour originate from a lack of respect; a 

fact that makes the Army’s 2013 introduction of the value of ‘respect’ all the more salient 

(Australian Army, 2013a).  Collins (2017, p. 10) argues that “significant thought and time 

must be put into the education of soldiers around the real meaning of values” in order to 

cultivate self-respect, empathy and genuine respect for others. A tone of respectfulness is 

also needed to underscore the vocabulary of inclusive language if this is to occur. For 

example, Thomson (2014a, p. 116) found that swearing “is part of everyday talk in 

Defence” and that, while not always used with the intent to “insult and exclude” this does 

occur, it is a normalised practice. The “bully style of leadership” portrayed by the ‘boot 

camp drill sergeant’ archetype, as described by Sherman (2004, p. 74), is another example 

of normalised disrespect. The common perception that recruit education is aimed at 

inculcating the individual with new values by “break[ing] down a self and build[ing] it 

up again”, often fails to acknowledge that this can be achieved by means that preserve the 

dignity of the recruit and reinforces the legitimacy of military authority (Sherman, 2004).  

6.3 How a Shared Understanding of Values Impacts Engaging Learners 
The second phase of the basic social process, engaging learners, demonstrated 

that a shared understanding of values is important in terms of supporting both curriculum 

and pedagogical practice. A shared understanding of values is possible where there is 

alignment between doctrine, curriculum, and pedagogy. Conversely, where these 

elements are not in alignment a shared understanding of values is not achieved, and where 

there is no clear and shared understanding of values, learners struggle to be engaged, 

inhibiting the development of the knowledge and skills necessary to apply the ethical 

behaviours expected of them (Brookfield, 2011, 2020; Jarivs, 2012).  
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The second phase considered the implementation of curriculum and the 

pedagogical practices of the ARC. In most cases there was alignment between the 

doctrine, curriculum, and lessons, but with some exceptions. However, there were several 

examples where lessons diverged from the curriculum or were omitted. This was most 

obvious in relation to the CD lessons which did not align to the prescribed MLO in terms 

of their ordering and delivery, and where teaching points related to several MLO had been 

omitted (see Appendix I). The CD lesson on LOAC (Workshop 2 Lesson 4) also 

demonstrated how the delivery of content deviated from the curriculum and guiding 

doctrine. This may mean that learners are underprepared for assessment, as detailed in 

the ARCTMP (Australian Army, 2014), or that accreditation of the course may be 

compromised (Australian Defence Force, 2011a). This illustrates the how unshared 

understandings are created through the misalignment of doctrine, curriculum and teaching 

materials. 

 

Informants reported that learners were generally more engaged and positive about 

learning when content was perceived as being relevant and timely and when instructors 

were seen as being credible in terms of their personal experience. Researchers agree that 

instructors play a key role in engaging learners and found that effective education can 

have many positive effects including improved interaction and teamwork and better 

conflict management skills (Illeris, 2018; Jarivs, 2012; Jarvis, 2018; Lovat et al., 2010; 

Nesbit et al., 2004). Eaton (2019) considered the social aspects of learning values for 

beginning professionals and found that the behaviours exhibited by instructors were likely 

to be perpetuated by learners. Learner engagement was also found to be enhanced through 

team-teaching initiatives involving military personnel who had extensive military 

experience and academic staff who had expertise in teaching ethics. This is supported by 

the literature across several professions which attests to the value of bringing subject 

matter experts together with ethics experts to form teaching teams (Corbo Crehan, 2019; 

Elliott, 2006; Hess & Pilkington, 2020; LeFrancois, 2019; Miller, 2004).  

 

The teaching of gender awareness in MLO 13.1.1 Explain gender awareness and 

appropriate behaviour (Australian Army, 2014, pp. 507-508) is an example where the 

values originating from the doctrine and the curriculum were not shared with learners 

through the lesson. Representing the reason for the lesson as how not to “commit a 
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harassment or discrimination related offence” (Australian Army, n.d.-o, Slide 2) does not 

fully represent the learning outcome CLO 13.1 Work with [sic] effectively in a diverse 

workplace (Australian Army, 2014, p. 504). The ineffective (and in some cases 

inappropriate) use of case studies/scenarios may also misrepresent a key Army directive 

and driver for training – that of addressing unacceptable behaviour. For example, in some 

decision-making scenarios in CD Workshop 2 Lesson 2 Defence Values, female soldiers 

are ‘othered’ and depicted as victims (see Appendix H). This misalignment of curriculum 

and pedagogy may lead to unshared understandings of values, as depicted in Figure 6.3.   

 

Figure 6.4 
Phase 2 of the Basic Social Process 
 
 

 
 
Note. A shared understanding of values was demonsrated through constructive curriculum and 
pedegogical practices.  However, an unshared understanding of values was demonsrated through 
obstructive practices which led to discrepencies between doctrine, curriculum and lessons. 

6.3.1 Impact of Teaching Approaches on Learner Engagement 
This research has provided insight into the teaching of ethics as part of the ARC.  

Content focused on the presentation of values both through the Weekly Theme and CD 

lessons, with the majority of this content delivered by chaplains. In this context, ethics 

education was presented through the lens of the historic white male ANZAC narrative. As 

previously noted, this narrative is at odds with the composition of modern Australian 

society. In this study most informants identified that ethics education programs benefited 

from including content on ethical thinking and decision making, and several programs 

specifically taught to their organisational codes. Both military and non-military 

informants identified that the credibility and expertise of instructors was important. 



Chapter 6: Discussion 
 
 
 

 
216 

 

Several informants identified that a team-teaching approach, connecting a professional 

expert with an ethics expert, was beneficial. In contrast, these approaches to content and 

delivery were not features of the ARC. 

 

Similarly, adult education theorists argue that the quality of an individual’s 

engagement and interaction with the learning experience is critical to this process and to 

the outcomes of education (Billett, 2001; Knowles et al., 2015; Merriam & Baumgartner, 

2020). These outcomes may include “unintended learning” such as the demonstration and 

reinforcement of non-inclusive practices (Billett, 2001, pp. 98-99), or where recruits feel 

marginalised, they may be less motivated towards learning (Karpov, 2014). Wlodkowski 

(2008) argues that learners need to feel some affinity to each other and to their instructors 

in order to develop a sense of cultural identity and acceptance. However, some soldiers 

may in fact feel the opposite, in that they either do not identify with the majority, and 

therefore feel marginalised, or that conversely, they see themselves as belonging but that 

others do not. In either situation individuals may be unable to develop appropriate skills, 

such as teamwork or attitudes such as acceptance and tolerance, which ultimately impact 

on Army capability (Jarivs, 2012). 

 

Case-based discussion was revealed to be a common teaching strategy across both 

military and non-military fields. However, changes may need to be considered in how the 

ARC utilises this method. For example, use of the case study depicting a group of men 

who invite a female colleague to a party with malicious intent may have a traumatising 

impact on some individuals in the class. The use of case studies also needs to consider 

their potential traumatising/retraumatising impact on some learners, as in the case of 

depicting sexual violence against female soldiers or in terms of battlefield trauma and 

post-traumatic stress (Wadham, 2017). Case-study activities need to resonate with 

learners; however, as Forster (2019) argues, this may not be achieved where moral 

dilemmas presented are too abstract or hypothetical as they fail to consider the ethical 

intricacies of real life. Case studies also need to be content appropriate to learners in terms 

of their rank and experience level, as Wolfendale (2014) found that oversimplified 

scenarios are easily manipulated and limit learners’ abilities to develop and practice 

decision-making skills.  
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Researchers also argue that in order to make case studies useful they need to be 

made relevant to all learners by drawing on a variety of cultural and social contexts and 

in terms of acknowledging and responding to learner diversity (McCormick et al., 2014; 

Wright et al., 2012). McCormick et al (2014) also note that a significant flaw in using 

case studies occurs when the teaching focuses on the specifics of the scenario and does 

not relate to the underlying ethical framework. The literature related to delivery also 

discusses innovative strategies, such as using decision-mapping software, scenario 

gamification, decision voting, and online delivery methods, may be useful, as long as they 

contribute to ensuring that learners develop the capacity to think critically (Butchart et 

al., 2009; Clifton & Weiler, 2020; Souders & Stefaniak, 2020; Souza & Vaswani, 2020). 

It is also evident that instructors themselves need to become ethical agents, and this 

requires a commitment to ongoing professional development in both ethics and teaching 

(Bagnall & Nakar, 2018).  

 

This study confirms that instructors have a major impact on learners both in terms 

of facilitation as well as role-modelling: indeed, Forster (2008, p. 2) describes the 

importance of role-modelling as teachers’ “special obligations”. Some authors agree that 

this impact includes both intended and unintended outcomes and significantly shapes 

identity building in terms of the learners’ new professional role (Camilleri, 2012; Tett, 

2012). Camilleri (2012) found that effective identity acquisition requires new 

professionals to learn the habitus of their role, and for recruits this also involves learning 

the social rules of the military as well as developing a sense of themselves as part of the 

military. Wearing of a uniform, adopting military forms of speech and developing specific 

military practices further enhance this sense of identity (Harding, 2017; Tett, 2012). The 

immersive nature of the ARC relies on the modelling of attitudes as well as the transfer 

of knowledge and skills. This modelling includes new ways of conducting familiar 

practices as well as adopting totally new behaviours, further emphasising the influence of 

recruit instructors in cultural induction and identity building. Instructor role-modelling 

also plays an important part in developing ethical behaviour, as described by several 

informants. This frames ethics education as a social function that is affected by modelling 

and group reinforcement, and emphasises the focus on developing skills like empathy and 

critical thinking as well as developing an awareness of the consequences of actions in 
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relation to professional rights and responsibilities (Bandura, 1977; Camilleri, 2012; Tett, 

2012). 

 

This research highlights that train-the-trainer considerations are important to 

successful programs and underscores the requirement for train-the-trainer programs and 

ongoing professional development in teaching civics, ethical thinking and decision-

making, as well as teaching values and codes. The ARC is delivered by qualified recruit 

instructors who are drawn from all corps across the ranks Corporal to Lieutenant, with 

the exception of the CD lessons delivered by chaplains. Recruit instructors undertake a 

21-day Recruit Instructor Course (RIC) which is “designed to train and qualify Officers 

and NCOs in the skills necessary to instruct, coach and mentor Army recruits at ARTC” 

(Australian Army, 2010, p. 11). This course includes a 60-minute lesson entitled 

MLO1.1.1 Apply equity, diversity, OH&S, fraud prevention and security principles whilst 

instructing that includes teaching points on “fraud and ethical resource management” and 

“resolving ethical dilemmas” (Australian Army, 2010, pp. 29-31); however, the RIC does 

not include any professional development or train-the-trainer sessions with regard to 

teaching and/or assessing the ethical components of the ARC. The literature demonstrates 

that it is beneficial for instructors to be provided with train-the-trainer opportunities, 

particularly in relation to critical thinking and ethical decision-making (Culp, 2012; 

Thomson et al., 2010; van Baarle et al., 2017; van Baarle et al., 2015; Wortel & Bosch, 

2011).  

 

Analysis revealed that many military and non-military programs utilised team-

teaching approaches that combined military or professional personnel with ethics experts. 

Military ethics content delivered by experienced and expert military instructors was 

considered ideal, as this provided links between theory and the application of professional 

ethics both in operational and non-operational settings. Non-military settings also utilised 

team-teaching approaches, usually bringing together ethics and content experts. Several 

informants emphasised that it was important that both military and non-military 

instructors were perceived by learners as being experienced and credible. In these 

examples, team-teaching involving appropriately qualified civilian lecturers and 

experienced uniformed personnel was reported as being highly successful. The manner 

that instructors and learners relate to each other is also important, and instructors need to 
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be “credible representative[s] of military norms that make actual sense in the field” 

(Wilkes, 2018, p. 129).  

 

None of the programs investigated, other than the ARC, were delivered by 

chaplains. In the ARC context, chaplains are largely responsible for delivering ethics 

content in the form of character development to recruits, regardless of the religious 

affiliation of individual recruits. Debate about the role of religion and chaplains in the 

military is ongoing (Deakin, 2008; Devenish-Meares, 2015; Hoglin, 2016, 2021; Levy, 

2020; Marshal & Pichette, 2021). In terms of the ARC, a strategy of separating the content 

currently delivered as CD into ethics education and religious ministry may offer several 

benefits. Firstly, by being part of the mainstream curriculum, students would be 

encouraged to engage with ethics content regardless of their religious affiliation and 

without religious overtone or constraint (Hoglin, 2016). The separation of content would 

also allow chaplains to focus on their pastoral care role, which Devenish-Meares (2021, 

p. 2) claims is itself a “key resource” for the organisation. Thirdly, delivery of ethics 

content by appropriately trained recruit instructors would allow ethics education to 

become part of the mainstream curriculum and bring it in line with other ethics modules 

taught across the ACSTC. Alternatively, chaplains teaching ethics content could benefit 

from undertaking military ethics train-the-trainer programs, for, as Culp (2012, p. 63) 

argues, “while certain individuals are more than capable of teaching ethics, few are able 

to do so without formal education”. 

 

In the Norwegian Defence Force chaplains play a key role in military ethics 

education of soldiers (Berntsen & Rolfsen, 2008). However, as Berntsen and Rolfsen 

(2008) note, the ethics curriculum has moved over time from a focus on Christian values 

to teaching that centre around the organisation’s core values. Despite this, the teaching of 

ethics remains “one of the chaplain’s basic functions” (Berntsen & Rolfsen, 2008, p. 95). 

In The Netherlands, chaplains also provide ethics advice informally to individuals and 

formally to unit commanders in an approach that is seen to be “closely linked to a concept 

of normative professionalism” which sees the curriculum focus on “training in basic 

professional attitudes” rather than in particularly religious or spiritual matters (Iersel et 

al, 2001, pp. 64-65).  
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While there is not a strong religious heritage across Australia society, chaplains 

retain a role in ethics education and are generally positioned as “part of the leadership of 

a unit, but … clearly outside the formal hierarchy of that unit” (Field, 2008, p. 112). 

Grulke (2014, p. 59) points out that “loyalty to the organisation always remains 

subservient to the loyalty of chaplains to their faith and its traditions”. This assumes that 

the ADF Values are not just understood as generally Christian but as being associated 

with a number of specific Christian denominations represented by members of the 

chaplaincy. Grulke (2014) further maintains that: 

while the church has a responsibility to ensure clergy comply with 
these standards, any organisation that embeds the clerical office into 
its structure assumes a shared responsibility in maintaining these 
standards. Advancement, leadership, seniority, appointment to 
supervision or oversight, should not be set on the standards of the 
organisation, but on the standards outlined within the faith traditions 
from which the clergy are appointed. Clearly this is a challenge for 
any organisation to adopt a set of values that may run contrary to that 
which is important to that organisation. The onus here, however, is 
not for the faith tradition to align its expectations of clergy to 
organisational standards, but for the organisation to modify its 
processes (Grulke, 2011, pp. 59-60). 

As Grulke (2014, p. 64) argues, “chaplaincy…belongs first and foremost to the religious 

system from which it is drawn”; however, the ADF is yet to address any potential or real 

conflict that this presents in terms of chaplains having carriage of ethics education for 

recruits. 

 

In terms of diversity, Australian Army chaplains are among the least diverse sub-

groups in the ADF, being more than 90% male over the age of 40 (the average age being 

51 years) and, exclusively Christian (Hoglin, 2016). In comparison, 80% of ADF 

personnel (84% of Army personnel) are male and only 26% of ADF personnel (22% of 

Army personnel) are over the age of 40 – the median age being 31 years for the ADF as 

a whole and 29 years for the Army (Department of Defence, 2020b, p. 61). If the Army 

accepts the premise that its capability is enhanced through diversity, then ideally recruit 

instructors (including those responsible for delivering ethics education) would reflect the 

diversity of the broader organisation (Australian Defence Force, 2001). In comparing 

gender and race issues to religion, it has been argued that “just as race indexes the 

superiority of whiteness and gender the superiority of men, so religion indexes the 

superiority of Christianity” (Svenungsson, 2020, p. 799). This issue is also a debate within 
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the ADF where it has been argued that for it to become a more inclusive organisation, in 

terms of employment of women, Indigenous Australians, members of cultural and 

religious minorities, and members of the LGBTIQA+ communities, the ADF needs “to 

appeal to a broad range of recruits from diverse cultures and religions …[and that]… to 

achieve this, the ADF will need to … become visibly and functionally secular”35 (Hoglin, 

2016, p. 27). This change has begun with the expansion of the Navy Chaplaincy Branch 

to include non-religious support services delivered by secular staff (Craig, 2020). 

 
While this study specifically critiques the ARC in relation to other programs, 

broader concerns remain around the Army’s general approach to teaching and learning 

across the enlisted and commissioned ranks, and specifically in terms of differences 

between the way ethics education is conducted for soldiers and officers. The 

contemporary operating context suggests that ethical decision making is a core skill that 

everyone must be trained and educated in; nonetheless, different approaches to the 

education of soldiers and officers persists. This is in part an historical hang-over 

reinforced by the rigidity of the rank system, as well as being created by the privileging 

of Defence-wide officer training institutions (such as the Australian Defence Force 

Academy and the Australian Defence College). For example, Orme’s report into the 

personal conduct of ADF personnel (Australian Defence Force, 2011b, p 43) 

recommended that the Army adopt a “profession of arms concept” including: 

developing a “cradle-to-grave” program of professional socialisation 
(and similarly for education in leadership, followership and ethics), 
from pre-enlistment through to senior career-level Professional 
Military Education, paying particular attention to mid-career officer 
(especially at Australian Command and Staff College and the Centre 
for Defence and Strategic Studies) and senior Non Commissioned 
Officer career courses (Australian Defence Force, 2011b, p.43). 

 

The Ryan Review (Australian Army, 2016, p. 9) into the Army training system 

also recommended that the ACOTC and ACSTC should be used to introduce “an officer 

and enlisted professional development framework” utilising innovative technologies and 

emphasised the need for the development of greater inter-service and joint-operations 

capability. While the report recommended a professional approach to capability 

 
35The Australian Bureau of Statistics 2016 Census reported that 30.1% of Australians identify as having no 
religion or religious affiliation; while religious affiliation other than Christian was reported at: 2.6% Islam, 
2.4% Buddhism, 1.9% Hinduism, 0.5% Sikhism, 0.4% Judaism, and 0.4% Other (Australian Bureau of 
Statistics, 2016, Religion in Australia 2016 Census Data Summary). 
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development, it failed to question the underlying assumption that a hierarchical rank 

structure assumes a hierarchical learning system by reinforcing the notion that “military 

officers of the rank of Major … are experts in the profession;” while junior officers 

(Lieutenant and Captain) are considered professional specialists; with “Warrant Officers 

forming the technologists; and Senior Non-Commissioned Officers as technicians” 

(Australian Army, 2016, p. 126-127). Interestingly, the professional analogy used in this 

document does not include JNCOs and soldiers. Furthermore, while the more recent 

Australian Joint Professional Military Education Continuum36 (AJPMEC), developed by 

the Australian Defence College, considers ADF-wide professional development in terms 

of ethics, it only directly delivers training to personnel of the rank of Warrant Officer 

and above (Australian Defence Force, 2019).  

 

The capability of learners in terms of developing ethical expertise is also limited 

by the Army’s broad acceptance of cognitive-developmental stage theories, such as 

Piaget and Kohlberg as described in the Character Doctrine (Australian Army, 2005), 

and the erroneous superimposing of these child/adolescent development stages on adults 

within the military rank structure. Knight and Collins (2014) cite a range of 

contemporary research that establishes children’s capacity to exercise ethical reasoning 

and philosophical thinking, further eroding the applicability of cognitive-developmental 

stage theories to ethics education. Adult education research has found that factors other 

than cognitive-development stage (including socialisation, engagement, motivation and 

individual difference) also strongly impact the ethical education of adults (Gibbs 2003; 

Lapsley, 2006; Merriam & Baumgartner, 2020; Schlenker et al., 2009; Wlodkowski, 

2008).   

 

The complexity of the contemporary operating context, referred to by Krulak 

(1999) and others (Carrick, 2008, Robinson, 2009), acknowledges that core ethical 

competencies are required of all military personnel. This is echoed in a number of 

successive military reports, including those produced by Aitken (United Kingdom 

Ministry of Defence, 2008), Orme (Australian Defence Force, 2011b) and Brereton 

 
36 The Joint Professional Military Education Continuum (AJPMEC) is structured around four broad content 
areas, these being: (1) National security policy and strategy, (2) Command, leadership and ethics, (3) Joint 
warfare, and (4) Technology and capability (Australian Defence Force, 2019, p. 17). 
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(Australian Defence Force, 2020b). Orme went so far as to recommend the development 

of “an operations-focused culture underpinned by the profession of arms construct” and 

acknowledged that “programs of socialisation” would be critical to the success of this 

initiative (Australian Defence Force, 2011b, p. 6). As McCormack (2019, p. 26) points 

out, a military ethical framework must “[focus] upon the individual as a moral agent with 

the capacity for ethical decision making”. This approach supports the inclusion of ethics 

education across all ranks as well as advocating a need for appropriate rank/role specific 

contextualisation within the program (Wolfendale, 2014; Whetham, 2018). 

 

In order for this to be realised, the ADF needs to question the capability of its 

education system and the suitability of its current pedagogical models. As discussed in 

Chapter 1, ‘training’ and ‘education’ are contested terms, viewed not as part of a learning 

continuum, but as dichotomous concepts. The AJPMEC (Australian Defence Force, 

2019, p. 50) defines training as the “process of inculcating specific skills” while 

classifying education as “theoretical learning” and presents these as either/or activities 

on which is based the soldier/officer education divide: 

Training 
• Based on: practical application  
• Perspective: narrow 
• Involves: job experience 
• Term: sort term 
• Prepares for: present job 
• Objective: to improve performance and productivity 
• Teaches: specific task 
Education 
• Based on: theoretical orientation  
• Perspective: wide 
• Involves: knowledge acquisition 
• Term: comparatively long term 
• Prepares for: future job 
• Objective: to develop a sense of reasoning and judgement 
• Teaches: general concepts 
(Australian Defence Force, 2019, p. 50). 

 

Army educators are made aware of the three domains of learning, simplified as 

“skills, knowledge, attitudes” and narrowly defined in LWD 7-0 Training and Education 

(Australian Army, 2018, p. 8) as: 

• Skill is the ability to carry out a function. 
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• Knowledge is the awareness of, or cognisance of, information. 
• Attitudes are the opinions that influence action. 
(Australian Army, 2018, p. 8). 

However, there is little evidence that these are comprehensively utilised in terms of 

learning that integrates cognitive, psychomotor and affective capabilities (Gagne et al, 

2005).  

 

Particularly in terms of developing soldiers who are ethical agents, connecting to 

the affective domain is critical. Biesta (2020) argues that, while the main purpose of 

education is the accumulation of knowledge and skills, socialisation, and 

individualisation37 should also be considered as key functions of learning. This allows a 

focus on both the development of identity through socialisation and the building of agency 

through individualisation (Biesta, 2020; Cowell & Biesta, 2016). The ability to be 

reflexive is crucial to developing agency, and this also suggests the need for a more 

dialogical and heutagogical education approach38 (Hase & Kenyon, 2001).  

6.3.2 Improving Learner Engagement by Teaching for Diversity 
This research has also established that promoting equity and diversity is a key 

driver for training in terms of addressing unacceptable behaviour. Analysis of the 

doctrine found numerous examples where key concepts are quoted verbatim from the 

doctrine in the ARCTMP and through to the corresponding lesson plans and lesson 

artefacts such as PPT slides; therefore, the absence of cultural diversity in the doctrine 

both reinforces the dominant position of the white male majority and exacerbates the 

exclusion and/or lack of belonging of those of minority groups. If education is not 

delivered in an appropriately inclusive manner, it is less effective (Gay, 2013). As Gay 

(2018) argues, the lack of portrayal of individuals from different groups further 

marginalises minority voices while strengthening the dominant narrative. Individuals may 

perceive that they are less valued or have less sense of belonging to the organisation based 

on their under-representation in doctrine and curriculum. Diverse and culturally 

responsive teaching approaches are required in order to develop soldiers’ cultural 

 
37 Biesta uses the term ‘subjectification’ to describe education focusing on developing “a desire for wanting 
to try to live one’s life in the world, without thinking oneself in the centre of the world” (Biesta, 2020, p. 
98). This concept is often linked to civics and citizenship education initiatives (Cowell & Biesta, 2016). 
38 Heutagogy is an educational approach that advocates for learner agency and active self-determination in 
terms of what and how people learn (Hase & Kenyon, 2001; 2003).  As described by Hase and Kenyon 
(2001, p. 2), the heutagogical approach is learner-centred and emphasises a flexible “holistic development 
in the learner of an independent capability” for learning. 
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understanding and sensitivity. Culturally responsive teaching recognises that knowledge, 

beliefs, and values around diversity inform the curriculum (Gay, 2013, 2018). Culturally 

responsive teaching practices are also based on the premise that learners learn best when 

academic skills and content are situated within their frames of reference and lived 

experiences (Gay, 2018). Curriculum developed with this in mind ultimately aims to 

eliminate discrimination and challenge the cultural homogeneity of the Army by 

“support[ing] conditions where students can self-identify differently and gain equal 

participatory voice” (Forster, 2019, p. 46). 

 

Indigenous Australians and those of other minority groups are largely missing 

from the Army’s cultural narrative (Daley, 2015). The example of Lieutenant Reginald 

Saunders (Australian Army, 2005, Chapter 2, p. 24) illustrates the Army’s unconscious 

bias towards Indigenous Australians by focusing on his “hardiness” rather than on his 

achievement as the first Indigenous officer in the Australian Army. Ashman (2012) 

describes several effective ways to foster cultural inclusivity through education which 

may be relevant in the ARC context; these include looking for opportunities for respectful 

acknowledgement of Indigenous culture and for instructors to always challenge 

discriminatory language and behaviour when it is exhibited.  

 

The work of introducing a culturally responsive teaching strategy may require the 

Army to rethink its approach to Indigenous Cultural Awareness Training and take a more 

sensitive approach to how Indigenous culture and histories are acknowledged and taught. 

Herbert (2010) encourages approaches which facilitate collaboration and cultural 

understanding in order to engage both Indigenous and non-Indigenous personnel. The 

ARC could do this by promoting understanding of Indigenous cultural concepts and 

knowledges, as well as addressing the negative impacts of “generalisations, stereotyping 

and ethnocentrism” (Indigenous Allied Health Australia, 2015, p. 14). For example, 

doctrine does not acknowledge the Indigenous wars of the Australian colonial period nor 

do Army courses routinely include the Acknowledgement of Country39 that is 

 
39An Acknowledgement of Country can be practiced by both Indigenous and non-Indigenous Australians. 
It is a formal statement that demonstrates an awareness of, and respect for, Indigenous Australians as the 
Traditional Custodians of the land. Acknowledgements of Country are often performed at the 
commencement of a meeting or event and can be given verbally or used in print documentation, websites 
or signage. 
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commonplace across other Commonwealth departments and national institutions 

(Department of Defence, n.d.; Langton et al., 2018). Munro (2012) recommends that 

culturally inclusive policy be supported by the development and resourcing of inclusive 

teaching strategies. Strategies that address these issues might include the ARTC working 

more closely with local Indigenous communities around issues of land use and 

conservation and local Indigenous history, as well as the acknowledgment and 

preservation of the local sites of cultural significance (Ashman, 2012; Morris, 2016). 

Fleer and Williams-Kennedy (2005, p. 435) argue that culturally appropriate approaches 

that acknowledge the “multiple world views and perspectives” of Indigenous peoples are 

required. Evidently, the current approach of delivering a 15-minute video followed by a 

5-minute question and answer session is inadequate for addressing these complex and 

important issues. 

6.3.3 Teaching Ethical Thinking and Decision-making  
Ethical decision-making is identified across the doctrine and the ARC as an 

important component in ethics education. However, despite its importance being 

emphasised, there is little evidence that ethical thinking and decision-making are actually 

taught as part of the ARC. While a decision-making exercise based on hypothetical 

scenarios (see Appendix J) is featured in the second CD workshop, there is no discussion 

on how to make ethical decisions and no reference to the doctrine’s stated decision-

making model introduced in LDW 0-2 Leadership (Australian Army, 2014, Chapter 12).  

 

The Canadian Defence Force, as reported by Majors Gardner and Rogers, includes 

education about diversity and inclusivity to all unit members, including soldiers and 

JNCO as part of their ‘Operation HONOUR’ program as well as part of other Defence-

wide Ethics programs (Desjardins, 2008; Thomson et al., 2010). In reporting on the 

Canadian military experience, Bradley and MacIntyre (2018) conclude that soldiers need 

to know what behaviours are unacceptable or unethical and that education needs to focus 

initially on ethical awareness. They advise that this should be followed up with ethical 

decision-making guidance including “common decision-making errors and biases, and … 

how to manage … threats to ethical judgement” (Bradley & MacIntyre, 2018, pp. 47-48). 

Clancy and Gammon (2021) argue that while increasing ethical behaviour is the purpose 

of ethics education, ethics programs should not be limited to only teaching about 

behaviours. While agreeing that teaching ethical decision-making is important, they argue 
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that it needs to start with the ability to identify events and actions as involving ethical 

issues (Clancy & Gammon, 2021). As discussed in Chapter 1, the reality that 

responsibility is devolved down to soldiers and JNCO means that it is critical that soldiers 

are given the knowledge and skills to both identify ethical issues and make ethical 

decisions when required. In response to this situation, the British military have developed 

“curriculum for strengthening the moral competencies appropriate to junior and senior 

non-commissioned Officers” (Whetham, 2018, pp. 150-151). Given that the ARC is the 

first level of common education provided to Australian soldiers, it may be an appropriate 

place to introduce ethical decision-making content into the ACSTC. This is consistent 

with the grounded theory whereby a greater shared understanding may enhance the 

engagement of learners and help to ethically shape their practice. 

 

Informants reported that teaching ethical decision-making primarily utilised the 

case study method. However, there were limitations with the use of this method with 

recruits in terms of the suitability of the scenarios used, as seen in Appendix J, and 

discussed previously. While doctrine provides limited guidance on making ethical 

decisions this does not appear to have been applied in the relevant lessons. Informants 

cited a range of ways to support the use of case studies, and Major Gardner emphasised 

the importance of the instructor’s role facilitating case study discussions. Other strategies 

include structuring cases so that learners can recognise ethical issues, identify relevant 

principles and facts, hypothesise on possible judgments, and formulate options for action 

(Gibson, 2008), all of which would improve their shared understanding of values and how 

these can best be implemented in practice.  

 

While it was recommended that case studies be based on genuine dilemmas and 

be within the context of the learners’ experience base, informants supported the need for 

learners to develop critical thinking skills. This is a content area currently missing from 

the ARC. Brookfield’s (2011, 2020) findings suggest that to include ethical thinking in 

the ARC would require the Army to adopt a critical-thinking framework and develop 

exercises and activities to support recruits’ learning.  Such a framework would need to 

support learners in identifying ethical issues, questioning their fundamental assumptions 

about these issues, and thinking about them from alternative viewpoints (Brookfield, 

2011, 2020). Preston (2014; Preston et al., 2002) offers an ethical decision-making model 
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that could be contextualised. Recognising that ethical decision-making requires 

contextualisation, Breakey (2021) advises that teaching ethical theory is an essential 

foundation. While these approaches would require doctrine and curriculum 

redevelopment, it is also important for learners to know the rationale for the rules to which 

they are expected to conform, and this could be a useful starting point. 

6.4 How a Shared Understanding of Values Impacts Shaping Behaviour 
Shaping behaviour was the third phase of the basic social process. The phase 

examined the role of the ARC in developing ethical behaviour. Analysis of the data 

revealed that organisational recognition of, and support for, ethics programs, not only 

contributed to a shared understanding of values, but also shaped ethical behaviour. 

Ideally a shared understanding of values has a positive impact on each phase of the basic 

social process; however, because of the integrated nature of the basic social process, 

where a shared understanding of values is not achieved at one phase, then it may not be 

achieved in the other phases. Conversely, a consistent approach to doctrine will allow for 

better alignment of curriculum and pedagogy which, together with organisational support, 

may positively shape ethical behaviour (Adams, 2014; Høiback, 2011). 

 

Informants reported that learners were more likely to see ethics programs as 

valuable where it was seen as relevant and was positively promoted by the organisation. 

However, where ethics education was not seen as being a priority of the organisation, it 

was found that learners were less likely to prioritise ethics programs or see them as 

valuable. McCormack (2014, p. 9) argues that commanders are responsible for 

establishing and sustaining “an appropriate ethical climate”, and this could certainly be 

considered to include the prioritisation and promotion of ethics education. The relevance 

and professional application of values education was also seen as central in developing 

ethical behaviour. This was described both in terms of the perceived credibility of 

instructors, as well as in terms of the timeliness of education and its professional relevance 

to learners. Despite several decision-making models being included in doctrine, there is 

no evidence that reasoning or ethical decision-making is covered by the ARC. Informants 

did however feel that providing learners with opportunities to question their personal 

values, beliefs, and actions was a key component of successful programs. This suggests 

that an important, but missed, opportunity of the ARC is the clarification of values in 

terms of the alignment of personal values to the espoused Army values. Monroe (2019, 
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p. 2017) argues that the level of alignment of an individual’s personal values to 

organisational values can impact performance and that “longstanding moral distress and 

burnout” may result from a low level of alignment.  This supports the grounded theory 

premise that ethical practice can be shaped by the level of shared understanding of the 

learner. 

 

Developing a shared understanding of values in relation to shaping behaviour 

requires the Army to prioritise ethics education, including the teaching of ethical thinking 

and decision-making and clarification of how personal values relate to Army values. By 

developing ethical thinking and decision-making skills in its personnel, the Army can 

make ethical issues part of the mainstream discourse. Although, Shapiro (2014) reasons 

that holding shared values does not rely on conformity and that organisations benefit by 

considering the diverse viewpoints of all personnel, without a shared understanding this 

is even less likely. Another important responsibility of commanders therefore becomes 

the modelling of inclusive practices, not just talking about diversity, but allowing diverse 

voices to be heard and contributions valued (Brown & Treviño, 2014; Taber, 2015a). 

Figure 6.4 depicts the relationship between supported or shared understanding of values 

and unsupported or unshared understanding of values. 
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Figure 6.5 
Phase 3 of the Basic Social Process 
 
 

 
Note. A shared understanding of values was demonsrated where the organisation confirmed the 
importance of ethics education and where the programs promoted the development of ethical 
behaviour. However, an unshared understanding of values was demonsrated where the organisation 
failed to support ethics education and where the values of individuals and sub-groups conflicted 
with organisational values. 

6.4.1 Developing Practice by Promoting Ethical Education  
In this study most informants emphasised that education was key to personalising 

ethics and humanising soldiers, also noting the positive impact on learners that ethics 

programs achieved. This in large part occurred when learners were given opportunities to 

develop as empowered ethical agents supported by their organisation. However, when the 

ARC is compared to other programs, what is currently missing is an integrated approach 

that covers the range of Army workplaces, both the everyday and operational. Informants 

stressed the importance of the organisation’s stance towards ethics education programs, 

particularly the prioritisation and promotion of programs by those in senior positions. 

Senior leaders in Army are able to influence military culture in a number of ways, and 

their conspicuous proactive support, in terms of how they communicate the importance 

of and resource ethics education, may help to realign ADF culture (Department of 

Defence, 2012c; Wong & Gerras, 2019). The prioritisation of ethics education also helps 

to promote ethical practice generally, and reinforces the sense of trust and mutual 

responsibility between senior leaders and those they lead (Pfaff, 2016; Wong & Gerras, 

2019).  
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Whilst broadly viewed as important, several informants believed that ethics 

education in their organisations was under-valued while other programs were prioritised. 

The active promotion of the ADF espoused ethical standards by all levels of command 

could help in addressing this issue (Wong & Gerras, 2019). Integrating ethics across all 

courses would not only establish military ethical standards of behaviour but help to 

sustain the kind of cultural reform that the ADF has committed to in its ‘Pathway to 

Change’ initiative (Department of Defence, 2012c; Wong & Gerras, 2019). Thomas 

(2018, p. 105) advocates for integrated ethics education, stating that “every training 

scenario can throw up an opportunity for education in ethics”. Informants suggested that 

it is also important to include content that is relevant to rank and career stage as well as 

being role specific. In mainstreaming ethics education, pedagogy may also need to be 

tailored and include rank and role appropriate materials, examples and situational 

contextualisation (Whetham, 2018). This demonstrates that a greater shared 

understanding in terms of the prioritisation of, and support for, ethics education may 

strengthen ethically practice. 

 

Other innovations in terms of ethics practice may also be appropriate. For example, 

initiatives might include establishing an ethics advice-line similar to The Ethics Centre’s 

‘Ethi-Call’ service or developing online military ethics modules similar to their ‘Ethics 

Unboxed’ program (The Ethics Centre, n.d.-a, n.d.-b)40. The Army’s ‘Ethics 

Enhancement Plan’ (Australian Army, 2020) acknowledges that an important outcome of 

reviews and investigations is the capturing of ethical lessons learnt in order to inform 

doctrine and future development activities. Further to this, Whetham (2020, p. 521) points 

out that not only does the organisation need to be “actually interested in learning lessons” 

but that “learning mechanism[s]” are needed for this to occur. Wilkes (2018) notes that 

the Canadian and Singaporean military ethics programs have “been driven by annual 

ethical preparedness reporting at commanding officer and unit level” (2018, p. 133). This 

could include making the consideration of ethical issues part of the Military Appreciation 

Process or a component of the standard Orders Group, further embedding the shared 

understanding of ethical practice.  

 
40The Ethics Centre is an Australian not-for-profit organisation which makes ethics programs available to 
individuals, groups and professional bodies (https://ethics.org.au/why-were-here/#what-we-do). Their 
highly successful programs include ‘Ethi-Call’ (https://ethics.org.au/initiatives/ethi-call/) and ‘Ethics 
Unboxed’ (https://ethics.org.au/ethics-unboxed/). 
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The 2014 international report by Polchar et al. (2014, pp. 67, 71) advocated for a 

strategy of “mainstreaming, managing, and measuring” diversity and inclusivity issues, 

and recommended that defence forces “systematically create, implement, and review 

inclusionary policies and practices”. Organisations can take a variety of approaches in 

developing initiatives, including the introduction of codes of conduct or ethics, 

educational programs, monitoring and reporting mechanisms, and specific cultural 

change programs, and many authors agree that their success depends largely on them 

being genuinely adopted and integrated into organisational culture (Acutt, 2005; Treviño 

et al., 2006; Wong & Gerras, 2019).  

 

Trevino et al. (2006) found that the impact of codes of ethics is greatest when 

personnel see leaders implementing policy, modelling behaviour and making decisions 

based on the values promoted by their code of ethics. In his Annex to the Brereton Report, 

Whetham (2020, p. 517) notes that the there is strong “peer-to-peer influence” within 

military teams but argues that “the support (or rejection) of ethical norms by immediate 

peers and direct leaders is even more influential than that of senior military officers”. This 

underscored the importance of modelling ethical behaviour at all levels. 

6.4.1.1 Lessons Learned and Opportunities Missed 
The ADF, and in particular the Australian Army, is currently determining its 

course of action following the publication of the Brereton Report (Australian Defence 

Force, 2020b). The report concluded that the failure of personnel to adhere to the Law of 

Armed Conflict and International Humanitarian Law were enabled by organisational and 

cultural weaknesses and recommended significant reform (Australian Defence Force, 

2020b). A number of the Report’s recommendations related to ethics education initiatives 

and advocated for the inclusion of ethics education “from the start of a military career and 

continuing throughout it” (Australian Defence Force, 2020b, p. 35). Specifically, 

educational recommendations included: 

[that personnel] …receive education on the causes of war crimes…  
that basic and continuation training should reinforce that not only is a 
member not required to obey an obviously unlawful order, but it is the 
member’s personal responsibility and legal duty to refuse to do so… 
that both selection and continuation training should include practical 
ethical decision‐making scenarios in which trainees are confronted in a 
realistic and high pressure setting with the requirement to make 
decisions…[and] 
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that the training of officers and non‐commissioned officers emphasise 
that absolute integrity in operational and other reporting is both an 
ethical obligation and is fundamental for sound command decisions and 
operational oversight (Australian Defence Force, 2020b, p.110). 
 

While these recommendations are welcomed, it is noted that the need for 

significant cultural reform was identified as early as Orme’s report (Australian Defence 

Force, 2011b). Orme argued that the “strongly-held informal view within the ADF that 

the events in question are not only isolated but represent a failure of individuals rather 

than a failure of culture” meant that the “early warning signal of a culture at risk” was not 

recognised (Australian Defence Force, 2011b, p. 16). Not only did Orme point to the 

numerous ADF inquiries into unacceptable behaviour, he also argued that lessons should 

be learned from the experiences of our allies41, and that cultural problems such as mis-

placed loyalty, “tribalism”, and the use/abuse of alcohol needed to be addressed 

(Australian Defence Force, 2011b, p. 17). He concluded that ADF culture should reflect 

Australian society, and that one way of ensuring this was the professionalising of the 

ADF, starting with the implementation of a “central ADF code of conduct, based on the 

profession of arms construct” and “a ‘cradle-to-grave’ program of professional 

socialisation …[including] education in leadership, followership and ethics” (Australian 

Defence Force, 2011b p. 42).  

 

Similar conclusions were reached in the Aitken Report into accusations against 

British Army personnel of abuse and unlawful killings in Iraq in 2003-2004 (United 

Kingdom Ministry of Defence, 2008).  The Aitken Report warned that lessons learned on 

operations had not led to cultural change and that professional development and education 

initiatives were needed to provide that “a better understanding of the Army’s Core Values, 

and their application, is inculcated into all ranks” (United Kingdom Ministry of Defence, 

2008, p. 25). Had lessons been learned from the operational experiences of the British, 

Canadian and United States forces, as well as ADF non-operational investigations and 

reports cited by Orme (Australian Defence Force, 2011b), opportunities to address 

cultural failings may have been more timely than they have been.  

 
41 Orme (Australian Defence Force, 2011b, p. 16-17) cites “13 major inquiries into ADF behaviour, sexual 
harassment, and the like since 1995” as well as reflecting on lessons that could have been learned from 
incidents “such as the [United States Army’s] Abu Ghraib prisoner abuse and the Canadian Airborne 
Regiment abuse of civilians in Somalia”. 
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The ADF has recently begun to address these lessons (Australian Defence Force, 

2021), acknowledging the need for a philosophical underpinning to ethics education and 

linking that to a notion of military professionalism: 

There are three ethical theories that provide a basis for the ADF’s 
approach to ethics. They are related to our traditions as a profession 
of arms and reinforce our obligations to operate within LOAC. These 
lines of enquiry help us think, act and reflect on what we should do: 
Natural law theory. Natural law theory examines ‘intention’, ‘good 
ends’ and ‘reasonableness’. Duty ethics. Duty ethics asks, ‘Is the act 
right in itself?’ Virtue ethics. Virtue ethics examines, ‘What sort of 
person should I be?’ (Australian Defence Force, 2021b, p. 14).  

This is also supported by the new Defence Values and Behaviours (Australian Defence 

Force, 2020) and the recently promulgated ADF Ethical Decision-Making Framework 

(Australian Defence Force, 2021b):   

The ADF Ethical Decision-making Framework asks all ADF 
members to think through four questions when faced with ethical 
decisions. It also asks ADF members to periodically reflect on a fifth 
question regarding their character and pattern of decision-making. 1. 
Is this lawful? What are the obligations and constraints this creates? 
2. What is my intent? Is the objective I intend good? 3. Is it aligned 
with Defence Values? 4. Have I evaluated my thinking? 5. How can 
I reflect on my character and decision-making? (Australian Defence 
Force, 2021b, p. 27). 

 

While this new framework for ethical decision-making has been introduced into 

doctrine, it does not address ethical failures that result from conflicting loyalties as 

described by both Orme (Australian Defence Force, 2011b) and Brereton (Australian 

Defence Force, 2020b). The problematic issues around competing loyalties or dual 

professional identities of personnel has been well documented by military researchers 

(Bradley, 2012; Connor et al., 2019; Gross & Carrick, 2013; Kelly, 2015; Olsthoorn, 2019; 

Olsthoorn et al., 2013;). Bradley (2012, p. 123) points out that while loyalty to comrades 

is an important aspect of military cohesion, “the social processes employed to strengthen 

unit effectiveness also weaken individual responsibility”. He specifically argues that 

“military duty-personal loyalty dilemmas” must be included in ethics education programs, 

citing “Coleman’s distinction between tests of ethics (i.e., moral dilemmas) and tests of 

integrity” (Bradley, 2012, pp. 113-114). 
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6.4.2 Developing Practice Through a Code of Ethics 
This research highlighted the prevalence of using professional codes as a vehicle 

for teaching organisational ethics. It was revealed that some programs, such as those in 

the fields of social work, paramedicine and policing, included specific instruction in 

relation to their codes which underpinned the development of a shared understanding of 

their professional values. Several informants stressed that the professional codes of their 

discipline or organisation were central to their ethics programs. There are several 

occurrences in doctrine which seek to establish principles of professional behaviour such 

as ‘The Soldier of the 21ts Century’ and ‘The Army’s Rules for a Fair Go’; however, 

neither of these, nor the new Defence Values and Defence Behaviours (Australian 

Defence Force, 2020a) provide the type of guiding principles and frameworks described 

by these informants or advocated by McCormack (2015) and others (Breakey, 2021; 

Martin, 2021; Tapper, 2021).  

 

The focus on teaching specifically about codes of ethics was raised by informants 

as important in developing professional identity and supporting ethical behaviour. 

Authors agree that a clearly communicated code of ethics can be useful in translating 

abstract values into tangible standards to support professional behaviour (Bromley & 

Orchard, 2016; Main, 2015; Slaughter et al., 2020). Forster (2012) notes that a code of 

ethics not only documents organisational values, aims and responsibilities, but may also 

influence and guide the ways that values are enacted. Additionally, French (2017) notes 

that a military code of ethics must define the limits of how the military wages war and 

how military personnel act in all circumstances and settings, and additionally, that as a 

set of guiding principles, a code protects soldiers as much as it does civilians and others. 

An Army code, derived from the new Defence Values and Behaviours (Australian 

Defence Force, 2020a), could be used to address this need and may also be useful in 

reflecting and emphasising the legal and ethical principles of ‘Just War’ theory, as 

referred to by Wolfendale (2011). At the same time, a code of ethics could reinforce the 

Defence Values and Behaviours, while acknowledging the operational factors specific to 

the Army operational environment.  

 

Informants identified that codes of ethics were used as an important basis for 

professional practice as well as catalyst for teaching. This was true of those informants in 
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the military ethics field as well as those in the policing and other professional fields. 

While the role of codes of ethics as a tool of regulation was acknowledged, so too was 

the importance of learners developing an understanding of the values that informed their 

codes and the types and range of behaviours that they encompass. The Army does not 

have an explicit code of ethics that clearly links behavioural expectations to its core 

values. A code of ethics could also become both an institutional mechanism to review 

behaviour as well as a personal touchstone in clarifying and aligning individuals’ values 

to that of the Army. Bromley and Orchard (2016) found that the adoption of a code of 

ethics may help to normalise behavioural standards and underscore accountability, and 

Samford (2014) suggests that a code may also work to reduce human rights and other 

abuses as well as protecting civilians. A code of ethics may in fact achieve more than this. 

It may serve the organisation and also serve the public through communicating, 

clarifying, and committing the organisation to being socially responsible and accountable, 

providing guidance for members of the public and others that interact with the 

organisation, and promoting a positive public image of the organisation (Forster, 2019; 

Martin & Schinzinger, 2005). Martin and Schinzinger (2005) argue that the consensus 

nature of a code of ethics could also assist when individuals are pressured by others to act 

unethically by appealing to common standards and shared values, and that a code of ethics 

may also deter wrongdoing where standards are linked to organisational rules and 

regulations, as in the case of the ADF.  

 

As this study revealed in terms of engaging learners, the ARC discusses a large 

number of values; however, it does not clearly nor consistently relate these values to 

modern soldiering. While the ARC encourages learners to align their personal values to 

those of the organisation, they are not given the knowledge and skills to do so. In teaching 

to a values-based code of ethics, the ARC could also include content on civics, critical 

thinking and ethical decision-making. A code of ethics, as Royal (2010, p. 176) argues, 

would ideally be “distributed and explained to all soldiers during their initial training”. 

Teaching based on a code of ethics could guide discussion of a range of ethical issues 

related to military service as well as exposing soldiers to the underlying philosophy and 

ethical theory relevant to the Army (Snieder & Zhu, 2020).  
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There are, of course, other considerations in relation to the introduction of codes 

of ethics. A code of ethics may become an inert document that is not able to accommodate 

dynamic concepts or be become a bureaucratic tool used to regulate rather than empower 

personnel (Forster, 2012). Codes of ethics, poorly written and/or implemented, may “give 

a false sense that ‘all is well’” (Forster, 2012, p. 2); or merely promote compliance to 

policies and procedures rather than encourage personnel to meet their moral 

responsibilities (Forster, 2019). Not only do codes of ethics need to communicate ethical 

messages using language that is accessible and understood by all members of the Army, 

but implementation needs to be supported through education and development programs 

(Forster, 2012). McCormack (2019) emphasises that codes of ethics must not only reflect 

the ethical issues specific to the Army, but must make explicit the ethical foundations 

upon which the code of ethics based, arguing that:  

Unless values are grounded upon and derived from an ethical good, 
they are increasingly fluid and malleable … The fragmentation of 
ethical language, the hollowing out of societal structures and the 
unknown moral landscape of ‘real life’ … means that unless ‘values’ 
are anchored upon a universal good they will always be susceptible 
to moral drift. The language may be retained and the institution’s 
code of ethics may have its glossy booklet but the underpinning 
substance has been and continues to be substantially eroded 
(McCormack, 2019, p. 25). 

 

As Guthrie (2020, p. 1) points out, the ADF has introduced its new Defence 

Values and Behaviours in order to “support a stronger, more capable, Joint and integrated 

Defence force”. The introduction of a code of ethics, built on a strong moral framework 

and that reflects the Defence Values and Behaviours, may allow contextualisation for the 

Army setting, and this in turn could inform doctrine and curriculum. A code of ethics 

could also be used by individuals in considering their own ethical practice and in decision-

making (Kotzian et al., 2021). Doctrine and curriculum, in referencing a values-based 

code of ethics, could also positively reinforce ethical practice. This is depicted in Figure 

6.5. 
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Figure 6.6 
A Values-Based Army Code of Ethics 
 

 

 
Note. A code of ethics derived from the Defence Values and Behaviours could provide a 
framework for doctrine and be a basis for ethics education as well as be used by individuals in 
considering their own ethical practice and in terms of ethical decision-making. 

6.4.2.1 Developing Soldier Professionalism  
The development of a code of ethics assumes the positioning of the military as a 

profession. Orme (Australian Defence Force, 2011b), Ryan (Australian Defence Force, 

2016) and others (Anglim, 2018; Brick 2018; Lovell, 2017b) have made cases for the 

professionalisation of the ADF. The AJPMEC (Australian Defence Force, 2019a, p. 10) 

proclaimed that “members of the Australian Defence Force belong to the profession of 

arm” and that: 

“a profession is defined as a disciplined group of individuals who 
adhere to ethical standards and who are accepted as possessing 
special knowledge and skills…. A code of ethics governs the 
activities of each profession and requires behaviour and practice 
beyond the personal moral obligations of an individual. … These 
codes are enforced by the profession and acknowledged and 
accepted by the community. Professionals are accountable to those 
they serve and to society” (Department of Defence, 2019, p. 11).  
 

This can usefully be interpreted as requiring all personnel to be part of the 

professional body that is the ADF. Jans (2017, p.29) argues that a “professional identity 

reorientation” is required to enable personnel to develop “distinctive skill-sets” as well as 

new ways to “conceptualise or orient themselves to their roles”. Furthermore, the 
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doctrinal acceptance of the strategic corporal concept necessitates the inclusion of 

soldiers and JNCOs into the professional group. Lovell (2017b, p. 5) argues that “the 

notion of the ‘strategic corporal’ is a way of saying that modern defence forces want their 

soldiers to think about the broader context and consequences of their actions”; while 

Moffitt (2017) p.176 describes a strategic soldier as being an “intelligent professional 

who is globally aware [and] culturally sensitive”. Indeed, to this could be added, by way 

of developing an aspirational descriptor, that while being “technically proficient and 

tactically autonomous”, they behave ethically, take responsibility for their actions, and 

reflect the ADF’s core values (Adams, 2017, p. 33).  

 

However, Adams (2017, p. 33) argues that “where autonomous, purposeful and 

astute soldiers emerge…they emerge in spite of the presently dominant culture and not 

because of it”. More broadly, this speaks to the elitism of the military hierarchy which 

largely obstructs the inclusion of soldiers and NCOs in the PME space (Moffitt, 2017). 

In countering this, Moffitt (2017) argues for soldier education that includes “matters of 

law, international relations, politics, ethics, culture and the media” and advocates for “a 

whole-of-life, human-performance-based approach with a strong emphasis on education” 

(pp. 177-178).  

 

It is also be recognised that significant cultural change is required to achieve these 

outcomes. However, the hidden messaging contained in a curriculum that minimises the 

importance of ethical behaviour (an example of which is the equity and diversity lesson 

described in Section 5.2.3.1) indicates that there are personnel who are resistant to ethics 

education. In order to build an ethically integrated culture, connections must be made 

between ADF core values and the conduct of each individual across all military settings 

and environments, as noted by Culp (2012): 

conduct is rarely linked to the organization’s values and principles. 
A pat on the back for a job well done, without mention that their 
conduct exemplified the organization’s values, often results in a 
missed opportunity to reinforce right conduct. Likewise, punishment 
is rarely linked to the values that are the foundation of the rule that 
was broken, again missing an opportunity to reinforce right conduct 
(Culp, 2012, p. 66). 

This also requires an appreciation that the ethical continuum ranges from the sorts of 

unacceptable behaviour once seen merely as jokes or pranks through to war crimes.  
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In the German military, this is conceptualised as ‘Innere Führung’ (or Inner 

Guidance) where soldiers are encouraged to view themselves and their military service as 

being part of the broader society rather than belonging to an institution that is distanced 

from it (Dörfler-Dierken, 2017). In advocating for cultural change, Orme (Australian 

Defence Force, 2011b) argues that:  

this means that the ADF must strike the right balance in its culture 
so as to create a cohesive force that can succeed in operations while 
also acting in accordance with the values and expectations of the 
Australian community. This is not just because such a balance is 
mandated by international conventions and protocols and the 
subordination of the military to civil control through the Parliament. 
The essence of the argument is that the ADF must establish a 
resilient and professional culture that is able to withstand the rigours 
of combat, yet retain its humanity and its Australian character — and 
do so for practical as well as moral and legal reasons (Australian 
Defence Force, 2011b, p. 20). 

In developing a similar Innere Führung concept, the ADF could adopt a more 

heutagogical education system, which effectively engages with personnel at a deeper 

cultural level and that includes recruits, soldiers and JNCOs in its PME (Hase & Kenyon, 

2001, 2003; Hase, 2016). 

6.5 Chapter 6 Summary 
The previous two chapters discussed the core category of understanding values 

and the basic social process of developing ethical practice. In this examination of the 

teaching of ethics to Australian soldiers a number of key issues have emerged. In Chapter 

4, the discussion of the core category, understanding values, revealed inconsistencies in 

the way values are discussed and displayed in doctrine and the ARC. The examination of 

developing ethical practice was conceptualised as the basic social process consisting of 

the three phases of (1) driving training, (2) engaging learners, and (3) shaping behaviour. 

The dimensions of the core category reflected the shared/unshared understanding of 

values and revealed the need for a consistent approach to ethics across doctrine, education 

and practice. Values were found to be unshared where they were not clearly and 

consistently articulated in doctrine and curriculum; where the doctrine, curriculum and 

delivery did not align; and where ethics education was not supported and promoted more 

widely across the Army.  
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In this chapter, the grounded theory of how a shared understanding of values 

contributes to the development of ethical practice of Australian Army Recruits was 

presented. The grounded theory was explained in terms of the basic social process 

whereby the phases of driving training, engaging learners, and shaping behaviour in the 

context of teaching ethics to soldiers were linked by the core category of understanding 

values. This chapter also discussed the broader context of the grounded theory, 

specifically the role of doctrine, teaching approaches and the promotion of ethical practice 

as factors in achieving a shared understanding of values. This chapter has exposed a 

number of issues, including a lack diversity in terms of the representations of personnel 

in doctrine and teaching materials, a need for an underpinning ethical foundation in 

doctrine upon which education and practice can be built, and the importance of 

organisational support for ethics education of the strategic soldier. 

 

This research found that the Australian Army’s approach to policy is particularly 

focused on capability as the rationale for education and cultural reform. However, this 

functional orientation does defer to an aspirational approach in the presentation of values 

and teaching of character development (Wolfendale, 2008). Analysis of the Army 

doctrine has revealed that the ethical foundations of the Army’s espoused values and 

behaviours are not well-articulated (McCormack, 2015). Neither does doctrine reflect the 

diversity of Australian society or the current demographics of the Army, as it continues 

to privilege the white male majority (Bridges & Wadham, 2020; Thomson, 2014a). 

Doctrine informs the development of curriculum and provides content for courses; 

therefore, cultural norms, stereotypes and biases present in the doctrine are transmitted 

into the educational setting. Despite the Australian Army’s (2020, p. 3) claim to have a 

“coherent, systematic, and incremental approach to the development of ethical 

competency” and that “ethics training and education begins on the first day a soldier or 

officer enters the Army”, these findings suggest that the Army lacks a consistent approach 

to ethics education, particularly in relation to initial soldier education. Therefore, 

doctrinal reform will ideally focus on the implementation of a consistent approach to 

ethics education and practice. 

 

As in the case of doctrine, curriculum, teaching materials and pedagogical 

practices of the ARC were not inclusive of all learners. It was apparent that despite being 



Chapter 6: Discussion 
 
 
 

 
242 

 

listed in the ARCTMP, ethical thinking and decision-making was not effectively covered 

as part of the ARC. The ARC was the only program reviewed in which chaplains were 

involved in ethics instruction, while informants and the literature reported that successful 

programs featured approaches involving military experts and ethics experts teaching as a 

team (Corbo Crehan, 2019; LeFrancois, 2019). In terms of pedagogical approach, it was 

also found that instructor role-modelling had a significant effect on learners, particularly 

where instructors were seen as being credible, knowledgeable and experienced (Lovat, 

2019; Wilkes, 2018). In several military settings, instructors were also supported through 

train-the-trainer programs and ongoing professional development, particularly in relation 

to teaching ethical thinking and decision-making (van Baarle et al., 2017). These findings 

suggest that the soldier ethics education would benefit by curriculum and pedagogy being 

aligned to doctrine which provides a clear ethical underpinning, including ethical thinking 

and decision-making, and where instructors are trained and supported in the facilitation 

of ethics education. 

 

Findings of this study suggest that education is a key factor in embedding 

ethical practice into Defence culture. The importance was stressed of providing 

learners with opportunities to develop ethical thinking and decision-making skills 

in relation to the roles in both operational and non-operations military settings. Also 

emphasised was the significant role that leaders play in terms of promoting and 

supporting specific ethics education programs and ethical practice generally across 

the Army (Pfaff, 2016; Wong & Gerras, 2019). The literature also supports the 

finding that the introduction of a code of ethics may be useful in establishing the 

new Defence Values and Behaviours as a central component of military practice by 

providing Army context and relevant examples of enacted values (Slaughter et al., 

2020; Snieder & Zhu, 2020) 

 

Chapter 7 will conclude the thesis, discussing the major implications of the study 

and presenting recommendations for policy, education and practice.  The final chapter 

will also discuss the strengths and limitations of the study and make suggestions for 

further research. 
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Chapter 7 

Conclusion: Military Ethics Education in the Australian 

Army 

Members of the ADF are given the authority to act on behalf of the government 

and, therefore, on behalf of all Australians. As this authority includes the necessity to use 

violence, including lethal violence, in defence of the nation and its interests, military 

personnel are rightly held to account for their actions. Given the allegations of war crimes 

made in the Brereton Report, there is a growing realisation that ADF personnel need to 

exercise their authority to use violence, including lethal violence, in an ethical manner 

(Australian Defence Force, 2020b). To do so, they need to understand the nature of ethical 

behaviour; where ethics is an essential component of military practice and, therefore, 

military education (Australian Defence Force, 2021). As discussed throughout this thesis, 

the devolution of individual responsibility to the strategic corporal, and increasingly to 

the strategic soldier, means that military ethics education is relevant from the beginning 

of a soldier’s career; and as such, is integral to the ARC.  

7.1 Thesis Summary 
Chapter 1 provided background to the setting of the study and outlined the aim 

of the research and the research question. The concept of the strategic corporal/soldier 

was introduced as the overarching rationale for soldier development. The overview of 

ethics education in the ADF discussed the differences between officer and soldier 

programs and the presentation of ethics content in the form of character development 

specifically to recruits as part of the ARC. This was done in the context of the Australian 

vocational education system and in terms of the ADF policy hierarchy. Chapter 1 also 

introduced the constructivist grounded theory methodology utilised in this research. The 

second chapter reviewed the literature relevant to the field of military ethics education. 

The nature of the Australian soldier was discussed in the context of military culture. 

Military ethics education was then situated in terms of its curriculum position and 

pedagogical practices. The literature review revealed commonality of educational 

practices across professional fields, including the military ethics field. The scarcity of 

literature relating to military ethics education specific to soldiers reinforced the need for 

this research. 



Chapter 7: Conclusion 
 
 
 

 
244 

 

Chapter 3 detailed the constructivist grounded theory approach and how the 

range of grounded theory methods were applied in this research. The chapter included an 

explanation of the key features of constructivist grounded theory, including the use of the 

constant comparative method, theoretical sampling and theoretical coding. The concepts 

of a core category and basic social process were also introduced, and the reflexive position 

of the researcher discussed. Four criteria for evaluation were also proposed, these being 

credibility, resonance, originality, and usefulness. Chapters 4 and 5 presented the findings 

of the research, utilising supporting evidence from the data, in terms of the components 

of the substantive grounded theory. Chapter 4 detailed the core category of understanding 

values. Chapter 5 presented the basic social process of developing ethical practice, based 

on the three phases of (1) driving training, (2) engaging learners, and (3) shaping 

behaviour.  

 

Chapter 6 presented a grounded theory of how a shared understanding of values 

contributes to the development of ethical practice of Australian Army Recruits, discussing 

how the core category and three phases of the basic social process interact. This chapter 

also related the major findings from the study to current relevant literature. Finally, this 

chapter concludes the thesis by presenting the implications of the study in terms of the 

proffered grounded theory and, accordingly, makes recommendations for policy, 

education, and practice. The strengths and limitations of the study are also discussed and 

suggestions for future research are proposed. 

7.2 Significance of the Study 
This research was undertaken in order to understand the process of military ethics 

education for soldiers in the Australian Army and how current practices in ethics 

education for beginning professionals can inform the ARC. This is one of only a small 

number of studies that have examined ethics education at the soldier level. While there is 

a considerable amount of research on the discipline of military ethics and on military 

ethics education, it mainly relates to leadership and other aspects of education for senior 

soldiers and officers, and there remains a scarcity of research which focuses on military 

ethics education of soldiers. This study began with the examination of the ARC, including 

its curriculum, associated references, lesson plans and teaching artefacts, and compared 

this to the broader field of ethics education through interviews with experts involved in 

teaching ethics across a range of military and non-military professions. The comparison 
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with ethics education for beginning professionals in other occupations and in other 

military contexts enabled a deep analysis of the military ethics education of Australian 

soldiers. 

 

This study was designed using a constructivist grounded theory methodology and 

methods. In keeping with this approach, the product of the study, is a grounded theory of 

how a shared understanding of values contributes to developing of ethical practice of 

Australian Army Recruits. This grounded theory was constructed as a way of 

understanding and interpreting the research findings that centred on the basic social 

process of developing ethical practice. The study revealed the scope and nature of ethics 

education of Australian soldiers at the point they begin their military careers. It has 

provided insight into how education occurs and the policy and other drivers that impact 

upon it. In seeking to understand how shared values shape ethical behaviour, this study 

also compared the ARC to current practices in other military and non-military fields.  

 

Significant findings included the need for inclusive practices and pedagogies that 

support current equity and diversity policies and initiatives; the inclusion of ethical 

thinking and decision-making content into ethics programs, including the ARC; and the 

need for organisational support and promotion of ethics as the foundation of professional 

practice. The study confirmed the importance of doctrine as a regulator of practice and as 

the key driver of the ARC, and in this respect the introduction into doctrine of a values-

based code of ethics may be useful in establishing behavioural standards. These findings 

are significant in that they contribute a view of military ethics education that is uniquely 

focused on Australian Army soldiers. As such, these findings fill a gap in that they are an 

education-centred contribution to the field. With this in mind, the recommendations that 

follow focus on the need for curriculum and policy development and offer suggestions 

for changes to military ethics education which better reflect the needs of the Australian 

Army in the 21st Century. 

7.3 Strengths and Limitations of this Study 
This study, while being about military ethics education, was situated in the field of 

Australian Army education, specifically that of the ARTC, and was focused on its recruit 

program. The aim of this study was to understand how military ethics education of recruits 

takes place in the Australian Army, particularly what guides the practice of military ethics 
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education and how current practices in ethics education for beginning professionals in other 

fields can inform the ARC. As such, it provides a snapshot in time of the policy, curriculum, 

and pedagogy that impact practice, and while it must be acknowledged that these evolve and 

change over time, the grounded theory can be applied to a reinvention of ethics education as 

a key part of the ARC as well as inform wider curriculum reform. 

 

As discussed in Chapter 3, this study was evaluated using the criteria of 

credibility, resonance, originality and usefulness (Charmaz, 2014). The use of the 

systematic analysis approach of the constructivist grounded theory methodology 

demonstrates credibility, both in terms of the quality and breadth of data examined, as 

well as the close familiarity with the data gained though using the constant comparative 

method. This was also enhanced through using a range of data sources including policy 

and curricula documents and teaching-related artefacts provided by both the Army and a 

number of the expert informants. The use of gerunds throughout the coding process 

allowed the developing theoretical concepts to remain close to the data and facilitated 

continued data collection through theoretical sampling (Charmaz, 2014, p.113, 121). 

 

Resonance was demonstrated by the closeness of the key concepts (categories) to 

the data. By grounding the categories in the data, the findings were able to be both situated 

within the ARC setting, as well as generalised across Army and the ADF (Charmaz, 

2014). Insights provided by informants also provided resonance across other military 

settings and within other fields that provide professional ethics education. The process of 

theoretical coding led to the conceptualisation of the three phased process of developing 

ethical practice, and this, together with the core category of understanding values, 

provides an explanation of ethics education as well as providing ideas for future 

improvements. The iterative analysis process led to the development of theoretical 

concepts and ultimately to the grounded theory of how a shared understanding of values 

contributes to the development of ethical practice of Australian Army Recruits.  

 

This study demonstrates originality as there is little research into Australian 

military ethics education and none of this kind into the ARC. This study is also uniquely 

Australian and soldier focused. In analysing ADF doctrine and curriculum and comparing 

the ARC to other military and non-military ethics education programs, this study has been 
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able to make a range of potentially useful observations and recommendations relevant to 

the ADF, specifically Forces Command-Army. In terms of usefulness, many of these 

recommendations are also relevant in the broader field of ethics education, such as the 

importance of providing education in ethical thinking and decision-making to beginning 

professionals, and to education in general, such as the importance of developing inclusive 

language practices in education. The close examination of doctrine has revealed much 

about Australian military culture as well as its strong impact on curriculum and pedagogy. 

This data, together with those contributed by the expert informants, enabled the 

construction of a unique theory of how military ethics education of recruits is approached 

in the Australian Army. This research, by drawing on a broad range of available data, 

illustrates the flexibility of the constructivist grounded theory methodology. The 

conceptualised grounded theory, while being explanatory of the ARC setting, could 

potentially be applied in terms of how other institutions approach professional ethics 

education. 

 

There are, of course, limitations to this study. The study was originally conceived 

to include interviews with the Australian Army personnel responsible for ethics education 

and the observation of recruits during the ARC.  However, ethics approval was not 

granted by the Australian Defence Human Research Committee, so this was not possible. 

Whilst a variety of data were used, the voices of recruits are missing, consequently so too 

are the actual understandings of the values that form such an important part of their lived 

experience of the ARC. This also meant that the instructors were only able to be 

represented through examination of their teaching and learning artefacts. However, with 

the continued support of the Army’s Forces Command, and with full access to all relevant 

documents, a clear picture of the training came into focus. The lack of access to Australian 

Army personnel also prompted the inclusion of other informants. As a result, the broader 

ethics education landscape was able to be considered, and this became one of the strengths 

of the study. Notwithstanding these limitations, it is possible to draw on the findings of 

this project and make comparisons with other education settings and disciplinary fields. 

7.4 Contribution to the field of military ethics education 
In examining the process of developing ethical practice, implications have been 

drawn from the three phases of driving training, engaging learners, and shaping 

behaviour that have been grouped into the three related key areas of policy, education, 
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and practice, as depicted in Figure 7.1. A number of recommendations have been made 

in relation to these three key areas and can be summarised in terms of the following: 

• Policy: implementation of a consistent approach to ethics education and practice; 

• Education: development of a strong common foundation for ethics education and 

practice through alignment of doctrine, curriculum, and pedagogy; and 

• Practice: promotion of ethical practice through organisational support for, and 

prioritisation of, ethics education. 

 

Figure 7.1 
Implications of this Research 
 
 

  
Note. The implications of this research can be viewed in terms of the basic social process. The 
first phase of driving training reflects the organisation’s doctrinal stance (policy), the second 
phase of engaging learners reflects the area of education, while the third phase of shaping 
behaviour reflects the broader organisational implementation of policy and education in terms of 
practice. Therefore, recommendations are made in terms of policy, education, and practice. 

 

A key finding in relation to the grounded theory is that due to the current 

inconsistency of the doctrine from which ethics education is delivered, a shared 

understanding of values has not been consistently achieved across the ARC. The 

following recommendations therefore focus on the areas of policy, education, and 

practice.  
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7.4.1 Implications for Policy 
The first recommendation in the area of policy highlights the need for an 

underpinning narrative to the presentation of values in doctrine. This research has 

confirmed that, despite the ARC focus on values and character development, the Army’s 

approach to policy is mainly focused on capability, and that the Army consequently relies 

on a capability argument to justify cultural reforms, such as the ‘Pathway to change’ 

initiative (Department of Defence, 2012c). However, it was also revealed that doctrine 

does not clearly to provide a coherent explanation of the ethical foundations for the 

Army’s core values as well as the new Defence Values and Behaviours introduced in 

2020. In comparison to other military and non-military disciplines, a significant gap was 

identified where the ethical theories and principles upon which the Army’s values are 

based is not articulated in doctrine, and without this ethical framework discussion of 

values is ungrounded (McCormack, 2015). Findings suggest that personnel need to know 

how the military operates in relation to government and the community they represent; 

an area currently not covered by the key doctrine informing the ARC (Lovell, 2017a). 

This investigation reinforces that for doctrine to be effective it needs to be 

comprehensible, consistent, and current in terms of its relevance to personnel (Connelly, 

2018). Further, this study supports McCormack’s (2015) argument that the ethical 

framework used to underpin doctrine and education should be derived from the national 

and international laws that guide military ethics. Therefore, it is recommended that: 

Recommendation 1. 

Key doctrine be rewritten providing a clear, consistent, and coherent 

explanation of the ethical foundations that inform the Defence 

Values and Behaviours and guide military practice. 

 

The second recommendation concerns policy in the area of inclusivity. This study 

surfaced significant issues around non-inclusion on the grounds of gender, culture, 

religion and race. Doctrine, teaching material and pedagogical practices were found to be 

masculinised and monocultural, potentially limiting the engagement of non-identifying 

learners (Billett, 2001; Merriam & Baumgartner, 2020). This study highlighted that role-

models currently used to illustrate ethical practice are taken from the dated ANZAC 

narrative. The representations of personnel who display Army’s espoused values are 

largely limited to white males. These examples do not reflect the current organisational 
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demographics in terms of diversity, yet the Army continues to characterise itself as an 

homogenous sub-culture that is at odds with the composition of the Australian population 

(Bridges & Wadham, 2020; Hoglin, 2021; Thomson, 2014a). The ARC deference to the 

ANZAC narrative as the main means to discus and teach values and ethical concepts was 

highlighted and demonstrated how the bias toward this narrative is perpetuated through 

doctrine and is transferred into the learning environment. While new Defence Values and 

Behaviours were introduced in 2020, the ADF is yet to redress this narrative to include 

diverse and contemporary representations of soldiers. The findings of this study also 

revealed a lack of diverse role-models across the ARC, potentially limiting some recruits’ 

ability to identify and engage with the curriculum (Gay, 2010; Thomson, 2014a). The 

development of an inclusive language policy and the adoption of role-models who 

represent the diversity of the wider community is therefore recommended, in that: 

Recommendation 2.  

Inclusive language practices and diverse role-models be adopted across the 

Army/ADF through the implementation of an inclusive language and representation 

strategy. 

7.4.2 Implications for Education 
The second group of implications impact the engagement of learners in 

developing ethical behaviour. The first educational recommendation is in relation to the 

alignment of doctrine, curriculum, and pedagogy. As this research has established, any 

redevelopment of doctrine will initiate changes across the training continuum (the 

ACSTC and the ACOTC) including the ARC. This can then inform curricula and 

pedagogy, providing through-career ethics education matched to the appropriate levels of 

responsibility and professional roles (Whetham, 2018). The alignment of doctrine and 

curriculum may also allow for the mainstreaming of ethics content and its integration 

across the ARC by supporting modules covering the ethical foundations of military 

service, ethical thinking and decision-making, and ethical practice in terms of core values, 

and potentially a code of ethics (Connelly, 2018; Fisher, 2018; McCormack, 2015). As a 

mainstream component of the curriculum, the status of ethics would be increased and 

learners could experience ethics content within a wider professional discourse (Wilkes, 

2018). Ethics delivered and modelled by appropriately trained Recruit Instructors would 

support learners in identifying with Army culture and values and encourage the 
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understanding of ethical behaviour as integral to their roles as soldiers in the ADF. This 

leads to the following recommendation that the: 

Recommendation 3. 

Army develop a strong common foundation for ethics education, including ethical 

thinking and decision-making, through the alignment of doctrine, curricula, and 

pedagogy across the ACSTC and ACOTC, commencing at the ARC level. 

 

The next recommendation concerns the provision of train-the-trainer programs in 

support of ethics education (Carrick et al., 2018; Corbo Crehan, 2019; LeFrancois, 2019; 

Wortel & Bosch, 2011). This study found that instructors have significant impact on 

learners, and it echoes calls for “sufficiently rigorous” train-the-trainer programs 

(Whetham, 2018, p. 154), including content on critical thinking and ethical decision-

making Informants generally favoured a team-teaching approach, particularly where 

experienced military personnel co-facilitated with knowledgeable ethics experts and 

confirmed that there is a need for train-the-trainer programs to develop and support these 

instructors. This study also revealed that a curriculum that draws on realistic ethical 

examples that are appropriately tailored for each specific audience can enhance the 

development of ethical thinking and decision-making skills (van Baarle et al., 2017; 

Whetham, 2018). Research indicates that train-the-trainer programs aimed at developing 

both the ethics and facilitation expertise of instructors are required (Culp, 2012; Thomson 

et al., 2010; van Baarle et al., 2017; van Baarle et al., 2015; Wortel & Bosch, 2011). 

Billett (2006) and Bound (2011) also emphasise the importance of education that is 

leaner-centred and encourages active learner engagement. Ongoing professional 

development could also continue to support instructors as programs mature and evolve 

into an ethics education community of practice (Whetham, 2018). Therefore, it is 

recommended that: 

Recommendation 4.  

Train-the-trainer programs and ongoing professional development be provided to 

instructors involved in the delivery of ethics education across the ACSTC and 

ACOTC, including those instructors involved in the ARC. 
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7.4.3 Implications for Practice 
The two recommendations in the area of practice focus on the need to embed, 

promote and support ethical behaviour. The first recommendation in the area of practice 

emphasises the impact of support and promotion for ethics education. This research 

demonstrates that key to promoting ethical behaviour across the Army and the ADF is the 

requirement for high level support of ethics education, including the ARC. Not only were 

instructors seen as important role-models, but Informants emphasised the key role of 

senior officers, particularly those in unit and formation command positions, in 

establishing and promoting the importance of ethical behaviour generally, and ethics 

education specifically. The importance of leaders at all levels as role-models and in 

embedding and managing the organisation’s ethical environment was echoed by a number 

of authors including McCormack (2014) and others (Nygaard et al., 2017; Pfaff, 2016; 

Wong & Gerras, 2019). As Collins (2017, p. 10) argues, “telling a soldier they must show 

respect does not make it happen”, and the ADF has a fundamental responsibility to model 

ethical practice through policy, education and leadership. Therefore, it is recommended 

that the: 

Recommendation 5.  

Army prioritise and promote ethics education across the ACSTC and ACOTC, 

commencing at the ARC level. 

 

The other recommendation around practice proposes the introduction of an Army 

code of ethics. This study has led to a greater understanding of the role of codes of ethics, 

as most Informants and a number of authors recommended the use of codes of ethics as a 

focus for both teaching and professional practice. Introduction of a code of ethics may 

assist the Army in orienting itself to the new Defence Values and Behaviours by 

articulating the ethical foundation from upon which the Army operates and by 

contextualising the role of the Army in relation to the ADF and wider community 

(Guthrie, 2020; McCormack, 2015). Teaching about a code of ethics may provide 

opportunities for personnel to discuss and question group behaviours and to disrupt 

institutionalised practices of dehumanisation such as hazing. As a focus for thinking about 

ethical behaviour, a code of ethics could also be a benchmark for critical self-reflection, 

encouraging personnel to challenge their own professional decisions and actions (French, 

2017). Additionally, the literature related to the introduction of codes of ethics suggests 
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that an Army code of ethics may assist in making personnel more accountable and help 

to normalise ethical behaviour by articulating and contextualising the Army’s 

commitment to the shared Defence Values and Behaviours (Alizadeh et al., 2020; 

Bromley & Orchard, 2016; Samford, 2014; Snieder & Zhu, 2020). Therefore, it is 

recommended that the: 

Recommendation 6. 

Army implement a code of ethics, based on the ethical foundations of the ADF and 

that reflects the Defence Values and Behaviours, in order to guide military practice 

across the Army and underpin ethics education across the ACSTC and ACOTC, 

commencing at the ARC level. 

 

While not undertaken in response to the Brereton Report, this study’s findings and 

recommendations are timely. Given that the “breaches of ethical, legal, professional and 

moral responsibilities” (Australian Defence Force, 2021, p. v) that occurred in 

Afghanistan between 2006 and 2016 concerned Australian soldiers and NCOs, it is not 

unlikely that some of those involved had undertaken the ARC in the few years prior to 

their deployment. In presenting the ‘Afghanistan Inquiry Reform Plan’, the ADF was 

tasked with addressing its “profound” cultural failures (Australian Defence Force, 2021, 

p. vii). The Afghanistan Inquiry Reform Plan recommended measures to address 

unacceptable behaviour, including the diversification of military sub-cultures, as well as 

prioritising the introduction of the Defence Values and Behaviours (Australian Defence 

Force, 2021, p. 23). The report made recommendations regarding “education on ethical 

leadership” and in terms of “training and professional development”, as well as also 

referring to the “modernising doctrine and training”, “development of doctrine on 

leadership and … military ethics” (Australian Defence Force, 2021, pp. 8-9). The 

recommendations presented from this study are all consistent with the intent of the 

Afghanistan Inquiry Reform Plan. However, while the Afghanistan Inquiry Reform Plan 

forecasts the need for doctrinal and educational reform, it lacks a specific focus on 

addressing the education needs of soldiers.  

 

The Afghanistan Inquiry Reform Plan prioritised “developing integrated, 

contemporary, whole-of-career, outcome focussed learning” suggesting the use of a mix 

of delivery approaches, including workplace experience and learning as well as formal 
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education programs (Australian Defence Force, 2021, p. 24). It claims that “Defence is 

reforming end-to-end training for all Defence personnel on ethics, leadership, command, 

culture, character and LOAC” and that “more will be done to embed critical thinking and 

ethical decision making… and prepare people… to challenge the actions and decisions of 

others” (Australian Defence Force, 2021, p. 24). However, it is unclear how this 

‘integrated’ approach will incorporate non-operational issues (unacceptable behaviour, 

discrimination, etc) without broadening the concepts of ethics and values, and without 

destabilising many of the existing cultural norms. This will inevitably encounter 

resistance; however, developing personnel with greater ethical capability need not reduce 

operational capability in terms of tactical dominance. 

 

The Afghanistan Inquiry Reform Plan calls on ADF personnel to “liv[e] Defence 

values, wherever we are, whatever we do” (Australian Defence Force, 2021, p. 3), yet 

this study has demonstrated that first a shared understanding of those values is required. 

This study has revealed that the ARC did not provide learners with the knowledge and 

skills needed to make appropriate ethical judgements, so it leaves soldiers ethically 

vulnerable. While ethical leadership is a key concern for the Army, ethical followership 

must also be considered in terms of providing soldiers with the tools necessary to navigate 

the beginning phase of their military careers in both operational and non-operational 

settings. This study has demonstrated that learning and following rules is not enough, and, 

in the light of the Brereton Report, that the strategic soldier needs to be a critical ethical 

thinker and empowered ethical decision-maker. 

7.5 Further Research  
Continued research into military ethics education across all ranks could inform 

policy, inform continued development of the ACSTC and ACOTC, and inform 

educational design and pedagogical practices. This in turn would provide the opportunity 

to improve ethical practice. Ideally, further research in this area could include the 

participation of military personnel, including participants of various roles and ranks, 

occupational sub-groups and service arms. While this research investigated how military 

ethics education of recruits takes place in the Australian Army, future research is 

recommended in the following areas: 

• comparisons of ethics education programs with other comparable military forces 

such as New Zealand or Canada; 
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• longitudinal study of the introduction of new ADF Values and Behaviours 

(Australian Defence Force, 2020a) into service and the impact these have on ethical 

practice; 

• exploration of the challenges in military ethics education in the post-Afghanistan era 

taking into account the findings of the Brereton Report, its plan for reform and other 

consequences (Australian Defence Force, 2020b, 2021); 

• examination of the implications for military ethics education as the ADF becomes 

more involved in domestic roles such as disaster relief and homeland security; and 

• ongoing evaluation of military ethics education across the ADF. 

7.6 Conclusion 
The objective of this thesis was to understand the military ethics education of 

recruits in the Australian Army context and how current practice in ethics education in 

other professions and military organisations might inform future education. This study 

has explored the military ethics education of recruits in the Australian Army using a 

constructivist grounded theory approach. From this approach, a three-phased basic social 

process emerged centred on the core category of understanding values. A substantive 

grounded theory of how a shared understanding of values contributes to the development 

of ethical practice of Australian Army Recruits was conceptualised as an explanation for 

how policy, education, and practice inter-relate in terms of the military ethics education 

of soldiers. In concluding the thesis, this chapter has discussed the implications of the 

findings of the study as well as considerations for policy and program development, and 

for further research. This chapter also presented the strengths and limitations of the study.  

 

As the ADF continues to critically examine its performance over recent years, 

particularly considering the findings of the Brereton Report (Australian Defence Force, 

2020b) and subsequent plan for reform (Australian Defence Force, 2021), research into 

military ethics education will become more important. This study adds to the currently 

limited literature on military ethics education of soldiers, and insights from this study may 

assist the ADF and Australian Army in developing policy and curricula which integrates 

ethics into all aspects of professional practice. In terms of building the ethical capacity of 

ADF personnel, this study has illustrated that a consistent approach to ethical practice is 
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essential across all ranks, and it recommends the field of ethics education as a focus for 

future ADF research. 
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Appendix B: Initial Interview Questions 
Introduction 
 

Tell me a little about yourself? 
What is your role within the program? 
What was your background that lead you to this role? 

Key features of 
program 
 

Tell me about the program that you’re involved in? 
Who are the learners?   Who are the teachers? 
How is the program delivered?   When/Where? 
What would you say are the key features of your program? 
Is there a ‘typical’ type of lesson?  
What teaching and learning strategies are utilised?  
How is the program facilitated? 
How are knowledge and values organised and presented? 
How does the curriculum situate the learners? 
What assumptions does the curriculum make about the background, prior 

knowledge, skills and values of the learner? 
What else does the curriculum assume? 
How is assessment conducted?   What activities are assessed? 
How is evaluation conducted?   What changes have you seen? 
What policy approaches guide the curriculum? 
How does the organisation show its commitment to ethics education? 

Dominant 
pedagogy/teaching 
strategies 
 

How are the standards and outcomes of the curriculum expressed in terms 
of knowledge and values covered by the curriculum? 

What are the typical teaching strategies used?  
What works well?   What doesn’t always work well?   Why? 
What works well in terms of achieving the outcomes?   What doesn’t? 
What works well from the students’ perspectives?   What doesn’t? 
Is this typical of your discipline?   What else is done? 
What other dominant practices are there in the discipline? 
Where does the program ‘fit’ in terms of the wider picture of 

career/professional development of the participants? 
Philosophical 
underpinnings 
 

What is the philosophical approach of the curriculum?  
Where does ‘ethics education’ fit in terms of other programs? 
What happens when something comes up in discussion that is unethical? 
How is assessment used to address ethical beliefs/attitudes of learners? 

Professional 
development 
context 
 

How does the program prepare professionals for initial employment? 
How does the program contribute to individuals’ personal effectiveness? 
How does the program represent ‘best practice’?   In what ways? 
How does the ethics education field influence/inform your program? 
How have you applied these lessons in your context? 

Informing military 
ethics education 

What happens internationally within your discipline? 
What are the similarities with your approach?   What are differences? 
Why do you think that is? 
What can military ethics learn from other professional disciplines? 
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Appendix C: Analysis of ARCTMP Content and Related Materials 
Module Learning Outcomes (MLO) and ARCTMP Details Lesson Plan Details Resources/Artefacts and PPT Details 
MLO 1.2.3 Handle detainees and non-combatants 
From: CLO 1.2 Comply with the conventions of Armed 
Conflict   and PW handling 
(40 mins duration) 
 
References 
• DI(G) OPS 33-1 Australian Defence Force Law of 

Armed Conflict Training (1994) 
• ADDP 06.4 Law of Armed Conflict (2006)  
• ADDP 06.1 Rules of Engagement (2006) 
• LWP-G 0-2-4 All Corps Junior Commanders Aide-

Memoire (2009) 
• LWP-G 7-7-1 All Corps Individual Soldier Skills (2009) 
• AJP-2 Allied Joint Intelligence, Counterintelligence and 

Security Doctrine (2003) 
 

Teaching points 
• Who qualifies as a detainee or non-combatant? 
• Communication with detainee or non-combatant (verbal 

and nonverbal) 
• Reasons for handling 
• Principles 

o Protection from violence 
o Respect for human rights 
o Control 

• Handling procedures 
o Physical search 

Lesson plan not provided 
 

Resources not provided 
 
PPT not provided  
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Module Learning Outcomes (MLO) and ARCTMP Details Lesson Plan Details Resources/Artefacts and PPT Details 
o Removal of items 
o Entitlement to retention of personal items and safety 

equipment 
• Documentation 
 
Assessment Method 
• Assessment of this Module Learning Outcome requires 

direct observation of the recruit by a Qualified Assessor.  
• Written and/or verbal questions can be used to support 

this assessment.  
• This is to be assessed through the following assessment 

tools: 
o Field Summative Assessment 

MLO 13.1.1 Explain gender awareness and appropriate 
behaviour 
From: CLO 13.1 Work with effectively in a diverse workplace 
(40 mins duration) 
 
References 
• DI(G) PERS 50-1 Equity and Diversity in the Australian 

Defence Force (2001) 
• DI(G) PERS 35-3 Management and Reporting of 

Unacceptable Behaviour (2009) 
• DI(G) PERS 35-4 Management and Reporting of Sexual 

Offences (2009) 
• DI(G) PERS 35-5 Defence Multicultural Policy (2002) 
• DI(G) PERS 35-7 Defence Equity Adviser Network 

Sexual Offences Management Guide (2002) 
• DEO Website 
 

Lesson Plan provided 
 
Lesson Objective quoted in Lesson Plan 
(p 1) 
• At the end of this lesson, the trainee 

will be able to explain the soldier’s 
responsibility in a team environment, 
why men and women are enlisted in 
defence, the difference in physical 
standards for men and women. Sexual 
harassment and the actions on being 
sexually harassed. 
 

Teaching Points 
• Soldierly conduct and team behaviour 

and equity (p 1) 
• Unacceptable Behaviour (p 2) 

Resources not provided 
 
PPT provided 
 Scope of lesson: (PPT Slide 4) 

o “During this lesson you will be taught about 
gender awareness and inappropriate 
behaviour. The reason you are taught this is so 
do not commit a harassment or discrimination 
related offence” 

 Teaching points listed as (PPT Slide 4)  
o Soldierly conduct and team behaviour 
o Equity 
o Unacceptable behaviour 
o Types of unacceptable behaviour 
o Workplace diversity 
o Avenues of redress 

 References quoted in PPT (Slide 5) 
o DI(G) PERS 50-1  
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Module Learning Outcomes (MLO) and ARCTMP Details Lesson Plan Details Resources/Artefacts and PPT Details 
Teaching points 
• Soldierly conduct and team behaviour 
• Equity 
• What is considered as unacceptable behaviour 

o Offensive, belittling, abusive or threatening another 
person 

o Adverse to morale, or 
o Otherwise not in the interest of Defence. 

• Types of unacceptable behaviour: 
o Harassment 
o Workplace bullying 
o Gender Harassment 
o Sexual Harassment 
o Discrimination 
o Inappropriate relationship 
o Abuse of power. 

• Workplace diversity include: 
o Age 
o Gender 
o Ethnicity 
o Beliefs 
o Education 
o Experience 
o Religious Beliefs 
o Sexual preferences 

• Avenues of redress 
 
Assessment Method 
• The assessment criteria of this Learning Outcome is to be 

assessed by observing the trainee's ability to 

• Unacceptable Behaviour (continued) 
(p 3) 

• Army’s policy on unacceptable 
behaviour (p 4) 

• Dealing with Unacceptable Behaviour 
(p 4) 

• Workplace diversity (p 6) 
 

References not quoted in lesson plan 
 
Definitions provided in lesson plan 
• Equity: Treating each other with 

respect and dignity regardless of 
gender, race, religion, background, 
sexual orientation or beliefs 

• Unacceptable Behaviour: Any 
behaviour that produces a negative, 
degrading affect on an individual or 
team 

• Discrimination: Where individuals are 
singled out for special favours or 
unjust attention based on sex, race, 
disability, religion or other social 
reasons 

• Abuse of Power: Exploiting seniority 
to gain favour 

• Diversity: Diversity is about 
inclusiveness and making the most of 
differences in the workplace. 
Diversity seeks to capitalise on the 

o DI(G) PERS 35-3  
o DI(G) PERS 35-4  
o DI(G) PERS 35-7  
o “Tough Training” is referred to in Slide 9  
o DI(G) PERS 35-3 Annex B paragraphs 18 – 

21 
 “Soldierly Conduct & Team Behaviour: Forget 

preconceived ideas. Treat everybody with 
respect. Accept individual differences. Develop 
teamwork. REMEMBER - Everyone is a 
Soldier” (slide 8) 

 Equity: “Treating each other with respect and 
dignity regardless of gender, race, religion, 
background, sexual orientation or beliefs. Equity 
does not mean treating everyone the same, it 
means treating everyone fairly” (Slide 9). 
“Equity means to give everyone a fair go with 
appropriate access to training opportunities, 
development opportunities, fair working 
conditions and opportunities for promotion. But 
equity does not assume that everyone has the 
same abilities, qualifications, experience or that 
everyone will reach the same level.  Rather, the 
emphasis is on providing everyone with an equal 
opportunity to make the most of their talents and 
abilities.  Equity does not mean sameness; it 
means fairness.” (Slide 9 Notes) 

 TOUGH TRAINING: “Refer to DI(G) PERS 35-
3 Annex B paragraphs 18 - 21. Elicit examples of 
tough training from the audience. An essential 
element of military training is to replicate or 
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Module Learning Outcomes (MLO) and ARCTMP Details Lesson Plan Details Resources/Artefacts and PPT Details 
demonstrates an awareness of equity and diversity 
practices and procedures throughout his/her attendance 
on the Recruit Course 

diverse talents and skills of all 
personnel. 

 
Statement of relevance (Lesson 
Conclusion) (p 5-6) 
• During this lesson you have been taught 

gender awareness and appropriate 
behaviour (p 5) 

• The reason you are taught this is so 
you can understand the soldiers 
responsibility in a team environment, 
why men and women are enlisted in 
defence, the difference in physical 
standards for men and women, sexual 
harassment and the actions on being 
sexually harassed (p 6) 

 
Pedagogical strategies used 
• Providing definitions of terms 

(quotes) 
• Links between definitions with 

examples provided 
• Questioning/Q&A techniques: 

• e.g.: Recruits asked to provide 
examples of ‘Tough Training’ 
(PPT Slide 9) 

 
Definitions provided in PPT taken from 
Lesson Plan 
 
 

simulate contemporary operating environments 
in order to prepare individuals to the physical and 
mental stresses those environments generate. Can 
the activity be linked to an operational training 
outcome? Has it been conducted within the 
boundary of workplace health and safety? 
Unauthorised training and unauthorised 
administrative consequences are not ‘tough 
training’. Tough training is reasonable and 
designed to meet a specific operational aim.” 
(Slide 9 Notes) 

 Unacceptable Behaviour:” Any behaviour that 
produces a negative, degrading effect on an 
individual or team. Offensive, belittling, abusive 
or Threatening behaviour towards another person 
is UNACCEPTABLE. This behaviour is averse 
to morale and is not in the interest of Defence”. 
(Slide 14) 

 Types of Unacceptable Behaviour: “Harassment. 
Discrimination. Inappropriate relationships. 
Abuse of power.” (Slide 15) 

 “Harassment can be: Workplace harassment, 
Gender harassment, Sexual harassment” (Slide 
16) 

 “Workplace Harassment/Bullying: Based on 
difference; Ability or inability to perform tasks” 
(Slide 17) 

 “Gender Harassment: Contributed to by: 
Different requirements for males and females; 
Corps and job requirements; Physically different 
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- different testing standards; Harassment on these 
grounds is unacceptable.” (Slide 18) 

 “Sexual Harassment: Unwelcome; Uninvited; 
Unreciprocated; Undeserved” (Slide 19) 

 Sexual Harassment: Sexual Harassment can be: 
Verbal; Visual; Physical (Sexual Assault); Sexual 
offences are illegal.” (Slide 20) 

 “*Explain the difference between sexual offences 
and sexual harassment. Sexual offences usually 
involve some form of physical action or touching 
whereas harassment is generally the 
conversations or behaviour regarding sexuality, 
and in circumstances where a reasonable person 
would be offended, humiliated or intimidated. 
Sexual Offences are criminal offences and must 
be handled accordingly. Sexual Offences are to 
be reported immediately to ADFIS and the Chain 
of Command.” (Slide 20 Notes) 

 “Discrimination: Where individuals are singled 
out for special favours or unjust attention based 
on sex, race, disability, religion or other social 
reasons.” (Slide 23) 

 “Inappropriate Relationships: Consent by both 
parties; Conducted in workplace; Non-gender 
specific; Can occur across all ranks/seniority; 
Using seniority to influence a relationship is 
NOT in this category - it is abuse of 
power/sexual harassment” (slide 24) 

 “Inappropriate workplace relationships - Refer to 
DI(G) PERS 35-3 Annex B paragraphs 34-35. 
Staff and trainee relationships involving sexual 
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relations or private intimacy are prohibited in all 
ADF schools and training establishments. All 
staff and trainee existing or pre-existing 
relationships involving sexual relations or private 
intimacy must be declared. Relationships 
between trainees involving sexual relations or 
private intimacy are prohibited during initial 
entry (recruit) training. Inappropriate 
relationships may tend to give the perception to 
others of favouritism that disadvantages others.” 
(Slide 24 Notes) 

 “Abuse of Power: Exploiting seniority to gain 
favour: Financially; Work based; Sexually.” 
(Slide 25) 

 “Abuse of power may occur when, for example, 
a supervisor expects a subordinate to go out and 
buy their lunch – not just as a once-off favour.” 
(Slide 25 Notes) 

 “Army’s Policy on Unacceptable Behaviour: 
Zero Tolerance” (Slide 28) 

 “Zero Tolerance: Army has a zero-tolerance 
policy on unacceptable behaviour. Unacceptable 
behaviour has a disproportionately negative 
effect on Army effectiveness: Breaks down 
teamwork; Destroys morale; Impacts 
significantly on unit effectiveness. Legally 
enforceable by Federal legislation.” (Slide 29) 

 “Army Rules for a Fair Go: Bring honour to your 
country, the Army, your mates and yourself. 
Respect and use the Army values of:  Courage, 
Initiative, Respect, Teamwork. Earn the trust and 
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loyalty of your team. Don't let your mates down. 
Be accountable for your actions and decisions. 
Encourage your mates to do the same. Treat 
others as you want them to treat you” (Slide 30) 

 Dealing with Unacceptable Behaviour: No 
requirement to advise an offender that they are 
causing an offence. You can: Do nothing – but 
what will change? Fix it yourself; Self-resolution 
and Supported self-resolution; Seek assistance 
from your supervisor; Advise Chain of 
Command. It will help if you record what 
occurred and any note witnesses.”  (Slide 34) 

 “What can YOU do if you are subjected to UB? 
Do nothing You can choose to do nothing.  
However, this will not improve the situation – do 
nothing and nothing will change. The other 
person may not know that they have offended 
you. Self-resolution: The complainant can choose 
to talk with the respondent 'one on one'.  An 
Equity Adviser or a Defence Equity Advice Line 
operator can assist in preparing appropriate 
assertive language. Sometimes, for example, just 
saying, 'Please don’t speak to me like that' 
immediately after the person has said offending 
words, will work. There is also a formula that 
helps to get the message across: 'When I am 
spoken to angrily, I find it really hard to 
concentrate and just want to leave the room. I 
would be more comfortable if I was not spoken 
to like that.' Note the use of 'I' statements and not 
blaming the other person – this assertive manner 
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affirms your rights without damaging others’ 
rights. Supported self-resolution. The 
complainant resolves the situation for themselves 
with the respondent but requests the presence of 
a third party for support.  The support person 
does not speak on behalf of the complainant or 
become involved in any discussion between the 
complainant and respondent but only provides 
moral support.  Complain to the chain of 
command/management. You can complain to 
your supervisor. NB If the complaint is about 
your supervisor you have the right to complain to 
the next level up.” (Slide 34 Notes) 

 “Reporting: Points of contact for reporting 
unacceptable behaviour: Section Commander; 
Platoon SGT / Pl Comd; Unit Equity Advisers; 
‘Fair Go’ hotline; Written concern placed within 
PL Concerns box located in the PL foyer (Green 
letter box)” (Slide 35) 

 “Avenues of Redress of Grievance: What if I am 
not happy with the resolution? Formal Redress of 
Grievance action can be initiated by any member 
of any rank at any time after all other avenues of 
approach have been taken. This is not the first 
course of action” (Slide 35) 

 “What options are available for resolving 
complaints? Internal Informal: 1. Self-resolution; 
2. Supported self-resolution; 3. Complaint to 
supervisor or chain of command; 4. Alternative 
dispute resolution (e.g.: conciliation/arbitration). 
Internal Formal: 5. Formal complaint to chain of 



Appendices 
 

 
301 

 

Module Learning Outcomes (MLO) and ARCTMP Details Lesson Plan Details Resources/Artefacts and PPT Details 
command; 6. Redress of Grievance. External 
Formal: 7. Ombudsman; 8. Human Rights and 
Equal Opportunities Commission;9. Ministerial; 
and 10. Civil police. Dealing with Harassment: 1. 
Object and tell the offender to stop. 2. Make a 
record of what has happened 3. Note any 
witnesses 4. Report incident through chain of 
command 5. Contact the Unit Equity Advisor 6. 
Inform the CO 7. Contact the Harassment Toll 
Free Number 8. Contact the HREOC” (Slide 35 
Notes) 

 “What is Diversity: Age; Ethnic background; 
Beliefs; Education; Experience; Religious 
beliefs; Gender; Sexual preference” (Slide 40) 

 “What is Diversity? Diversity is about 
inclusiveness and making the most of differences 
in the workplace. Diversity seeks to capitalise on 
the diverse talents and skills of all personnel.” 
(Slide 40 Notes) 

 “Summary: Fair Go for all. Everyone is here for 
the same purpose – serving the Nation. There is 
no place in the Army for Unacceptable 
Behaviour. Army comes down hard on 
Offenders. Always attempt to solve problems at 
the lowest level, but use your chain of command 
if the matter is not resolved” (Slide 50) 

 “During this lesson you have worked to a good 
standard. Over the last 40 mins you have been 
taught gender awareness and appropriate 
behaviour within the ADF. The reason you have 
been taught this is so that you as future AS 
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Soldiers understand what is expected of yourself 
and your colleagues in the ADF. Main points to 
remember is to Treat everybody with respect, 
Accept individual differences, Develop 
Teamwork and remember - everyone is a 
soldier.” (Slide 50 Notes) 

 The PPT uses 25 pictures which include 5 
pictures depicting women soldiers and one 
picture depicting a woman in a workplace 
harassment context (stock photo). There is one 
depiction of a soldier who is possibly Asian (not 
clear) but no depictions of soldiers who are ATSI 
or from other ethnic groups.  Two pictures are 
used (Slide 1 and Slide 52) which could be seen 
as using gender-based humour – but do not really 
enhance the lesson in any way. They could be 
interpreted as reinforcing an anti-female 
stance/attitude. One graphic (Slide 24) depicts a 
number of dead bodies (possibly WWII 
concentration camp victims) with the text: 
“Remember this: Don’t Fraternize”. The topic of 
this slide is Inappropriate Relationships. 

MLO 14.1.2 Explain the requirement for soldierly conduct 
(80 mins duration) 
 
References 
• LWD 1 The Fundamentals of Land Warfare (2008) 
• LWP-G 7-7-1 All Corps Individual Soldier Skills (2009) 
• ATI 1-19/13 Codes of Conduct for Instructors and 

Trainees (2013) 
• Chief of Army's Rules for a Fair Go 

Lesson Plan provided 
 
Lesson Objective quoted in Lesson Plan 
(p 1):  
• At the end of this lesson, the trainee 

will be able to outline the personal 
qualities and attributes of today’s 
soldiers; and further, have an 
understanding of recruit training. 

Resources not provided 
 
PPT not provided  
 
Additional Notes in TMP:  
• Note new content:  Army’s cultural and ethical 

foundation is its values and the bonds of trust and 
respect between each and every person who joins 
in service to our Nation. Our values – Courage, 
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• Chief of Army 31/13 Introduction of ‘Respect’ as Army’s 

Fourth Value (2013) 
 

Teaching points 
 Self-assessment of their own ability to serve their country 

at the completion of Recruit / IET training: 
 Army's CORE Values (CIRT) 

o Courage 
o Initiative 
o Respect and 
o Teamwork 

• Discipline: 
o Conduct 
o Dress and Bearing 
o Personal Organisation 
o Teamwork 

• Performance 
o Ability to Learn 
o Application 
o Initiative 
o Endurance/PT 
o Confidence 

• Attitude: 
o Maturity 
o Interpersonal Relations 
o Acceptance of Procedure 

• Historical Performance of Australian Soldiers 
• Similarities to recruits past and present 
• Aims of Recruit Training 
• Service in the Army 

 
Teaching Points 
• History of Australian soldiers (p 1) 
• Army’s Core Values (p 2) 
• Attributes for training & soldiering  (p 

3).  
• References not quoted in lesson plan 
 
History of Australian soldiers 
• Australian Soldiers have a very long 

history and a very proud reputation of 
serving this country.  

• From a small Australian contingent in 
the Sudan War in the 1800’s to 
Afghanistan and Iraq today, 
Australian soldiers are well known for 
their professionalism, courage and 
mateship. 

• The tales of Gallipoli where the spirit 
of the ANZAC was born. During the 
Battle for the Gallipoli Peninsula, 
men were locked in fierce battles for 
months, living in filth, constantly 
fighting a relentless enemy, and while 
we did not win Gallipoli, we earned 
the respect of our enemy and many 
around the world for our endurance, 
initiative, and physical and mental 
courage. 

Initiative, Respect and Teamwork (CIRT) are 
foundation pillars as Army strives to build a 
more just and inclusive culture that enables the 
contribution of all its people to be fully realised: 

• Courage, moral and physical, to act in the best 
interests of the Nation and the Army; including 
the moral strength and professionalism to balance 
the will to win with compassion, and mateship 
with duty. 

• Initiative to explore opportunities and embrace 
innovation to improve Army and our service to 
our Nation. 

• Respect for ourselves, our colleagues, our 
community and our history of service to the 
Nation; acknowledging that each one of us has 
earned the right to wear the Rising Sun Badge 
and the responsibility to uphold the values and 
traditions it symbolises. 

• Teamwork to support each other, our Australian 
community, our allies and our regional security 
partners in striving to achieve our mission; in a 
world connected by digital communication, such 
national and international ‘communities’ exist in 
both physical and online domains. 
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• Motivational brief by Week 7 Recruit/s 
• Overview of recruit training 
• Performance counselling 
• Discipline (SQ1, DO & Charges) 
• Extra Training 
• Formative & Summative Assessment Policy 
• Medical issues (preventative measures) 
• Increase in Privileges 
• How demeanour /perception changes as the course 

progress 
• Coping mechanisms 
• Increase in confidence 
• General attitude towards training (good & bad) 
• Short Leave 
 
Assessment Method 
• Assessment of this Module Learning Outcome requires 

direct observation of the recruit by a Qualified Assessor 
(QA) under the full range of demanding and rigorous 
circumstances afforded during his/her training.  

• Any determination of NYC in this competency unit is to 
be arrived at via the Board of Studies process. 

• Observations of the recruit is to be monitored and 
recorded utilising the following assessment tools: 
o Ongoing Assessment Record (OAR) 
o Recruit Weekly Reports 

• Australian soldiers have taken the 
ANZAC Spirit into every battle, war 
and mission since. Through WWI, 
WWII, Malaya, Vietnam, Somalia, 
Cambodia, Rwanda, East Timor, 
Solomon Islands, Sinai, Israel, Iraq 
and Afghanistan. 

• Australian soldiers have a great base 
to leverage from. Solid training, pride 
in their profession, initiative, courage 
and teamwork all helps to keep the 
ANZAC Spirit alive. 

• You are now part of this great 
Australian legend, so be true to our 
forefathers and sisters and give it your 
all. It is now up to you to carry on the 
spirit of ANZAC. 

 
Attributes for training and soldiering 
• Discipline 

o Conduct 
o Dress and Bearing 
o Personal Organisation  
o Teamwork and Mateship 

• Performance 
o Your ability to learn relies upon 

many factors 
o Application 
o Initiative 
o Endurance 
o Confidence 
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• Attitude 

o Maturity 
o Interpersonal relations 
o Acceptance of procedure 

 
Statement of relevance (Lesson 
Conclusion) (p 5-6) 
• During this lesson you will be taught 

the history of Australian soldiers, 
Army’s core values, attributes for 
training and soldiering, service in the 
Army, overview of recruit training, 
performance standards and similarities 
of recruits past and present. The 
reason you are taught this is so that 
you, as recruits, have an understanding 
of the soldierly qualities that you must 
display throughout your service in the 
Army (p 4) 
 

Pedagogical strategies used 
• Questioning/Q&A techniques 

14.1.16 Loyalty and Honour (Week 2 theme) 
(40 mins duration) 
 
References 
• LWD 1 The Fundamentals of Land Warfare (2008) 
• LWD 0-2 Leadership (2013) 
• LWP-G All Corps Junior Commanders Aide-Memoire 

(2009) 

Lesson plan provided  
 

Lesson Objective 
• At the end of this lesson, the trainee 

will be able to explain how we apply 
and the importance of loyalty and 
honour within the Australian Army 

References quoted in lesson plan 
consistent with TMP  

Resources provided  
• Video Artefact: “Band of Brothers” (3:14 mins): 
o Fictional WWII US Army Section in dug-in 

position awaiting attach form enemy followed 
by fire fight, treatment and evacuation of 
casualty 

o Used as introduction (arousal) to lesson. 
Comment in PPT: “This is how previous diggers 
have expressed these qualities” (slide 42) 
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Teaching Points 
• Loyalty to 
• Leaders, Subordinates, and Mates 
• Obligations 
• Honour 
• Honouring the Army 
• Honouring those who served in it 
• Maintaining high standards 
• Leading by example 
 
Assessment Method 
• Assessment of this Module Learning Outcome requires 

direct observation of the recruit by a Qualified Assessor 
(QA) under the full range of demanding and rigorous 
circumstances afforded during his/her training. Any 
determination of NYC in this competency unit is to be 
arrived at via the Board of Studies process. 

• Observations of the recruit is to be monitored and 
recorded utilising the following assessment tools: 
o Ongoing Assessment Record (OAR) 
o Recruit Weekly Report 

 
Definitions provided in lesson plan 
• “Loyalty – faithful to one’s 

allegiance, oath, engagements or 
obligations. Faithful to any leader, 
party, or cause or to any thing or 
person conceived as imposing 
obligations”. 

• “Honour - living by strong moral 
principles, comradeship, honesty, 
respect for others, selflessness, 
dedication to duty” 

 
Resources cited in lesson plan 
• Band of Brothers (video clip) 
• Special Orders 
 
Pedagogical strategies used 
• Providing definitions of terms 

(quotes) 
• Questioning/Q&A 
• Use of media examples (pictures and 

video) 
 
Historic Examples used 
• LT F.P Bethune (WW1 Special 

Orders) – loyalty to superiors (Slides 
44-45) 

• MAJGEN H.E. Elliott (WWI)– 
loyalty to subordinates (Slide 46) 

• Audio Artefact: “Hey True Blue” by John 
Williamson (approx. 3 mins): 

o Used as introduction (arousal) to lesson. 
Comment in PPT: “This is how previous diggers 
have expressed these qualities” (slide 42) 

o PPT montage of images to the soundtrack of 
John Williamson’s song “True Blue”. Montage 
of 34 historical pictures ranging from WWI to 
current era consisting of: one image of military 
graves (no people depicted); 2 images of female 
soldiers; 34 images of male soldiers; two images 
depicting non-Anglo individuals (one of 
Australian soldiers with East Timorese children 
and other of WWII Australian soldier with 
Papuan national). 

• Written Artefact: Special Orders to No.1 Section 
13 March 1918 by LT F.P Bethune: 
o Used as example of Loyalty to Superiors 

(Slides 44-45) 
 
PPT provided  
• Quote used to define ‘loyalty’: “The greater the 

loyalty of a group toward the group, the greater is 
the motivation among the members to achieve 
the goals of the group, and the greater the 
probability that the group will achieve its goals.”- 
Rensis Likert, Author (slide 41) 

• Macquarie Dictionary definition of laity provided 
as: “Faithful to your allegiance, oath, 
engagements or obligations; Being faithful to any 
leader, party or cause” (slide 42) 
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• PTE John Simpson Kirkpatrick 

(WWI) – loyalty to mates (Slide 47) 
• CPL Benjamin Roberts-Smith VC 

MG (current era) - Lead by example 
(Slide 62) 

• Lesson emphasises link between loyalty and 
mateship: “Put simply - Loyalty to one's leaders, 
subordinates, and peers is the basis of trust and 
the Army ethos of mateship” (Slide 43). 

• Special Orders historic example used to illustrate 
loyalty to superiors (Slides 44-45). 

• Obligations defined and described as (Slide 50):  
o To always act in a way that will bring credit 

to the Australian Army. This includes:  
• Acting professionally at all times, 
• Being aware that civilians will look at 

you & judge you, 
• Being aware of how you act and speak in 

public, 
• Always supporting your mates. 

o As a soldier we have an obligation to the 
Army. When we enlist, we must always act 
in way that will bring credit upon the Army 
and act professionally at all times.  

o As a soldier it is important that you always 
back your mate and always be there for 
him/her.  

o As a leader you have an obligation to your 
team, and you must always put them before 
yourself and lead by example at all times.  

o Civilians will always look at the way you act 
particularly when you are in uniform, you 
have an obligation to civilians because as a 
soldier you are also representing them 

• Honour defined as (Slides 53-55): 
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o Honouring the Army and  
o Honouring those who served in it  

• High Standards – not defined but described as: 
o As soldiers we are expected by the society, 

we protect to have higher standards than 
those of the community (Slide 61) 

• Leading by Example: not defined. Some 
confusion in describing such as:  As a soldier you 
should try to lead by example so that your peers 
look at you and try to maintain the standards in 
which you have been set. If a leader does not lead 
by example, then the subordinate’s loyalty 
towards him will start to waiver. If as a leader we 
do not lead by example, then how do we expect 
our soldiers to perform to the standards required. 
(Slide 62) 

• Main points of lesson stated as (slide 72): 
o Loyalty and Honour are hallmarks of the 

Australian Soldier 
o What you do well reflects positively on the 

Defence Force. And Vice Versa. 
o Honour the memory of our fallen Diggers by 

upholding our customs and traditions 
o You wear the same uniform that our 

forefathers have fought and died in on 
operations overseas. By this, you represent 
them every day. 

• In addition to photo montage, the PPT uses 12 
pictures which includes one depiction only of a 
female soldier and no depiction of soldiers who 
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are identifiable as Aboriginal or from other 
ethnic groups.  

14.1.17 Mateship and Teamwork (Week 3 theme) 
(40 mins duration) 
 
References 
• LWD 1 The Fundamentals of Land Warfare (2008) 
• LWD 0-2 Leadership (2013) 
• LWP-G All Corps Junior Commanders Aide-Memoire 

(2009) 
 
Teaching Points 
• Equality 
• Trust 
• Tolerance 
• Friendship 
 
Assessment Method 
• Assessment of this Module Learning Outcome requires 

direct observation of the recruit by a Qualified Assessor 
(QA) under the full range of demanding and rigorous 
circumstances afforded during his/her training. Any 
determination of NYC in this competency unit is to be 
arrived at via the Board of Studies process. 

• Observations of the recruit is to be monitored and 
recorded utilising the following assessment tools: 
o Ongoing Assessment Record (OAR) 
o Recruit Weekly Report 

 

Lesson plan provided  
 

Lesson Objective 
• Display an appreciation of the values 

of Mateship and Teamwork 
 

References quoted in lesson plan not 
consistent with TMP. 

 
References cited in Lesson plan 
• LWD 1 The Fundamentals of Land 

Warfare (2008); 
• LWD 0-2 Leadership (2013); and 
• VC Information: 

http://www.anzacday.org.au/educatio
n/medals/vc/austlist.html (Australian 
War Memorial list of Australians who 
have won the Victoria Cross) 
 

Definitions not provided in lesson plan 
 

Resources cited in lesson plan 
• Case Study: Band of Brothers clip 

“The recruits will watch five minutes 
of Band of Brothers after a short brief 
that they are to watch and analyse for 
any ideas of mateship and teamwork. 
This will be followed by the way 

Resources provided  
• Video Artefact: CPL Bob Christie interview 

excerpt (52 secs): 
o Veteran talking about supporting other 

soldiers through adversity in Japanese POW 
camps and links this to strong mateship 

• Video Artefact: “Band of Brothers” excerpt (6:00 
mins): 
o Fictional WWII US Army Section attaching 

enemy gun position 
o Used to “demonstrates how a team can 

achieve tasks when its members work 
together effectively under strong leadership” 
(slide23) 

 
PPT provided 
• Definition of mateship and teamwork not 

provided; however, several statements regarding 
importance of mateship and teamwork are given 
throughout lesson: 
o “Everyone should have some experience 

with mateship and teamwork from playing 
sport or in the workplace. However, in Army 
mateship and teamwork are required in a 
very different set of circumstances than 
civilian life” (slide 6) 

o “Mateship is regarded as an Australian 
military virtue. Anywhere in the world, the 
Australian Army has a reputation of 

http://www.anzacday.org.au/education/medals/vc/austlist.html
http://www.anzacday.org.au/education/medals/vc/austlist.html
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mateship and teamwork are integrated 
into 1 RTB” (p 2). 

 
Other Points in Lesson Plan 
• Revision. Gender awareness & 

appropriate behaviour (p 1) 
• “Link teaching points to WW2 and 

types of teams involved (bomber crew, 
tank squadron, rifle squad)” (p 2) 

 
Historic Examples used 
• CPL Bob Christie (WWII Japanese 

POW) 
 
Pedagogical strategies used 
• Providing definitions of terms  
• Questioning/Q&A 
• “Allow the recruits to provide their 

opinions on mateship and teamwork. 
Follow this up with the effects 
mateship and teamwork has on the 
Australian Army. Once the recruits 
have provided responses, the instructor 
will teach the definitions IAW the 
references” (Lesson Plan, p 2)  
 

Use of media examples (pictures and 
video) 

upholding high levels of mateship. From 
Gallipoli, WW2, Korea, and Vietnam our 
history has set us up with a great reputation. 
Shows our high regard for equality, loyalty 
and selflessness. More than just friendship, it 
is being loyal and giving up your own needs 
and wants for your mates.  Key defining trait 
of Australian Army personnel. Solidified in 
Gallipoli conflict” (Slide 7) 

o “Cooperative or coordinated effort on the 
part of a group of persons acting together as 
a team or in the interests of a common cause, 
unison for a higher cause or people working 
together for a selfless purpose. Using the 
strengths of more than any one member to 
cover weak points and effectively achieve a 
united goal. Gives all members a single title, 
something to be proud of and commitment to 
each other, the team and the goal.” (Slide 8) 

• Principles of mateship and teamwork quoted as 
being “equality, trust, tolerance and friendship” 
(Slides 11-15). 

• Use of video clip (Band of Brothers) used to 
illustrate: “Reason for structuring recruit training 
around the Platoon: Instils the value of teamwork 
from the beginning; Gives recruits a shared 
identity;  Gets recruits accustomed to Army’s 
structure” (Slide 25) 

• The PPT uses 11 pictures which include one 
depiction only of a female soldier and one 
depiction of soldiers who are identifiable as 
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Aboriginal or from other ethnic groups (IE: 
Papuan).  

14.1.18 Physical and Moral Courage (Week 4 theme) 
(40 mins duration) 
 
References 
• LWD 1 The Fundamentals of Land Warfare (2008) 
• LWD 0-2 Leadership (2013) 
• LWP-G All Corps Junior Commanders Aide-Memoire 

(2009) 
 

Teaching Points 
• Moral Courage 

o Difficult decisions 
o Standing up for what is right 

• Physical Courage 
o Fear of the unknown 
o Comfort zones 

 
Assessment Method 
• Assessment of this Module Learning Outcome requires 

direct observation of the recruit by a Qualified Assessor 
(QA) under the full range of demanding and rigorous 
circumstances afforded during his/her training. Any 
determination of NYC in this competency unit is to be 
arrived at via the Board of Studies process. 

• Observations of the recruit is to be monitored and 
recorded utilising the following assessment tools: 
o Ongoing Assessment Record (OAR) 
o Recruit Weekly Report 

Lesson plan provided  
 

Lesson Objective 
•  Explain Physical and Moral Courage 

within the Army. 
 

References quoted in lesson plan not 
consistent with TMP. 

 
References cited in Lesson plan 
• LWD 1 The Fundamentals of Land 

Warfare (2008); 
• Junior Leadership on the Battlefield; 
• Army Ethos and Values; and 
• VC Information: 

http://www.anzacday.org.au/educatio
n/medals/vc/austlist.html (Australian 
War Memorial list of Australians who 
have won the Victoria Cross) 

 
Definitions provided in lesson plan: 
• “Courage:  The quality of mind that 

enables one to encounter difficulties 
and danger with firmness or without 
fear” (p 2) 
 

Resources cited in lesson plan:   

Resources provided  
 

Historical example used: 
• SGT Stanley Robert McDougall VC: Details of 

his VC action are listed as:  
o “Was on watch at a post on the 47th’s right 

flank when he heard approaching enemy.  
When a Lewis gun team was knocked out by 
an enemy bomb McDougall snatched up the 
Lewis gun and attacked two enemy machine-
gun teams and killed their crews. He turned 
one of the captured machine guns on to the 
enemy, killing several, and routing that 
wave. Meanwhile, about 50 Germans had 
crossed the Australian-held railway.  
McDougall turned his gun on them before 
they had time to establish themselves behind 
the battalion.  When his ammunition was 
spent, he seized a bayonet and charged, 
killing three men and an enemy officer who 
was just about to kill an Australian officer. 
McDougall then used a Lewis gun on the 
enemy, killing many, and forcing the 
surrender of the remaining thirty-three 
enemy.” (Slide 6) 

 
PPT provided 
• Definition of courage provided: “Courage:  The 

quality of mind that enables one to encounter 

http://www.anzacday.org.au/education/medals/vc/austlist.html
http://www.anzacday.org.au/education/medals/vc/austlist.html
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 • Case Study: Sergeant Stanley Robert 

McDougall (WWI) 
• Band of Brothers clip referred to but 

not specified/provided. 
 
Other Points in Lesson Plan 
• Revision. Gender awareness & 

appropriate behaviour (p 1) 
• “Link teaching points to WW2 and 

types of teams involved (bomber crew, 
tank squadron, rifle squad)” (p 2) 

 
Historic Examples used 
• Sergeant Stanley Robert McDougall 

(WWI) 
 

Pedagogical strategies used 
• Providing definitions of terms 

(quotes) 
• Links between definitions with 

examples provided 
• Questioning/Q&A 

o (e.g.: Questions on physical 
courage - In your own words 
describe fear of the unknown and 
comfort zone (Lesson Plan, p4)) 

• Use of media examples (video) 
o (e.g.: Band of Brothers’ video and 

questions and answers (Lesson 
Plan, p4)) 

difficulties and danger with firmness or without 
fear. Physical:  1. Pertaining to the body.  2.  
Denoting the properties of matter or energy other 
than those that are chemical, it is peculiar to 
living matter. Moral:  1. Pertaining to the right or 
wrong conduct or the distinction between right 
and wrong. 2. Concerned with the principles of 
ethical rules.” (Slide 4) 

• Definition given for moral courage: “The 
ultimate measure of a man is not where he stands 
in moments of comfort and convenience, but 
where he stands at times of challenge and 
controversy. --Martin Luther King Jr” (Slide 9)  

• Linking of concepts of Moral Courage and 
Integrity: “War is chaotic and full of moral 
dilemmas; It often involves the need for restraints 
in situations where normal constraints are absent 
or sublimated. Integrity, demonstrated through 
moral courage, is therefore essential for a holistic 
approach to soldiering and for sustaining the will 
to fight, even in cases of mortal danger. Leaders 
and peers who set a good example earn respect 
for their professional abilities and personal 
qualities. Integrity also involves dedication to the 
mission or task at hand without any loss of moral 
perspective. Concerning the proper enforcement 
of military discipline, the appropriate 
employment of force in combat and the 
protection of non-combatants.” (Slide 10) 

• Linking concepts of Moral Courage and Will to 
Fight: “Moral courage is concerned with the 
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individual and collective will to fight. It is 
produced by confidence in the cause concerned, 
nurtured by moral leadership and sustained by 
high morale. Moral courage is reflected in the 
high priority given to character issues, character 
training and moral education in the Army's 
recruitment and promotion processes, and in the 
Army's war fighting culture. It is also reflected in 
the emphasis on spiritual guidance provided by 
Army chaplains. The moral component of 
fighting power reflects the Army's role as a last-
resort warfighting instrument of a Western liberal 
democracy, within an international system still 
striving for the resolution of disputes through 
reason and the rule of law” (Slide 11) (NB: photo 
of Gandhi used here!!) 

• Discussion of Fear restricted to context of battle: 
“Fear, and Fear of the unknown: With few 
exceptions, everyone on the battlefield will 
experience fear in some form or other, and in 
varying degrees. … Key to combating fear is to 
control it and this will largely be influenced by 
how well the individual has been trained and 
prepared for battle... The soldier who will stand 
and fight does so because to him there is a 
greater fear than the battlefield can generate; that 
is the fear of letting down his mates or the team” 
(Slide 14) 

• Photo Examples (no text indicating how linked to 
teaching points) 
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o CPL Mark Donaldson VC (current era) 

(Slide 7) 
o CPL Benjamin Roberts-Smith VC MG 

(current era) (Slide 8) 
o Mahatma Gandhi (??) (Slide 11) 

• The PPT uses 13 pictures. There are no depictions 
of female soldiers or soldiers who are identifiable 
as Aboriginal or from other ethnic groups.  

14.1.19 Compassion and Honesty (Week 5 theme) 
(40 mins duration) 
 
References 
• LWD 1 The Fundamentals of Land Warfare (2008) 
• LWD 0-2 Leadership (2013) 
• LWP-G All Corps Junior Commanders Aide-Memoire 

(2009) 
 
Teaching Points 
• Empathy (sympathy) 
• Trust 
• Humane 
• Honesty 

o To self 
o To others 

• Lack of Honesty 
• Destruction of team 
 
Assessment Method 
• Assessment of this Module Learning Outcome requires 

direct observation of the recruit by a Qualified Assessor 

Lesson plan provided  
 

Lesson Objective 
•  Explain Compassion and Honesty 

within the Army 
 
References quoted in lesson plan not 
consistent with TMP. 

 
References cited in Lesson Plan 
• LWD 1 The Fundamentals of Land 

Warfare (2008); 
• Junior Leadership on the Battlefield; 
• Army Ethos and Values;  
• VC Information: 

http://www.anzacday.org.au/educatio
n/medals/vc/austlist.html  

• Details of the My Lai Massacre: 
http://en.wikipedia.org/wiki/My_Lai_
massacre 
 

Resources provided  
• Video Artefact: “Platoon” excerpt (2:00 mins): 

o Fictional WWII US Army Section illegal 
killing in Vietnamese village  

 
PPT provided 
• Definitions provided from Macquarie Dictionary: 

o Compassion: The feeling of sorrow or pity 
for the sufferings or misfortunes of another. 
Honesty: 1. Honourable in principles, 
intentions and actions. 2. Showing 
uprightness and fairness. 3. Open and 
sincere.  4. Truthful, candid, creditable” 
(Slide 8 – as per lesson plan) 

o Empathy: “Mentally entering into the feeling 
or spirit of a person or thing. A feeling a 
soldier may have towards their mates, 
especially if they are injured. Not just feeling 
sorry for them but feeling the pain with them. 
Australian soldiers are known for being 
empathetic to their mates but also to 
wounded enemy.” (Slide 13 – as per lesson 
plan) 

http://www.anzacday.org.au/education/medals/vc/austlist.html
http://www.anzacday.org.au/education/medals/vc/austlist.html
http://en.wikipedia.org/wiki/My_Lai_massacre
http://en.wikipedia.org/wiki/My_Lai_massacre
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(QA) under the full range of demanding and rigorous 
circumstances afforded during his/her training. Any 
determination of NYC in this competency unit is to be 
arrived at via the Board of Studies process. 

• Observations of the recruit is to be monitored and 
recorded utilising the following assessment tools: 
o Ongoing Assessment Record (OAR) 
o Recruit Weekly Report 

 

Definitions provided in lesson plan (p 2-3) 
taken from Macquarie Dictionary 
• “Compassion: The feeling of sorrow 

or pity for the sufferings or 
misfortunes of another. Honesty: 1. 
Honourable in principles, intentions 
and actions. 2. Showing uprightness 
and fairness. 3. Open and sincere.  4. 
Truthful, candid, creditable”  

• “Empathy:1. Mentally entering into 
the feeling or spirit of a person or 
thing. 2.  Appreciative of a perception 
or understanding”  

• Trust: 1. Reliance on the integrity, 
justice, of a person or on some quality 
or attribute of a thing. 2. One on 
whom or that on which one relies. 3. 
The state of being relied on, or the 
state of one to whom something is 
entrusted. 4. To depend on, to have 
confidence in, reliance, and 
confidence. 

• Humane: 1. Characterised by 
tenderness and compassion for the 
suffering or distressed.  

 
Historic Examples used 
• CPL Mark Donaldson VC (current 

era) (Slide 9) 

• Other definitions/descriptions used in lesson: 
o Trust: “The state of being relied on, or the 

state of one to whom something is 
entrusted.” “Trust is the basic building block 
of the Army family. This is the first thing 
that is built in any group. It is the glue that 
binds a unit together. The simplest tasks are 
made easier when there is trust in a small 
unit that are all applying themselves. 
Truthfulness is the main element of 
character.” - Brian Tracy (Slide 14) 

o Honesty: “Be honest with yourself. Be 
honest with your mates. A lack of honesty 
leads to… Destruction of the team!” (Slide 
17) 

o Humane: “Characterised by tenderness and 
compassion for the suffering or distressed.”  
“This is a quality that separates the 
disciplined soldier from the mob mentality.  
Once a man is out of the fight he is cared for 
and afforded the best treatment available 
regardless if he is friend or foe.” (Slide 18) 

• My Lai Massacre Example of “Opposite to 
Humane” (slides 19-24)  

• The PPT uses 13 pictures. There are no 
depictions of female soldiers or soldiers who are 
identifiable as Aboriginal or from other ethnic 
groups.  
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• My Lai Massacre (US Army incident 

in Vietnam War): text and photos 
used (Slides 19-24) 

 
Pedagogical strategies used 
• Providing definitions of terms 

(quotes) and linked to historical 
examples (p 2) 

• Questioning/Q&A 
• Use of media examples (pictures and 

video) 
• Use of motivational quotes 

o (e.g.: “Truthfulness is the main 
element of character” Brian Tracy 
(Lesson Plan, p 3) 

• Use of historic case study  
o (e.g.: Opposite of Humane: My 

Lai Massacre (Lesson Plan, p 3)) 
 
Other Points in Lesson plan include 
• Example of opposite of Humane: Mei 

Lai Massacre, Abu Gharab Prison 
Incident (p 3-4) 

14.1.20 Dedication to Duty (Week 6 theme) 
(40 mins duration) 
 
References 
• LWD 1 The Fundamentals of Land Warfare (2008) 
• LWD 0-2 Leadership (2013) 

Lesson plan not provided  
 
Pedagogical strategies used 
• Questioning/Q&A  

• Explain commitment in your own 
words (slide 10) 

• Use of media examples (pictures) 

Resources not provided 
 
PPT provided 
• Explanation/description of Dedication to Duty: 
o “Seven things compose Australian Soldier’s 

dedication to duty: Commitment; Willingness 
to learn; Professional mastery; 
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• LWP-G All Corps Junior Commanders Aide-Memoire 

(2009) 
 

Teaching Points 
• Commitment 
• Dedication to duty (wiliness to learn) 
• Duty to know your job 
• Professionalism 
• Duty - 24 hours a day (no such thing as a 9 to 5 soldier) 
• Meeting goals and expectations 
• Self-discipline 
 
Assessment Method 
• Assessment of this Module Learning Outcome requires 

direct observation of the recruit by a Qualified Assessor 
(QA) under the full range of demanding and rigorous 
circumstances afforded during his/her training. Any 
determination of NYC in this competency unit is to be 
arrived at via the Board of Studies process. 

• Observations of the recruit is to be monitored and 
recorded utilising the following assessment tools: 
o Ongoing Assessment Record (OAR) 
o Recruit Weekly Report 

 

• Use of examples with each main 
teaching point 
o Having the resolve to aim 

towards something and strive to 
achieve it (slide 10) 

• Use of hypothetical questions 
o Example: One of the members of 

the platoon you don’t normally 
socialise with breaks his leg. 
What would you do? (Slide 12) 

 

Professionalism; 24-hour duty; Self-discipline; 
Will to Win.” (Slide 6) 

• Explanation/example of Commitment: 
o Having the resolve to aim towards something 

and strive to achieve it We show 
commitment to our: Job; Country; Mates. 

o Examples: Be the best shot in the platoon; 
Become the fastest runner at 2.4km in your 
unit; Pass the SAS Selection Course. (Slide 7) 

• Explanation/example of Professional Mastery: 
o Knowing your individual role and 

responsibilities. Being a subject matter 
expert. 

o Example: A rifleman knowing his role as 
part of a platoon and demonstrating this by 
his behaviour. (Slide 11) 

• Explanation/example of Professionalism: 
o Not only believing but living Army’s values. 

Realise that serving in the Army is not about 
you. Work with others to get the job done, 
despite what you might think of them. 

o Example: One of the members of the platoon 
you don’t normally socialise with breaks his 
leg. What would you do? (Slide 12) 

• Lesson Conclusion: 
o Commitment – Having the resolve to aim 

towards something and strive to achieve it.  
o Willingness to learn – Always strive to 

improve yourself, the Army encourages us to 
always progress and progression builds our 
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abilities. Professional mastery – Knowing 
your individual role and responsibilities.  

o Professionalism – Not only believing, but 
living Army’s values, realise that serving in 
the Army is not about you and work with 
others to get the job done, despite what you 
might think of them.  

o 24-hour duty – You are always a member of 
the Army, can be called in for duty at any 
time, must always act in a way that brings 
credit to the Army, your unit and mates.  

o Self-Discipline – Doing what’s right when 
no-one is looking and having the mental 
strength to maintain your commitment.  

o Will to win – Desire to prevail no matter the 
cost and a quality expected of every soldier. 
(Slide 25) 

• The PPT uses 17 pictures. There are no 
depictions of female soldiers or soldiers who are 
identifiable as Aboriginal or from other ethnic 
groups.  

14.1.21 Will to Win (Week 7 theme)  
(40 mins duration) 
 
References 
• LWD 1 The Fundamentals of Land Warfare (2008) 
• LWD 0-2 Leadership (2013) 
• LWP-G All Corps Junior Commanders Aide-Memoire 

(2009) 
 
 

Lesson plan not provided  
 

Resources not provided 
 
PPT not provided  
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Teaching Points 
• Professionalism 
• Determination 
• Tenacity 
• Physical fitness 
• Initiative 
• Resourcefulness 
• Self confidence 
• Controlled aggression 

 
Assessment Method 
• Assessment of this Module Learning Outcome requires 

direct observation of the recruit by a Qualified Assessor 
(QA) under the full range of demanding and rigorous 
circumstances afforded during his/her training. Any 
determination of NYC in this competency unit is to be 
arrived at via the Board of Studies process. 

• Observations of the recruit is to be monitored and 
recorded utilising the following assessment tools: 
o Ongoing Assessment Record (OAR) 
o Recruit Weekly Report 

14.1.22 Develop self - awareness [sic] of self and others 
(200 mins duration) 
 
Colour Key:  

Covered or partially covered in Workshop 1 
Covered or partially covered in Workshop 2 

 
References 
• LWD 1 The Fundamentals of Land Warfare (2008) 

Lesson plans provided 
 

Lesson Plans cover/partially cover a 
number of MLOs and only partially cover 
Teaching points listed in TMP. 

 
References quoted in lesson plans not 
consistent with TMP. 

 

Resources provided  
• Written Artefact: Workbook 1 used for all 

lessons in Workshop 1 
o 26 pages – includes pictures, quotes, 

diagrams, and space for notes. 
o 5 photos are used: no depictions of female 

soldiers or soldiers who are identifiable as 
Aboriginal or from other ethnic groups. 
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• LWD 0-2 Leadership (2013) 
• LWP-G 0-2-4 All Corps Junior Commanders Aide 

Memoire (2009) 
 

Teaching Points 
• Develop an appreciation of own life journey 

o Identify key elements of individual journey 
o Identify characteristics of each individual 
o Develop an understanding of own ‘world view' 

• Develop an appreciation of other's life journeys 
o Identify key elements of others' life journeys & 

personal characteristics 
o Develop a respect for difference in others (supports 

18TO17) 
o Identify key elements of learning & maturity process 
o Confirm appropriate sources of self-esteem 

• Develop an appreciation for the new environment 
o Identify changes in outlook (since beginning 

training) 
o Identify personal growth (since beginning training) 
o Develop greater understanding of ‘freedom' and 

‘belonging' 
o Review simple coping mechanisms (supports 

18TO19) 
• Understand the Army ethos (video "Recruit") 

o Identify & appreciate components of recruit training 
o Appreciate importance of personal characteristics 
o Establish link with Army Values & Beliefs (supports 

18TO16-21) 
 
 

References cited in Lesson Plans 
• LWD 0-2-2 Character (2005) 
• Workbook 1  
• Workbook 2  
 
Workshop 1 Lesson 1: Introduction & 
Life Journey 
Training Objectives/ Lesson Outcomes 
• Develop an appreciation in each 

recruit of own life journey and life 
journey of others 

• Develop an understanding of change 
agents in life. 

• Develop an understanding of our own 
actions/reactions. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

PPTs provided  
 
 
 
 
Workshop 1 Lesson 1: Introduction & Life 
Journey 
• Workbook 1 
• Video Artefact: “1RBT DRN” (5:33 mins): 

o Address to Recruits by CO 1RTB (LTCOL 
Darcy).  

o Points of interest include: mention of Army 
Values – but excludes value of “Respect”; 
mention of ANZAC experiences at Gallipoli 

o Dated - doesn’t list ‘Respect” as Army 
Value. 

Workshop 1 Lesson 1: Introduction & Life Journey 
PPT 
• Purpose of Character Development lessons 

introduced: “The nature of military service is that 
soldiers will be called upon to serve in 
circumstances where peaceful resolution of 
conflict has failed. The purpose of developing a 
soldier’s character is to instil the qualities and 
attributes that allow them to adapt to their 
environment and to consistently make the right 
decisions despite the pressures of fear, chaos, and 
danger. (LWD 0-2-2, 1-3)” (Slide 3) 

• The PPT uses 7 pictures. There are two 
depictions of female soldiers but no soldiers who 
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Assessment Method 
• Assessment of this Module Learning Outcome requires 

direct observation of the recruit by a Qualified Assessor 
(QA).  

• Written and/or verbal questions can be used to support 
this assessment.  

• This is to be assessed through the following assessment 
tools: 
o Recruit participation 
o Group participation 
o Observation by a Chaplain 

 

 
 
 
 
 
 
Workshop 1 Lesson 2: Introduction to 
Character 
Training Objectives/ Lesson Outcomes 
• Begin to understand the importance of 

Character 
• Understand the meaning of character 

and its application in life and the army 
environment.  

• Understand the role of change agents 
in life. 

• Understand the power of our own 
action/reaction. 

 
 
 
 
 
 
 
 
 
 
 
 
 

are identifiable as Aboriginal or from other 
ethnic groups. 

• While Lesson Plan cites the use of the “Defence 
Values DVD” this was not provided. The Video 
provided was “1RTB – DRN” 

 
Workshop 1 Lesson 2: Introduction to Character  
• Workbook 1 
• Video Artefact: “Superman” movie excerpt (2:11 

mins).  
o Used as part of group discussion about 

“What makes a Hero” (Slide 2) 
Workshop 1 Lesson 2: Introduction to Character 
PPT 
• Definition of Character: - “Inner qualities of a 

person that are evident in behaviour that is 
positive and constructive in the development of 
self, relationships and community” (LWD 0.2.2 
1-3) (Slide 4) 

• Purpose of Character Training: “The purpose of 
developing a soldier’s character is to instil the 
qualities and attributes that allow them to adapt 
to their environment and to consistently make the 
right decisions despite the pressures of fear, 
chaos and danger”. (LWD 0.2.2, 1-3) (Slide 6) 

• Character and Combat: “The stark reality of war 
and its consequences shatter any myth of a 
romantic notion of serving God and country. To 
remain effective in battle, soldiers must realise 
and prepare themselves for this reality before 
being committed to operations. To go into battle 

14.1.23 Understand and develop character 
(440 mins duration) 
 
Colour Key:  

Covered or partially covered in Workshop 1 
Covered or partially covered in Workshop 2 

 
References 
• LWD 1 The Fundamentals of Land Warfare (2008) 
• LWD 0-2 Leadership (2013) 
• LWP-G All Corps Junior Commanders Aide Memoire 

(2009) 
• ATI 4-1 Character Training (1999) 

 
Teaching Points 
• Understanding character 

o Develop an understanding of change agents in life 



Appendices 
 

 
322 

 

Module Learning Outcomes (MLO) and ARCTMP Details Lesson Plan Details Resources/Artefacts and PPT Details 
o Develop an understanding of our own 

actions/reactions 
o Define ‘character' 
o Illustrate ‘character' from hero/role models 

• Understanding the influence of character 
o Identify place of ‘the will' and ‘moral courage' in 

decision making (supports 18MLO18) and ‘integrity' 
in life. 

o Establish the place of ‘character' in a soldier's life & 
belief 

• Understand the development of character 
o Identify the influence of belief on character & values 

(supports 18TO22) 
o Identify role of faith in enhancing character & values 
o Understand ‘grief' and ‘loss' in personal development 
o Develop appropriate character & belief-framework 

understandings (supports 18MLO16,20) 
• Develop a healthy values framework 

o Identify personal values framework 
o Identify role of feelings, will and moral courage 
o Develop personal values framework (supports 

18MLO16-21) 
• Identify spiritual support/personal growth opportunities 

o Understand prayer as a personal support/change 
agent (supports 18MLO20) 

o Develop understanding of role of the chaplain (video 
‘Say a Prayer for Me') 

 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
Workshop 1 Lesson 3: Develop 
Character  
Training Objectives/ Lesson Outcomes 
• Begin to understand the influence and 

development of Character 
• Understand and take control of the 

influences that form our character.  
• Identify the place of will, moral 

Courage & integrity in decision 
making. 

• Identify the influence of belief/ world 
view on character. 

 
 
 
 
 
 
 
 

mentally unprepared can have devastating 
impacts on motivation, morale and character.” 
(LWD 0.2.2, 2-10) (Slide 13) 

• The PPT uses 11 pictures. There are no 
depictions of female soldiers and no soldiers who 
are identifiable as Aboriginal or from other 
ethnic groups. 

• Lesson Plan refers to activity using Scenario 
Cards as part of group discussion on Defence 
Values.  

 
Workshop 1 Lesson 3: Develop Character  
• Workbook 1 
• Video Artefact: “Hitchhikers Guide to the 

Galaxy – The Answer is 42” excerpt (2:11 mins).  
o Fictional depiction of people asking a 

computer about the meaning of life. 
• Video Artefact: “COL Tim Collins Speech” 

excerpt (3:30 mins): 
o Fictional depiction British Colonel briefing 

troops prior to deployment into Iraq in 2001.  
Workshop 1 Lesson 3: Develop Character PPT 
• Character Training: Character Training Model is 

used to develop your Character. Character 
Training Model referenced from: LWD 0.2.2, 4-7 
See diagram. (Slide3 and 4)  

• “Each person is responsible for what they are, 
say and do. Heredity and environment have a 
tremendous influence on a person’s life, but 
ultimately, individuals must take responsibility 
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Assessment Method 
• Assessment of this Module Learning Outcome requires 

direct observation of the recruit by a Qualified Assessor 
(QA).  

• Written and/or verbal questions can be used to support 
this assessment.  

• This is to be assessed through the following assessment 
tools: 
o Recruit participation 
o Group participation 
o Observation by a Chaplain 

 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Workshop 1 Lesson 4: Reflection 
Training Objectives/ Lesson Outcomes 
• Begin to develop an appreciation for 

the new environment of army life  
• Develop awareness of self and others. 

and accountability for themselves and their 
actions.” (LWD 0.2.2, 1-2) (Slide 5) 

• Linking character to the use of military orders – 
“Empowering Action: Orders make things 
Happen. An order gives you the information you 
need to Act. In the same way our belief system is 
the foundation that gives us the information we 
need to make decisions and take action.” (Slide 
6) 

• Belief System Defined as: “The overall 
perspective from which one sees and interprets 
the world. A collection of beliefs about life and 
the universe held by an individual or a group.”  
(The American Heritage Dictionary of the 
English Language, Third edition, 1992) (Slide 7) 

• Power of Belief: “Beliefs are fundamental to the 
way people derive their sense of meaning and 
purpose in life. This has profound implications 
for soldiers who may be required to take life on 
the battlefield. (LWD 0.2.2, 1-7)” (Slide 10) 

• The PPT uses 7 pictures. There are no depictions 
of female soldiers and no soldiers who are 
identifiable as Aboriginal or from other ethnic 
groups. 

 
Workshop 1 Lesson 4: Reflection 
• Workbook 1 
• Written Artefact: Poem “Man in the Mirror”  

(Slide 2) 
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• Identify Key elements of personal life 

journeys and Characteristics and 
identify them in others. 

• Develop respect for differences in 
others. 

• Identify Key elements of learning and 
maturity process. 

• Confirm appropriate sources of self-
esteem. 

 
 
 
 
 
 
 
Workshop 1 Lesson 5: Character 
Training 
Training Objectives/ Lesson Outcomes 
• Begin to develop an understanding of 

Army Ethos. 
o Understand the Development of 

character in a military 
environment. 

o Identify influences on character 
in the training environment. 

o Relate current experience to army 
beliefs & values. 

o Highlight the demands on 
relationships in the Army 
environment 

• Visual Artefact: Picture Cards. Set of photos 
used in facilitation of group discussion about 
Recruits’ life experiences before Kapooka and 
now (Slide 3) 

Workshop 1 Lesson 4: Reflection PPT 
• Respect: “A belief in the dignity and value of 

people is of primary importance. It implies both a 
respect for self and a respect for others. . . This 
dignity is not a privilege granted by community 
or state but rather is part of the fundamental 
nature of being human.” (LWD 0-2-2, 1-2.) 
(Slide 5) 

The PPT uses 6 pictures. There is one depiction of a 
female soldiers and no soldiers who are identifiable 
as Aboriginal or from other ethnic groups. 
 
Workshop 1 Lesson 5: Character Training 
• Workbook 1 
• Video Artefact: “P Company: The Making of a 

Marine” (50:26 mins).  
o 1980s documentary about selection course 

for British Paratroop Company  
o Sighted in lesson as rationale for use of video: 

“We can better understand military training by 
comparing and contrasting with Military 
training in other countries” (Slide 2) 

Workshop 1 Lesson 5: Character Training PPT 
• Training & Character: “Military service places 

demands on individuals that are not faced in 
general society. Implied in this is the need to 
develop soldiers able to meet the challenges of 
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Workshop 1 Lesson 6: Values 
Training Objectives/ Lesson Outcomes 
• Assist recruits in developing a healthy 

values framework. 
• Understand the role of Values in 

military life. 
• Identify personal values. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

service life and, ultimately, close combat. 
Adherence to a set of shared values and the 
Army’s ethos provides the foundations of 
successful soldiering.” (LWD 0-2-2, 3-1) (Slide 
6) 

• The PPT uses 9 pictures. There is one depiction 
of two female soldiers in a group and no soldiers 
who are identifiable as Aboriginal or from other 
ethnic groups. 

 
Workshop 1 Lesson 6: Values 
• Workbook 1 
Workshop 1 Lesson 6: Values PPT 
• Values: “Values, in the broadest sense, identify 

what an individual or organisation deems 
important” (LWD 0-2-2, 1-20); “Values guide 
behaviour and help people make decisions” 
(LWD 0-2-2, 1-20) (slide 2) 

• “What we believe shapes our values. Our values 
shape what we DO” (Slide 3) 

• Values Exercise: “What are your values? Identify 
five personal values & list them in order. Have 
your values been influenced by your experience 
here at Kapooka? How? How do values affect 
your life? Identify the meaning and practical 
application of the list of values given to your 
group.” (Slide 6-7) 

• Living your values: “The conduct of warfare is 
inherently complex and dangerous; ultimately, it 
is the character of the soldier that creates the will 
necessary to win in battle. It is the foundational 
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Workshop 1 Lesson 7: Spirituality 
Training Objectives/ Lesson Outcomes 
• Confirm personal growth and spiritual 

support opportunities. 
o Understand the Role of 

spirituality in military life. 
o Develop the understanding of the 

role of the chaplain. 
o Understand prayer as a personal 

support/change agent. 
 
 
 
 
 

element that strengthens soldiers to be committed 
to the team, to have courage and display moral 
leadership in circumstances of chaos, fear, 
danger, and uncertainty. It is founded on a 
coherent belief and values system.” (LWD 0-2-2, 
1-21) (Slide 7) 

• The PPT uses 9 pictures. There is one depiction 
of two female soldiers in a group and no soldiers 
who are identifiable as Aboriginal or from other 
ethnic groups. One picture depicts an Australian 
soldier (male) interacting with two civilians who 
are possibly Papuan or Torres Strait people. One 
photo depicts an Australian soldier (male) 
conducting a vehicle check with three other men 
who are identifiable as Middle Eastern. 

 
Workshop 1 Lesson 7: Spirituality 
• Workbook 1 
• Video Artefact: “Say a Prayer for Me” (56:16 

mins)  
o Documentary on the role of Australian army 

chaplains during the Vietnam War. 
o Provides insight into the role of chaplains and 

the history of army chaplaincy. (Slide 4) 
• Video Artefact: “Goose Green” excerpt (14:00 

mins) 
o 1980s documentary on the role of British 

Marines in the Falklands War 
o Makes link between spirituality and battlefield 

performance/success (Slide 6) 
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• Written Artefact: Poem “Soldiers Prayer” (Slide 
10) 

Workshop 1 Lesson 7: Spirituality PPT 
• Spirituality:” The root of character is a coherent 

belief and values system. The morale, stamina 
and, therefore, the combat capability of an Army 
relies as much on spiritual and moral qualities as 
it does on physical fitness and skills – perhaps 
more so when soldiers are under stress” (LWD 0-
2-2,1-7) (Slide 3) 

• Role of the Padre: “Religious Ministry. Pastoral 
Care. Training. Provide Advice. Administration 
and Management.” (Slide 8) 

• Prayer:” Australian society is diverse, and the 
soldiers drawn from it increasingly reflect a 
broad range of spiritual views. The Army 
acknowledges and respects this diversity and the 
Soldiers’ Prayer provides a bond for individuals 
to rededicate themselves to the values and ideals 
of the Australian Army and the service of the 
Australian people irrespective of personal 
beliefs” (LWD 0-2-2, 1-7) (Slide 9) 

• Soldiers Prayer: ““Almighty God, whose 
command is over all, and whose love never fails, 
let me be aware of your presence, and obedient to 
your will. Keep me true to my best self and help 
me to so live that I can stand unashamed before 
my mates, my loved ones and you. Give me the 
will to do my duty and help me to accept my share 
of responsibility with a strong heart and a cheerful 
mind. Make me considerate of those with whom I 
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Workshop 1 Lesson 8: Personal Goal 
Setting 
Training Objectives/ Lesson Outcomes 
• Understand and Set Goals. 

o Identify Purpose and effect of 
Personal Goals 

o Examine Goal setting techniques 
o Identify personal Goals. 

Pedagogical strategies used 
• Providing definitions of terms (quotes 

form doctrine) 
• Questioning/Q&A technique used  
• Group discussion widely used  
• Use of media examples (workbook, 

poetry, photos, pictures and video) 

live and work, and faithful to the duties my 
country has entrusted to me. Let my uniform 
remind me daily of the traditions of the Army in 
which I serve. When I am inclined to doubt, 
strengthen my faith. When I am tempted to sin, 
help me to resist. When I fail, give me the courage 
to try again. Guide me with the light of your truth 
and keep before me the life and example of Jesus 
in whose name I pray. Amen.” (Slide 10) 

• The PPT uses 9 pictures. There are no depictions 
of female soldiers and one picture where there 
are possibly two soldiers depicted who are 
identifiable as Aboriginal or from other ethnic 
groups. 

 
Workshop 1 Lesson 8: Personal Goal Setting 
• Workbook 1 
Workshop 1 Lesson 8: Personal Goal Setting PPT 
• Goals: “Goal - the result or achievement toward 

which effort is directed; an aim or end. The 
terminal point in a race. Goals are a powerful 
motivating force. Goals are shaped by values and 
needs” (Slide 2) 

• Goal Setting: “Is your Goal SMART:  Strategic, 
Measurable, Achievable, Realistic,  Time bound” 
(Slide 4) 

• Personal Goal Setting Exercise: “Identify 3 Goals 
- 6 Months - 2 Years - 5 Years. Identify 2 
practical things that you are required to do to 
achieve each of these Goals.” (Slide 6) 
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o Workbook used also included 

prompted spaces for learner 
notes/responses 

o Sets of pictures used for group 
discussion purposes 

o Videos include fiction, 
documentary, dramatizations, and 
Army produced resources) 

• The PPT uses 5 pictures depicting people. There 
are no depictions of female soldiers and no 
pictures depicting soldiers who are identifiable as 
Aboriginal or from other ethnic groups. 

 
 
 
 
 

14.1.26 Develop life skills 
(120 mins duration) 
 
Colour Key:  

Covered or partially covered in Workshop 1 
Covered or partially covered in Workshop 2 

 
References 
• LWD 1 The Fundamentals of Land Warfare (2008) 
• LWD 0-2 Leadership (2013) 
• LWP-G All Corps Junior Commanders Aide Memoire 

(2009) 
• ATI 4-1 Character Training (1999) 

 
Teaching Points 
• Review life and military experience to date 
• Review and reinforce soldierly qualities and values 

(video: "Defence Values") (reviews and supports 
18TO16-21) 
o Loyalty and Honour 
o Mateship and Teamwork 

 
 
 
 
 
 
 
 
 
Workshop 2 Lesson 1: Revision 
Training Objectives/ Lesson Outcomes 
• Develop life skills in a team setting. 
• Develop an appreciation of Personal 

Changes & Growth. 
• Review Personal Values & Goals. 
• Understand application of Values & 

Goals in team Setting 
 
 
 
 

Resources provided 
• Written Artefact: Workbook 2 used for all 

lessons in Workshop 2:  
o 19 pages – includes pictures, quotes, 

diagrams, and space for notes. 
• Workbook 2: 8 photos are used: no depictions of 

female soldiers or soldiers who are identifiable as 
Aboriginal or from other ethnic groups. 

 
Workshop 2 Lesson 1: Revision 
• Workbook 2 
• Video Artefact: “COL Tim Collins Speech” 

repeated excerpt (3:30 mins) from Workshop 1 
(Slide 8): 
o Fictional depiction British Colonel briefing 

troops prior to deployment into Iraq in 2001.  
• Video Artefact: “Defence Values” (22:29 mins): 

o Australian War Memorial about the Siege 
Tobruk in WWII (Slide 14) 
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Module Learning Outcomes (MLO) and ARCTMP Details Lesson Plan Details Resources/Artefacts and PPT Details 
o Physical and Moral Courage 
o Compassion and Honesty 
o Dedication to Duty 
o Will to Win 

• Understand and respond appropriately to a changing 
environment 
o Taking responsibility for own actions 
o Coping with pressure and change 
o Advanced decision-making 
o Turning negatives into positives 
o Maintaining integrity 
o Enabling success (linked with 18TO20 The Will to 

Win) 
 
Assessment Method 
• Assessment of this Module Learning Outcome requires 

direct observation of the recruit by a Qualified Assessor 
(QA).  

• Written and/or verbal questions can be used to support 
this assessment.  

• This is to be assessed through the following assessment 
tools: 
o Recruit participation 
o Group participation 
o Observation by a Chaplain 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Workshop 2 Lesson 2: Defence Values 
Training Objectives/ Lesson Outcomes 
• Develop life skills in a team setting. 

o Understand application of 
Defence Force Values in team 
setting. 

o Confirm the need for a belief 
system, personal character, and 
integrity to ensure “success” as a 
soldier. 

 
 

Workshop 2 Lesson 1: Revision TTP 
• Purpose of Character Development lessons 

revision  
• Defence Values: “Values, in the broadest sense, 

identify what an individual or organisation deems 
important. . . Values guide behaviour and help 
people make decisions. The Army’s core values 
of ‘courage’, ‘respect’, ‘initiative’ and 
‘teamwork’ come from its ethos. They are 
implicit in the Defence senior leadership values 
of ‘professionalism’, ‘loyalty’, ‘innovation’, 
‘courage’, ‘compassion, ‘integrity’ and 
‘teamwork’.” (LWD 0-2-2, 1-20) (Slide 16) 

• The PPT uses 15 pictures. There are two 
depictions of female soldiers but no soldiers who 
are identifiable as Aboriginal or from other 
ethnic groups. One photo depicts an Australian 
soldier with two Middle Eastern civilians. 

 
Workshop 2 Lesson 2: Defence Values 
• Workbook 2 
• Written Artefact: Scenario Cards. Two sets of 

scenarios which each consist of 6 different short 
word pictures of values related issues.  

Workshop 2 Lesson 2: Defence Values PPT 
• Defence Values: “The root of character is a 

coherent belief and values system. The morale, 
stamina and, therefore, the combat capability of 
an Army relies as much on spiritual and moral 
qualities as it does on physical fitness and skills – 

14.1.27 Develop as a member of a team 
(240 mins duration) 
 
Colour Key:  

Covered or partially covered in Workshop 1 
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Module Learning Outcomes (MLO) and ARCTMP Details Lesson Plan Details Resources/Artefacts and PPT Details 
Covered or partially covered in Workshop 2 

 
References 
• LWD 1 The Fundamentals of Land Warfare (2008) 
• LWD 0-2 Leadership (2013) 
• LWP-G All Corps Junior Commanders Aide Memoire 

(2009) 
• ATI 4-1 Character Training (1999) 

 
Teaching Points 
• Develop interpersonal skills 

o understand qualities of a good relationship/ mateship 
o develop relationship skills, e.g.: communication, 

listening, 
o resolving conflict, being assertive 
o identify relationship ‘blockers' & ‘enablers',          

e.g. forgiveness, pride, arrogance 
o identify ‘personal needs hierarchy' 

• Understand teamwork (supports 18TO16-19) 
o identify types of team, e.g.: section, family, 

club/society 
o understand characteristics of a team, e.g.: trust, 

belonging, goals 
o identify qualities of a good team member in military 

and other contexts 
• Develop as a team member (develops 18TO16-21) 

o apply learning to current team experiences 
o discuss pressures, issues of authority & obedience 

(video ‘Four Hours at My Lai') 
o understand effect of stress on team behaviour 

 
 
 
 
 
 
 
Workshop 2 Lesson 3: Teamwork 
Training Objectives/ Lesson Outcomes 
• Understand and develop teamwork 
• Identify types of teams 
• Understand Characteristics of a team 
• Reflect on teamwork in the context of 

personal relationships 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

perhaps more so when soldiers are under stress.” 
(LWD 0-2-2,1-7) (Slide 5) 

• The PPT uses 8 pictures. There are no depictions 
of female soldiers and no soldiers who are 
identifiable as Aboriginal or from other ethnic 
groups.  

 
Workshop 2 Lesson 3: Teamwork 
• Workbook 2 
• Written Artefact: Story of Maurie Pears form 

Korean War (Slide 8) 
Workshop 2 Lesson 3: Teamwork PPT 

Teamwork: “Teamwork is based on an individual 
and collective commitment to a common 
purpose. Teamwork requires sound leadership at 
all levels, individual competence and mutual trust 
forged in realistic and rigorous collective 
training. Loyalty to one’s leaders, subordinates 
and peers is the basis of trust and the Army ethos 
of mateship.” (LWD 0-2-2, 1-20) (Slide 2) 

• Example: ‘Maurie’ Pears, a platoon commander 
serving with the 1 RAR and 3 RAR in Korea and 
Japan recollects the following: “I learnt many 
things about battle in Korea, principal of which is 
that ‘the team (‘mateship’) is everything’. No 
individual, no matter how brilliant, can achieve 
anything by himself. Korea taught me to care for 
my men and they will care for me. They were as 
close to family as I will ever get.” (Slide 8) 
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o understand value of integrity 
o identify need for principles and moral limits eg 

LOAC (supports 18TO23) 
o reflect on future team scenarios, eg: operations, 

family etc 
o confirm value of good teamwork 

• Take lead in initiating & maintaining relationships 
o identify qualities of a good marriage/defacto 
o apply team qualities to family life & friendships 
o understand need to balance family & service 

requirements 
o understand social responsibility 

 
Assessment Method 
• Assessment of this Module Learning Outcome requires 

direct observation of the recruit by a Qualified Assessor 
(QA).  

• Written and/or verbal questions can be used to support 
this assessment.  

• This is to be assessed through the following assessment 
tools: 
o Recruit participation 
o Group participation 
o Observation by a Chaplain 

 
 
 
 
 
 
Workshop 2 Lesson 4: LOAC  
Training Objectives/ Lesson Outcomes 
• Apply team learning’s to future 

experiences  
o Review and Reflect on the 

principles of the Law of Armed 
Conflict (LOAC) and the Rules 
of Engagement (ROE) 

 
 
 
 
 
 
 
 
 
 
 
Workshop 2 Lesson 5/6: LOAC Case 
Study 
Training Objectives/ Lesson Outcomes 
• Apply team learning’s to future 

experiences. 
• Understand: 

• The PPT uses 9 pictures. There are no depictions 
of female soldiers and no soldiers who are 
identifiable as Aboriginal or from other ethnic 
groups.  In three picture women/girls are depicted 
as soldiers’ wives/children. 
 

Workshop 2 Lesson 4: LOAC  
• Workbook 2 
• Video Artefact: “Sunday Profile - East Timor” 

(16:37 mins): 
o Current affair report on 6RAR activity in 

East Timor (Slide 6) 
Workshop 2 Lesson 4: LOAC PPT 
• Values and LOAC: “IS LOAC Enough? Is there 

a difference between what is legal and what is 
ethical? How do LOAC and the Defence Force 
Values help you to make decisions in the battle 
space? What about when the enemy does not 
follow the rules? Do we still need to follow 
LOAC? Why?” (Slide 5) 

• The PPT uses 6 pictures. There are no depictions 
of female soldiers and no soldiers who are 
identifiable as Aboriginal or from other ethnic 
groups.  

 
Workshop 2 Lesson 5/6: LOAC Case Study 
• Workbook 2 
• Video Artefact: “My Lai” Documentary (1hr 

58:28mins): 

14.1.28 Setting personal and team goals 
(80 mins duration) 
 
Colour Key:  

Covered or partially covered in Workshop 1 
Covered or partially covered in Workshop 2 
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References 
• LWD 1 The Fundamentals of Land Warfare (2008) 
• LWD 0-2 Leadership (2013) 
• LWP-G All Corps Junior Commanders Aide Memoire 

(2009) 
• ATI 4-1 Character Training (1999) 

 
Teaching Points 
• Review and reflect on personal, team and defence 

qualities and values Setting goals and options for future 
(Vision/Mission): 
o identify dreams/hopes/aims 
o specify values 
o apply principles 

• Formulate and discuss goals for two (or more) personal 
and team benchmarks 

 
Assessment Method 
• Assessment of this Module Learning Outcome requires 

direct observation of the recruit by a Qualified Assessor 
(QA).  

• Written and/or verbal questions can be used to support 
this assessment.  

• This is to be assessed through the following assessment 
tools: 
o Recruit participation 
o Group participation 
o Observation by a Chaplain 

o a) boundaries of authority and 
obedience 

o b) effects of stress on team 
behaviour 

o c) value of integrity 
o d) Need for principles and moral 

limits. 
 
 
 
 
 
 
 
 
 
 
 
 
 
Workshop 2 Lesson 7: Team Goals  
Training Objectives/ Lesson Outcomes 
• Understand and Set Goals in a team 

environment. 
• Identify Purpose and effect of team 

Goals 
• Understand Army team Goals 
• Set team Goals at Platoon level. 
 
 
 

o Documentary about US personnel involved 
in My Lai Massacre  

Workshop 2 Lesson 5/6: LOAC Case Study PPT 
• Personal Accountability: “How can stress affect 

team Behaviour? What can I do as an individual 
to prevent something like My Lai happening in 
my team?” (Slide 4) 

• Authority and Obedience: “How do you decide 
when to disobey a direct order?” (Slide 5) 

• Values: “A Key tool in the prevention of war 
crimes is a personal commitment to the ADF 
values: Professionalism, Loyalty, Integrity, 
Courage, Compassion, Initiative, Teamwork” 
(Slide 6) 

• The PPT uses 8 pictures. There are no depictions 
of female soldiers and no soldiers who are 
identifiable as Aboriginal or from other ethnic 
groups.  There are depictions of dead civilians 
both men and women. 

 
Workshop 2 Lesson 7: Team Goals  
• Workbook 2 
• Written Artefact: “I am an Australian Soldier” 

statement.  (Slide 5) 
• Video Artefact: “I am an Australian Soldier” 

(9:16 mins): 
o Army DVD outlining “I Am an Australian 

Soldier” campaign.  
o Depicts historical actions and current 

operations and training.  
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o Depicts male soldiers in operation and in 
‘action’ setting/activities. Depicts few 
women – and only in training related or 
medical settings. 

o Dated - doesn’t list ‘Respect” as Army 
Value. 

Workshop 2 Lesson 7: Team Goals PPT 
• Goals: Revision form Workshop 1 
• Army Team Goals: “The battlefield of the future 

will place increasing responsibility on soldiers of 
all ranks. . . The future battlespace will be 
complex and characterised by the clash of 
technology, politics and culture. . . Such an 
environment requires soldiers with the mental 
agility and strength of character to adapt, yet 
remain mission focused. . . This can only be 
achieved if belief systems are central to the 
development of character and form a solid 
foundation for deriving values and behaviours” 
(LWD 0-2-2, 1-5) (Slide 4) 

• I am an Australian Soldier: “For soldiering in the 
21st Century the Army requires certain 
behaviours that underpin success in complex 
warfighting. These behaviours. . . are: a. Every 
Soldier is an Expert in Close Combat. b. Every 
Soldier is a Leader. c. Every Soldier is Physically 
Tough. d. Every Soldier is Mentally Prepared. e. 
Every Soldier is Committed to Continuous 
Learning and Self-development.  f. Every Soldier 
is Courageous. g. Every Soldier Takes the 
Initiative. h. Every Soldier Works for the Team. 



Appendices 
 

 
335 

 

Module Learning Outcomes (MLO) and ARCTMP Details Lesson Plan Details Resources/Artefacts and PPT Details 
 
 
 
 
 
 
 
 
 
 
 
 
 
Workshop 2 Lesson 8: Mateship 
Training Objectives/ Lesson Outcomes 
• Develop inter-personal skills and 

build relationships 
• Understand mateship in historical, 

cultural and military contexts. 
• Identify what makes a good mate. 
 
Pedagogical strategies used 
• Providing definitions of terms (quotes 

from doctrine) 
• Questioning/Q&A technique used  
• Group discussion widely used  

o Including small group discussion 
and ‘reporting back’ to class 

• Use of media examples (workbook, 
poetry, photos, pictures, historic case 

i. Every Soldier Demonstrates Compassion.” 
(LWD 0-2-2, 1-5) (Slide 5) 

• Team Goals: “The successful soldier completes 
tasks to the required level, attains the goals set 
and contributes to unit capability and mission 
achievement. Perseverance, determination and 
resolve are essential qualities of character for 
task completion.” LWD 0-2-2, 3-7 (Slide 8) 

• The PPT uses 8 pictures. There are no depictions 
of female soldiers and no soldiers who are 
identifiable as Aboriginal or from other ethnic 
groups. 

 
Workshop 2 Lesson 8: Mateship 
• Workbook 2 
• Video Artefact: “The ANZACs” referred to in 

lesson plan but not provided 
 

Workshop 2 Lesson 8: Mateship PPT 
• History of Mateship: “Formation from a hard 

land. The harsh environment in which convicts 
and new settlers found themselves meant that 
men and women closely relied on each other for 
all sorts of help. This concept was furthered by 
the gold rushes and the harsh work environment 
of the land.” (Slide 2) 

• History of Mateship: “Unique Brand of Aussie 
Mateship. In Australia, a 'mate' is more than just 
a friend. It's a term that implies a sense of shared 
experience, mutual respect and unconditional 
assistance.” (Slide 3)  
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studies, decision scenario cares, and 
video) 
o Workbook used also included 

prompted spaces for learner 
notes/responses 

o Sets of pictures used for group 
discussion purposes 

o Videos include fiction, 
documentary, dramatizations, and 
Army produced resources) 

o Scenario cards used to in small 
groups for decision making 
discussion/exercise 

o Case study used with group 
discussion 

• Mates and the Military: “Mateship embraces 
loyalty to leaders, subordinates and comrades, 
and is the foundation that bonds successful 
teams”. (LWD 0-2-2, 1-18, 56) (Slide 4) 

• Mateship & Character: “Mateship and character 
is never shown more truly than in the crucible of 
hardship. Discuss the aspects of mateship shown 
in the scenes from the movie.” (Slide 6) 

• “Mateship involves a sense of belonging and 
sharing, which is largely intangible but 
historically well documented. Mateship formed 
through shared experiences forges deep 
comradeship and understanding between soldiers. 
Effective leadership, loyalty and good humour all 
contribute to the building of mateship. It is a 
virtue that has characterised the Australian digger 
through the generations and one that holds them 
in good stead in the face of danger.” (LWD 0-2-
2, 2-3, 40) (Slide 8) 

•  The PPT uses 9 pictures. There are no depictions 
of female soldiers and no soldiers who are 
identifiable as Aboriginal or from other ethnic 
groups. 

 
MLO 14.1.30 Indigenous Cultural Awareness Training 
(ICAT) - Equity & Diversity 
(20 mins duration) 
 
References 
• Chief of Army Directive 31/13 Introduction of ‘Respect’ 

as Army’s Fourth Value (2013) 

Lesson plan not provided Resources not provided 
PPT not provided 
 
Additional Notes in TMP 
• This MLO is to be used in conjunction with a 15-

minute central video presentation 'Indigenous 
Cultural Awareness Training'. This can be played 
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Teaching points 
• Indigenous history, culture, and their contribution to 

Defence and the nation 
• Challenges to Indigenous Australians within and outside 

of Defence 
• Closing the Gap initiative, Defence, Reconciliation 

Action Plan and Army Indigenous Strategy 
• Benefits of cultural awareness 
 
Assessment Details 
• The MLO assessment criteria will be confirmed through 

the use of Q&A throughout the conduct of the lesson. 

in its entirety using the 'Play All' option, or 
chapters can be played individually. 

• Introduction: The speaker is to provide an 
introduction to the ICAT presentation, 
highlighting the importance of raising awareness 
of Indigenous Culture across Army as it 
improves workplace diversity and contributes to 
enhancing Army capability. 

• Conclusion: At the conclusion of the 
presentation, the speaker should refer participants 
to other resources including the outline campus 
course and Directorate of Indigenous Affairs 
(DIA) for further information. 

• Questions: Participants should be given the 
opportunity to ask questions in the remaining 
lesson time. 
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Appendix D: Headquarters Forces Command - Army 

Correspondence 

 



Appendices 
 

 
339 

 

 

 
  



Appendices 
 

 
340 

 

  
 
  



Appendices 
 

 
341 

 

Appendix E: Research Information Sheet and Research 

Consent Form 
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Appendix F: Values Defined in Doctrine and ARC Lesson 

Plans 
Value Definition  
Compassion Of all the virtues of effective soldering, compassion reflects the unique character 

of the Australian soldier. For the Australian soldier, compassion is instinctive. 
Compassion lies at the heart of the belief in the value and dignity of people. It 
involves destroying the enemy’s will to fight rather than their ability to fight 
(LWD 0-2-2 Character, 2005, Chapter 2 p. 26).  
The feeling of sorrow or pity for the sufferings or misfortunes of another1 
(14.1.19 Compassion and Honesty (Week 5 theme) Lesson Plan, n.d., p. 2). 

Courage Courage is the strength to do what is right, whatever the physical or moral 
challenges. Courage is more than risking life and limb for country, mission and 
mates. It is also about making hard decisions with honesty and integrity. It is 
acting in the best interests of the nation and the Army, in the achievement of the 
assigned mission, whatever the personal consequences (LWD 0-2-2 Character, 
2005, Chapter 1 p. 20). 
Courage is physical and moral. It includes the strength of character to do what is 
right in the face of personal adversity, danger or threat (LWD 0-2-2 Character, 
2005, Chapter 2 p. 13). 
The quality of mind that enables one to encounter difficulties and danger with 
firmness or without fear. Physical Courage: 1. pertaining to the body.  2.  
Denoting the properties of matter or energy other than those that are chemical, it 
is peculiar to living matter. Moral Courage: 1. pertaining to the right or wrong 
conduct or the distinction between right and wrong. 2.  Concerned with the 
principles of ethical rules1 (14.1.18 Physical and Moral Courage (Week 4 
theme) Lesson Plan, n.d., p. 2). 
Moral Courage: The moral component supplies and sustains the will to fight. 
The moral component is the one half of the human dimension of fighting power 
and is reflected most especially in the willingness to endure hardship, danger and 
mortal peril. The other is Physical courage. The moral component of fighting 
power is expressed in, and depends on, essential and interdependent elements: 
purpose and integrity (14.1.18 Physical and Moral Courage (Week 4 theme) 
Lesson Plan, n.d., p. 2). 

Discipline Discipline is a state of mind that produces a readiness for willing and intelligent 
obedience and appropriate conduct. Within the military context it is based on 
good training, self-discipline, high morale, and fair and just treatment. …There 
are three forms of military discipline: a. imposed discipline; b. self-discipline; 
and c. collective discipline (LWD 0-2 Leadership, 2013, Chapter 5 pp. 1-2) 

Empathy Empathy: 1. mentally entering into the feeling or spirit of a person or thing 2. 
appreciative of a perception or understanding1 (14.1.19 Compassion and 
Honesty (Week 5 theme) Lesson Plan, n.d., p. 2). 
This is the feeling the soldier displays to his fellow peers, and superiors. The 
injury of a mate on the battlefield usually causes the rise of emotion in the soldier 
to help. It first rises from the sense that the same could occur to him. The feeling 
is not simply help for your comrades and allies alone. Many cases of Australian 
soldiers aiding the enemy wounded and showing them care as if they were 
mates1 (14.1.19 Compassion and Honesty (Week 5 theme) Lesson Plan, n.d., p. 
3). 

Equity Treating each other with respect and dignity regardless of gender, race, religion, 
background, sexual orientation or beliefs. Equity does not mean treating 
everyone the same, it means treating everyone fairly (13.1.1 Explain gender 
awareness and appropriate behaviour Lesson Plan, n.d., p. 2). 
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Value Definition  
Esprit de 
Corps  

Esprit de Corps embodies regard for the honour and interests of the body to 
which one belongs. It also encompasses team spirit (LWD 0-2-2 Character, 
2005, Preface p. 17; LWD 0-2 Leadership, 2013, p. xxvii). 
Discipline, instilled through training, is fundamental to applying the physical 
means to fight whereas morale sustains the will to fight – the moral component 
of fighting power. Together discipline and morale are the foundations that build 
esprit de corps (LWD 0-2 Leadership, 2013, Chapter 5 p. 1). 
Esprit de corps is best described as a sense of pride in belonging to a unit. It is 
built on the foundations of morale and discipline, and can quite often prove to 
be a deciding factor in battle (LWD 0-2 Leadership, 2013, Chapter 5 p. 7). 

Ethos Ethos relates to organisational identity. The term is loosely used to describe 
characteristics such as inner spirit, morale, esprit de corps, standards and values, 
purpose and mission. (LWD 0-2-2 Character, 2005, Chapter 1 p. 19). 
On joining the Army, soldiers are instilled with the need to adopt certain norms 
of acceptable behaviour. Such norms are embodied in the Army’s ethos and 
values. Ethos relates to organisational identity. The term is loosely used to 
describe characteristics such as inner spirit, morale, esprit de corps, standards 
and values, purpose and mission. Ethos is what makes the Army unique (LWD 
0-2-2 Character, 2005, Chapter 1 p. 19). 
The very identity of an organisation or unit is termed ethos. It is used loosely to 
collectively describe characteristics such as inner spirit, morale, esprit de corps, 
standards and values, purpose and mission Ethos refers to the very identity of an 
organisation or unit. It is used loosely to collectively describe characteristics 
such as inner spirit, morale, esprit de corps, standards and values, purpose and 
mission, all of which contribute to building ethos. Ethos is not ‘given' but 
develops as a product of an organisation's or unit's history. It is created from 
human interaction, past and present and, in this sense, is similar to culture (LWD 
0-2 Leadership, 2013, Chapter 2 p. 2). 

Honesty Honesty: 1. honourable in principles, intentions and actions. 2. showing 
uprightness and fairness. 3. open and sincere.  4. truthful, candid, creditable1 
(14.1.19 Compassion and Honesty (Week 5 theme) Lesson Plan, n.d., p. 2). 

Honour Living by strong moral principles, comradeship, honesty, respect for others, 
selflessness, dedication to duty1 (MLO 14.1.16 Loyalty and Honour (Week 2 
theme) Lesson Plan, n.d., p. 2). 

Humane Characterised by tenderness and compassion for the suffering or distressed1 
(14.1.19 Compassion and Honesty (Week 5 theme) Lesson Plan, n.d., p. 3). 

Initiative Initiative is about taking action when required even without specific orders or 
when issued orders no longer reflect the situation due to rapidly changing 
circumstances. It means showing resourcefulness in achieving the mission, 
innovation in solving problems and overcoming materiel deficiencies through 
improvisation (LWD 0-2-2 Character, 2005, Chapter 1 p. 20; LWD 0-2 
Leadership, 2013, Chapter 1 p. 4). 
Initiative is the use of individual judgement to take advantage of fleeting 
opportunities. It is critical for those taking the initiative to meet the higher intent 
and maintain the aim of the operation (LWD 1 The Fundamentals of Land 
Warfare, 2008, p. 64). 

Innovation It means showing resourcefulness in achieving the mission, innovation in 
solving problems and overcoming materiel deficiencies through 
improvisation…Through effective command and leadership, the Army fosters 
initiative at all levels, with subordinates encouraged to utilise freedom of action 
to exploit fleeting opportunities in battle (LWD 0-2-2 Character, 2005, Chapter 
1 p. 20). 
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Value Definition  
Integrity Integrity is the attribute of individuals who have the professional mastery to deal 

with moral dilemmas. Integrity is founded in the moral courage that enables 
soldiers to make the right decisions in the midst of ambiguity (LWD 1 The 
Fundamentals of Land Warfare, 2008, p. 64).  
Integrity is not face value or correctness – integrity is absolute honesty (LWD 0-
2-2 Character, 2005, Annex B to Chapter 2 p. 2).   
Integrity refers to honesty and truthfulness (LWD 0-2 Leadership, 2013, Chapter 
10 p. 2). 

Mateship  Mateship involves a sense of belonging and sharing, which is largely intangible 
but historically well documented. Mateship formed through shared experiences 
forges deep comradeship and understanding between soldiers (LWD 0-2-2 
Character, 2005, Chapter 2 p. 17; LWD 0-2 Leadership, 2013, Chapter 5 p. 6). 
Mateship embraces loyalty to leaders, subordinates and comrades and is the 
foundation that bonds successful teams. (LWD 0-2 Leadership, 2013, Chapter 2 
p. 3). 
Effective leadership, loyalty and good humour all contribute to the building of 
mateship. (LWD 0-2 Leadership, 2013, Chapter 5 p. 6). 

Morale Morale is a state of mind, a mental attitude of confidence and well-being in 
individuals. While morale can be individual, it can also be collective, such as 
when people identify themselves with a group and accept group goals, norms 
and values. (LWD 0-2 Leadership, 2013, Glossary p. xxviii).  
Morale sustains the will to fight – the moral component of fighting power. 
Together discipline and morale are the foundations that build esprit de corps. 
(LWD 0-2 Leadership, 2013, Chapter 5 p. 1). 

Respect Respect is an essential element of military professionalism. As members of 
Army we must respect the law of the land and be capable of restraint and 
prudence in the presence and use of extreme violence, as may be required to 
protect our Nation and its interests. Respect tempers that violence while also 
supporting our men and women to survive and prevail in War (CA Directive 
31/13 Introduction of ‘Respect’ as Army’s Fourth Value, 2013, p. 1). 

Restraint Restraint is closely linked to compassion. Witnessing the violent deaths of fellow 
soldiers in war is a sad and traumatic experience. In the case of enemy prisoners 
being taken in combat, the temptation to avenge the deaths of comrades must be 
avoided. A soldier of sound character never lets anger and grief turn into 
uncontrolled rage and hate. While firm and decisive leadership is necessary to 
avoid unjust retribution, every soldier needs to accept personal responsibility for 
their actions and demonstrate the self-discipline the Army expects from its 
soldiers. This is founded on respect for people and pride in the Army (LWD 0-
2-2 Character, 2005, Chapter 2 p. 30).   

Selflessness Putting the needs of others before one’s own is an attribute often described as 
selflessness. Selflessness, as exemplified in the ANZAC tradition, is the basis of 
mateship and teamwork (LWD 0-2-2 Character, 2005, Chapter 3 p. 6). 

Service The Australian Army’s ethos is based on service – to the nation, the Army, the 
unit and to mates – and the maintenance of high ethical and professional 
standards. The emphasis on service before self requires the Army’s soldiers to 
have a range of personal qualities, including discipline, respect and 
professionalism. The Army’s service ethos is characterised by the willingness of 
the Australian soldier to achieve the nation’s military objectives by the 
controlled use, or the threat, of lethal and non-lethal force (LWD 0-2-2 
Character, 2005, Chapter 1 p. 19). 
It is the Army's ethos of service that shapes the beliefs, ideals and standards that 
characterise and motivate Australian soldiers. (LWD 0-2 Leadership, 2013, 
Chapter 2 p. 3).   
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Value Definition  
Teamwork  Teamwork is based on an individual and collective commitment to a common 

purpose. (LWD 0-2-2 Character, 2005, Chapter 1 p. 20; LWD 0-2 Leadership, 
2013, Chapter 5 p. 2). 

Trust Trust: 1. reliance on the integrity, justice, of a person or on some quality or 
attribute of a thing. 2. one on whom or that on which one relies. 3. the state of 
being relied on, or the state of one to whom something is entrusted. 4. to depend 
on, to have confidence in, reliance, and confidence1 (14.1.19 Compassion and 
Honesty (Week 5 theme) Lesson Plan, n.d., p. 3).  

Values Values are basic (personal or organisational) convictions that a specific 
behaviour or end-state is personally or socially preferred to some alternate 
behaviour or end-state (LWD 0-2 Leadership, 2013, Glossary p. xxx). 
Values can range from universal mores that apply in all situations to more 
specific values that reflect the operational function of the team (LWD 0-2 
Leadership, 2013, Chapter 8 p. 5). 
Values, in the broadest sense, identify what an individual or organisation deems 
important. Although values may relate to ethics or morality, they are not limited 
to matters of an ethical or moral nature. Values guide behaviour and help people 
make decisions (LWD 0-2-2 Character, 2005, Chapter 1 p. 20). 
Values are those powerful determinants of individual attitudes and behaviours 
that form the building blocks for leadership and influence. The Australian Army 
promotes traditional values that have evolved from its history and been proven 
in combat. These values are linked to attitudes that guide individuals to assess 
the difference between right and wrong. Consequently they are a strong force to 
shape behaviour and are even more potent when team members have the freedom 
to act on individual initiative. Values form the heart of team cohesiveness and 
identity (LWD 0-2 Leadership, 2013, Chapter 2 p. 2). 
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Appendix G: Army News Feature on Defence Values (October-December 2020) 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Army News: Edition 
1476, published 
October 15, 2020 
(pp. 12-13). 
Reproduced with 
permission of the 
Editor. 
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Appendix H: Decision Making Scenarios (Sets 1 and 2) 
Decision Making Scenarios (Set 1)1 
Scenario 1 
You are a rifleman in 11 RAR. One day you observe one of your mates – a member of your 
section, handing over a package to another soldier. He, in turn, gives your mate a roll of 
banknotes. You had already noticed a lot of erratic behaviour in both soldiers. One of them 
recently had a ND. The other had seemed distracted, even “spaced out”. Eventually you 
challenge your section mate: asking him whether he is dealing in drugs or taking them. At first, 
he denies it, but after you persist, he breaks down and admits to dealing to help pay off serious 
debts. He wants you, as a “mate”, not to disclose what he has been doing. He promises you that 
he will stop “soon”. 
What would you do? And why? 
Scenario 2 
The “Saving Private Ryan” dilemma: You are on a deep-insertion reconnaissance patrol behind 
enemy lines. It is essential that you remain undetected. While lying-up overnight in a harbour 
position, the group is accidentally discovered by an eight-year-old girl, who is out early looking 
for fruit. Frightened by coming across four foreign soldiers she starts to run away. 
What would you do? And why? 
Scenario 3 
You have always wanted to be a member of a Harley-Davidson Motorcycle Club. Now that you 
have finished IET, and have been posted to 10 CSSB, you can afford your “dream”. But you still 
want to ride with the group, so gradually you get to know on or two of the members, [sic]. 
Surprisingly, they encourage you to want to be part of their world. At last you feel you “belong”! 
You have “made it”. One day a member approached you it a proposition: to be a full and trusted 
member you have to pass a “nerve” test. He suggests that a suitable challenge would be to see if 
you could, undetected, remove a weapon form the unit armoury. 
How do you respond? (Particularly when he says that membership is only open to those who 
have the guts to take a risk!) 
Scenario 4 
You have been married for eight years. You have a spouse and two beautiful children. Your 
marriage is not unhappy, but lately it seems to be just “bumbling” along, having lost a bit of the 
passion. One evening, at the bar of the Soldiers’ Club, another soldier, who you have admired 
from afar, approaches you with a simple proposition: how about a one-night stand – no strings 
attached? 
How would you answer? Why? 
Scenario 5 
You have a number of annoying debts that you are having trouble clearing, as you are 
overcommitted financially. You need at least $500. Then, one day, outside the barrack clock, 
you discover a credit card in a folder – together with the PIN. 
What would you do, if: 
a. You knew the card had been lost by a mate? 
b. You knew the card had been lost by someone who was constantly “downing” you and 

making you look a fool? 
c. You didn’t know who owned the card?  
d. Would you act differently in each case? If so, why? 
Scenario 6 
On deployment you unit is in a defensive position. It is obvious that one of your mates is being 
hounded by the Platoon Sergeant, who is heartily disliked (even hated) by all. Your mate seems 
to get all the “shitty” jobs, with the result that he is under great stress. Three of you are quietly 
talking one night in a gun pit when he shows you a grenade that he has managed to obtain. He 
then says that he is going to “frag” the SGT. He has had enough: tonight is the night. You both 
react strongly, pleading with him that his actions are not the solution, but he says he can’t take 
any more. He ignores your pleas. 
What would you do? 
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Decision Making Scenarios (Set 2)1 
Scenario 1 
You are a soldier at 15 RAR. One morning you open your DRN email account to discover an 
email with several attachments that contain graphic pictures of naked women and men from a 
recent party at one of your colleague’s home. Most of the people in the pictures are known to you.  
What do you do? What are the Army values and core behaviours you might consider when making 
your decision? 
Scenario 2 
You are a member of 12 CSSB, working in the Q Store. You have not been in the unit very long. 
As part of the local customs, you are expected to go ‘out on the town’ with you mates. Whilst at 
a local disco your group of mates meets up with a female member of your unit who joins your 
group for a drink. Through the evening, the female member is showing signs of disorientation. It 
appears that she may have had her drink spiked. She asks to be taken home, so you chivalrously 
offer. You struggle to help her into and out of your car, and then into her unit. Once inside her 
home she thanks you for helping her and acknowledges that she doesn’t trust the other guys in 
the group. She goes on to tell you how much she likes you and want you to take her to bed. You 
understand exactly what is being suggested. 
What do you do? What are the Army values and core behaviours you might consider when making 
your decision? 
Scenario 3 
One of your mates sends you an email on the DRN of another soldier form your unit, having 
sexual relations with an unknown female. The photo is quite explicit, with instruction on the email 
to forward the email to two friends in a chain mail type process.  
What do you do? What are the Army values and core behaviours you might consider when making 
your decision? 
Scenario 4 
You are a member of 65 Tpt Sqn, involved in long distance haulage around Australia. On one 
such trip from Amberley to Darwin your troop stops to camp by the side of the road for the night. 
A fire is lit, a radio is turned on playing music quite loudly. While eating dinner from your ration 
pack, one female member of the troop beings dancing to the music that is playing. After a while 
several of your male colleagues start yelling at the female dancing, to ‘get her gear off’ for them, 
which she begins to do. Another colleague is videoing the whole occurrence.  
What do you do? What are the Army values and core behaviours you might consider when making 
your decision? 
Scenario 5 
You have marched into you [sic] new unit; 77 SIG REGT. The guys with whom you work seem 
to be a great bunch of guys. On Friday afternoon, they invite you to a surprise party for one of 
their mates in their platoon in the OR’s lines. You feel a sense of excitement and joy at being 
accepted by the guys so well and so early on. You turn up to the assigned room and are gathered 
into the bathroom with other members of the platoon. After about 15 minutes you are encouraged 
by our host, along with the other guys you are now with, to burst into the bedroom and surprise 
one of your new work mates, who you are told is in the room. After you all burst into the room, 
you find your work mate, with woman having sex. It becomes obvious to you, that this is what 
was intended. 
What do you do? What are the Army values and core behaviours you might consider when making 
your decision? 
Scenario 6 
You become aware that a group of your male colleagues is planning to invite a very attractive 
female member of your platoon to a party. Unbeknown to her, she will be the only female member 
present at the party. The intention of your mates is to get her drunk and to take advantage of her 
sexually, as they have been talking about it throughout the day; several of the group are obsessed 
with her and make sexually provocative remarks to each other about her every time they see her.  
What do you do? What are the Army values and core behaviours you might consider when making 
your decision? 
Note. 1CD workshop 2 Lesson 2 Defence (Australian Army, n.d.-g) 
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Appendix I: Comparison of ARCTMP and Character Development Workshops 
Details from ARCTMP1  Details from CD Workshops Lesson Plans2 
14.1.22 Develop self-awareness of self and others3 
• Develop an appreciation of own life journey 

o Identify key elements of individual journey 
o Identify characteristics of each individual 
o Develop an understanding of own ‘world view' 

• Develop an appreciation of other's life journeys 
o Identify key elements of others' life journeys & personal characteristics 
o Develop a respect for difference in others  
o Identify key elements of learning & maturity process 
o Confirm appropriate sources of self-esteem 

• Develop an appreciation for the new environment 
o Identify changes in outlook (since beginning training) 
o Identify personal growth (since beginning training) 
o Develop greater understanding of freedom and belonging 
o Review simple coping mechanisms  

• Understand the Army ethos (Video "Recruit") 
o Identify & appreciate components of recruit training 
o Appreciate importance of personal characteristics 
o Establish link with Army Values & Beliefs 

 
14.1.23 Understand and develop character4 
• Understanding character 

o Develop an understanding of change agents in life 
o Develop an understanding of our own actions/reactions 
o Define character 
o Illustrate ‘character' from hero/role models 

• Understanding the influence of character 

Workshop 1 Lesson 1: Introduction & Life Journey 
• Develop an appreciation in each recruit of own life journey and life journey of 

others 
o Develop an understanding of change agents in life 
o Develop an understanding of our own actions/reactions 

 
Workshop 1 Lesson 2: Introduction to Character 
• Begin to understand the importance of Character 

o Understand the meaning of character and its application in life and the 
army environment 

o Understand the role of change agents in life 
o Understand the power of our own action/reaction 

 
Workshop 1 Lesson 3: Develop Character 
• Begin to understand the influence and development of Character 

o Understand and take control of the influences that form our character 
o Identify the place of will, moral Courage & integrity in decision making 
o Identify the influence of belief/ world view on character 

 
Workshop 1 Lesson 4: Reflection   
• Begin to develop an appreciation for the new environment of army life  

o Develop awareness of self and others 
o Identify Key elements of personal life journeys and Characteristics and 

identify them in others 
o Develop respect for differences in others 
o Identify Key elements of learning and maturity process 
o Confirm appropriate sources of self-esteem 



Appendices 
 

 
355 

 

o Identify place of will & moral courage in decision making & integrity. 
o Establish the place of character in a soldier's life & beliefs 

• Understand the development of character 
o Identify the influence of belief on character & values 
o Identify role of faith in enhancing character & values 
o Understand grief and loss in personal development 
o Develop appropriate character & belief-framework understandings  

• Develop a healthy values framework 
o Identify personal values framework 
o Identify role of feelings, will and moral courage 
o Develop personal values framework  

• Identify spiritual support/personal growth opportunities 
o Video “Say a Prayer for Me” 

 
14.1.26 Develop life skills5 
• Review life and military experience to date 
• Review and reinforce soldierly qualities and values (Video "Defence Values")  

o Loyalty and Honour 
o Mateship and Teamwork 
o Physical and Moral Courage 
o Compassion and Honesty 
o Dedication to Duty 
o Will to Win 

• Understand and respond appropriately to a changing environment 
o Taking responsibility for own actions 
o Coping with pressure and change 
o Advanced decision-making 
o Turning negatives into positives 
o Maintaining integrity 
o Enabling success 

 
 

Workshop 1 Lesson 5: Character Training 
• Begin to develop an understanding of Army Ethos 

o Understand the Development of character in a military environment 
o Identify influences on character in the training environment 
o Relate current experience to army beliefs & values 
o Highlight the demands on relationships in the Army environment 

 
Workshop 1 Lesson 6; Values 
• Assist recruits in developing a healthy values framework 

o Understand the role of Values in military life 
o Identify personal values  

 
Workshop 1 Lesson 7: Spirituality 
• Confirm personal growth and spiritual support opportunities 

o Understand the role of spirituality in military life 
o Develop the understanding of the role of the Chaplain 
o Understand prayer as a personal support/change agent 
o Video “Say a Prayer for Me” used in Lesson 7 

 
Workshop 1 Lesson 8: Personal Goal Setting 
• Understand and Set Goals 

o Identify Purpose and effect of Personal Goals 
o Examine Goal setting techniques 
o Identify personal Goals 

 
Workshop 2 Lesson 1: Revision 
• Develop life skills in a team setting 

o Develop an appreciation of Personal Changes & Growth 
o Review Personal Values & Goals 
o Understand application of Values & Goals in team Setting 
o Video “Defence Values” used in lesson 1 
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14.1.27 Develop as a member of a team6 
• Develop interpersonal skills 

o understand qualities of a good relationship/mateship 
o develop relationship skills, e.g.: communication, listening, 

resolving conflict, being assertive 
o identify relationship blockers & enablers, e.g.: pride, forgiveness, 

arrogance 
o identify personal needs hierarchy 

• Understand teamwork 
o identify types of team, e.g.: section, family, clubs/society 
o understand characteristics of a team, e.g.: trust, belonging, goals 
o identify qualities of a good team member in military and other contexts 

• Develop as a team member  
o apply learning to current team experiences 
o discuss pressures, issues of authority & obedience (video “4 Hours at My 

Lai”) 
o understand effect of stress on team behaviour 
o understand value of integrity 
o identify need for principles and moral limits e.g.: LOAC 
o reflect on future team scenarios, e.g.: operations, family 
o confirm value of good teamwork 

• Take lead in initiating & maintaining relationships 
o identify qualities of a good marriage/defacto 
o apply team qualities to family life & friendships 
o understand need to balance family & service requirements 
o understand social responsibility 

 
14.1.28 Setting personal and team goals7 
• Review and reflect on personal, team and Defence qualities and values in 

setting goals and options for future (Vision/Mission) 
o Identify dreams/hopes/aims 
o Specify values 

Workshop 2 Lesson 2: Defence Values  
• Develop life skills in a team setting 

o Understand application of Defence Force Values in team setting 
o Confirm the need for a belief system, personal character and integrity to 

ensure “success” as a soldier 
 
Workshop 2 Lesson 3: Teamwork  
• Understand and develop team-work 

o Identify types of teams 
o Understand Characteristics of a team 
o Reflect on teamwork in the context of personal relationships  

 
Workshop 2 Lesson 4: Laws of Armed Conflict (LOAC) 
• Apply team learning’s to future experiences  

o Review and Reflect on the principles of the Law of Armed Conflict 
(LOAC) and the Rules of Engagement (ROE)  

 
Workshop 2 Lessons 5/6: LOAC Case Study 
• Apply team learning’s to future experiences 

o Understand: a) boundaries of authority and obedience; b) effects of stress 
on team behaviour; c) value of integrity; d) Need for principles and moral 
limits 

o Video “Four Hours at My Lai ” used Lesson 5/6 
 
Workshop 2 Lesson 7: Team Goals  
• Understand and Set Goals in a team environment 

o Identify Purpose and effect of team Goals 
o Understand Army team Goals 
o Set team Goals at Platoon level 
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o Apply principles 
o Formulate and discuss goals for two (or more) personal and team 

benchmarks 

Workshop 2 Lesson 8: Mateship  
• Develop interpersonal skills and build relationships 

o Understand mateship in historical, cultural and military contexts 
o Identify what makes a good mate  

Note. 1ARCTMP, 2014, pg. 562-5; 572-8; 2CD Workshops 1 and 2 Lesson Plans 1 to 8; 3content relating to 14.1.22 highlighted in yellow; 4content relating to 14.1.23 
highlighted in green; 5content relating to 14.1.26 highlighted in blue; 6content relating to 14.1.27 highlighted in pink; 7content relating to 14.1.28 highlighted in red; 
area that is not highlighted is not covered in either CD Workshop 1 or 2. 
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Wendy De Luca 
Independent Report of PhD Thesis 

 
 

I have no doubts in saying that this impressive thesis is clearly an original and very welcome addition 
to knowledge in the area of military ethics education. 

 
The thesis demonstrates a thorough engagement with the literature on Professional Military Ethics 
Education (PMEE), as well as its theory and practise, not only in terms of the Royal Australian 
Army, the Australian Defence Force (ADF), but also more generally. The demonstration of 
understanding of, and engagement with, the relevant literature in this field is genuinely impressive. 
The core literature and research in this area is very well handled and is obviously genuinely 
understood. Having worked in this area for nearly two decades, there were also many angles and 
studies that I had not considered or even been aware if before reading this thesis, demonstrating the 
depth of the research involved. The thesis organisation is excellent, permitting the material to build 
and flow logically into its conclusions. The writing itself is very well expressed and is a pleasure to 
read. 

 
Obviously, the refusal of the Research Ethics application was set back, and the voice of the soldiers 
is missing from the research. That is regrettable, however, the grounded theory that is posed is 
entirely appropriate for the task, and incidentally echoes the flavour of the ICRC report The Roots 
of Restraint in War (2020) in terms of emphasising the critical importance of organisational culture. 
But this thesis goes much further, by actually exploring and explaining how this culture of shared 
values is generated, sustained and ultimately delivers in terms of changed attitudes and behaviours. 
The solid methodological foundation is very well established, justified and explained. It may need to 
be condensed when considering the next stage, but for the purposes of this examination, it is entirely 
sufficient to demonstrate the credibility of the thesis. 

 
My only reservation would be in the area of chapter 5 and through to chapter 6 highlighted below 
(especially notes on p.134), and relate to the explanation of the comparison between the different 
levels of training and education that are being explored. A good explanation of this will strengthen 
the thesis further and, in the process, tie together some of the other questions that are teased in the 
thesis but not explored. Is there a real difference between what officers and enlisted personnel can 
be expected to understand? Is this a cultural hangover from a different age and does this still shape 
attitudes towards training (for soldiers) and education (for officers)? Is everyone capable of learning 
ethical decision making to the same standard or level? The contemporary operating context that 
provides the testing ground for what is done here suggests that these are core skills that everyone 
must be trained and educated in. If that is accepted, then it does raise questions about what it means 
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to be a coherent profession. Much of this is already implicit or indeed explicit in the thesis. It just 
needs bringing together in a paragraph or two which provides both context and justification for the 
approach. This is, however, not significant enough to detract from the quality of the thesis and should 
be resolvable very quickly. 

 
In addition to comprehensively satisfying the requirements for the award, the policy 
recommendations that fall out from this analysis are important and need to be carefully digested by 
the Army and ADF chain of command, as well as their civilian masters, although I imagine they may 
have to be distilled somewhat first. Some of these may well have been met by the publication of the 
new ethics doctrine, but further analysis needs to be undertaken to see if this can provide the type of 
robust foundation that Chapter 6 refers to. On its own, this also does not address the out-of- date 
social and cultural references, hooks and tropes in the curricula, the way it is taught, and who teaches 
it, all of which impact upon the socialisation process and internalisation of the desired norms. 

 
As far as publication is concerned, this is a very exciting time to have produced such a work – much 
attention is on the professional practices of the ADF following some high-profile ethical failures, but 
also a robust and serious institutional attempt to address those challenges. Clearly, while the 
publication of the ADF Ethics doctrine to complement, and be read alongside, the ADF leadership 
doctrine, was timed to fall after the thesis was submitted, it would be necessary to reflect upon this if 
and when this thesis is adapted for publication. Acknowledging where the ADF has recently gone, 
and how that progress matches against the points raised in this thesis would be a timely and useful 
contribution to the ongoing debates about how best to instil the appropriate ethical culture in the 
ADF. Clearly, this also presents an opportunity to integrate the Brereton Report findings more 
comprehensively into the work – such a thing is always going to be a challenge in a work that is 
addressing a living profession that is itself in a state of constant change. However, some of the 
deficiencies identified in the report could be linked to the gaps and inadequacies in training going all 
the way back to the ARC and the clear foundation that this is supposed to provide. Talking a little 
more about the relationship between Army and broader ADF values, tensions and complementarities, 
would also be an area to expand in the future (as a minor aside, I would be interested to know how 
the many thousands of KCL/ADF-branded Military Ethics Playing Cards commissioned by the ADF 
in 2021 are being employed and if they are helping to create the right type of discussion to bolster 
and maintain the ethical climate that is being sought). However, these are all additional things to be 
considered for the next stage, and in no way detract from what I consider to be a comprehensive 
examination of the subject within the framework that is established for the purposes of this doctorate. 
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Annex 
 
Detailed Comments 
 
p.5 I’m not clear as to how the ADF can have 100% permanent personnel, but the Army (which is part 
of the ADF), has only 51% in the same category? 
 
p.8 onwards teasing out the difference between stated curricula elements, and the broader cultural 
elements that are not documented, but are just as important. Hopefully, we will return to this, 
 
p.29 notes that none of the case studies examined at the USMA were actually genuine dilemmas. 
However, there is a tendency for non specialists to use the term dilemma to describe any ethical 
challenge. This is brought out well in the Coleman article cited. What these are, rather, is a method of 
exploring and reinforcing behaviour that is considered to be culturally acceptable in that particular 
situation, from a PMEE perspective. Genuine dilemmas can be useful, but are not the key to the case 
study method as they can tend to reinforce the idea that every situation is a dilemma, when that is very 
clearly not the case. This is something that could be explored in a little more depth when this thesis is 
turned into a publication. 
 
p.102 the dual loyalty or dual professional identity challenge is potentially extremely large, and 
warrants a thesis in its own right! 
 
p.111 the very problematic value of loyalty, and why that may be the case, is demonstrated amply by 
this diagram. This, again, is worthy of a thesis in its own right, but the vertical vs horizontal loyalties 
that are part of military life are both a source of strength and enormous friction at times when loyalty 
to mission or country is overridden by the loyalty to mates that is instilled so carefully from day of 
basic training. The fact that it is not a tier one value is itself important, and a good thing, 
 
p.121 the lack of a priority hierarchy to solve conflicts is clear here, but also occurs elsewhere, which 
is why the values based character development (virtue ethics model) needs supplementing with ethical 
decision-making ethics tools. 
 
p.126 the challenge of defining ethos! 
 
p.134 this section needs to be careful as it is, or appears to be, equating USNA officer education and 
training (and other OT-focused institutions) with the soldier-focused ARC curriculum. Surely, ADFA 
would be a better comparison here? But of course, ADFA is not the focus of this study, but rather 
ARC. This section is about the socialisation process in more general terms, looking at international 
experience etc. This apparent tension could do with unpacking and explaining further, with reference 
to the actual practical organisation side of this to show how this is or is not a case of comparing apples 
and oranges after all. The lack of published research on soldier training and education (and again the 
difference between these two is important) has been noted, and could be made more explicit here to 
justify the direct comparison with officer education here in multiple different contexts. The whole 
rationale for why different people would get equipped with different educational tools is touched upon 
and questioned elsewhere (e.g. p.187 etc), but there is a tension in 
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this chapter that just needs sorting out. How and why do the ideas such as Kohlberg’s still influence 
who should be taught what and how, based on what people will be able to understand based upon their 
educational attainment, and even class, whether they are enlisted or officers, or are these irrelevant as 
everyone is capable, in theory, of aspiring to post-conventional understanding of morality? Is there a 
pedagogic rationale for presenting and teaching concepts in different ways to different people, and 
what evidence is that based upon? Is the military a genuine profession? If so, is all of it, or is this 
focused on officers and maybe SNCOs? Should it include everyone? Coleman 2012 is good on this. If 
that is the case, does that make a difference to who gets taught what? Or is it better to have a uniform 
package and consistent approach across the entire organisation (perhaps like the USMC – if that claim 
does indeed cover all ranks?). Would this help answer the professionalism question? What does this 
mean in an Australian cultural context? Much of this can be linked through to chapter 6 of course, so 
this is also a question of framing and narrative. 
 
p.180 the problematic role of the chaplains here is very well brought out 
 
p.204 “‘ends justifies the means’ approach may be seen by personnel as enhancing mission success at 
the tactical level, these decisions may actually lead to strategic mission failure” - I imagine this type 
of critique is why the argument against the ethical triangulation element of the ADF ethics doctrine 
won out. 
 
p.218. Interestingly, in Norway, military chaplains are used in this role. However, apart from the c.98% 
Lutheran make-up of the military there which affects the representation issue, they invariably have 
advanced degrees in ethics as well as divinity, meaning they have specific rather than assumed 
expertise in this area. 
 
p.222. This may well be entirely appropriate, but would link well to the need for an expanded 
discussion on what it is appropriate to teach to people at different stages of their career and rank profile. 
What evidence have you assembled that the existing distinctions are not adequate? The Strategic 
soldier concept shows the physical reality, but what of the conceptual one? How much is enough? This 
would also be a good place to return to the training versus education debates – the former about 
instilling the right answers to specific problems, the latter about being equipped with the tools for 
whatever the situation may be. I would argue that the apparent emphasis on training over education 
(e.g. education is done at ADFA, training is done at ARC?) is key element of the puzzle here, even if 
it is an assumption that doesn’t match the operational reality of what happens afterwards anymore. 
 
p.227. ‘Trevino et al. (2006) found that the impact of codes of ethics is greatest when personnel see 
leaders implementing policy, modelling behaviour and making decisions based on the values promoted 
by their code of ethics.’ – this is so important 
 
p.238. The mention of profession again. See above. 
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Report on Wendy de Luca thesis: 
 
Preparing the ethical soldier: A grounded theory of how a shared understanding of values 
contributes to the development of ethical practice of Australian Army Recruits 
 
This is an excellent thesis that was enjoyable to read. The constructivist grounded theory 
approach dovetailed well with the educational or pedagogical approach and analysis. This 
demonstrates a strong educational knowledge and expertise. The strength of the thesis is in its scope 
and depth. As an ADF researcher I learnt so much about the teaching context, the curriculum, its 
relationship to policy and the production of the soldier subject. The purpose of this qualitative 
study was to construct a grounded theory to explain the process of military ethics education of 
soldiers in the Australian Army Recruit context. The attention to detail is impressive and the 
conceptual framing of the policy, doctrine, T/LMPs and CLOS is fascinating. The thesis raised 
one question for me which did not get picked up in the study “if the teaching materials and 
statements ethics and values are so longstanding and well described why does the institution 
have historical and ongoing conduct and culture difficulties? 
 
I think the study could have made stronger connections between culture, ethics ana values and asl 
some awareness of the hidden curriculum may have been illuminating. One example is the 
traditions of fourth-class training at RMC for example. I think the study could have also considered 
contextualising civil military relations and the culture gap. These broader structures generate a 
separation between military and civilian which can be observed in the way defence personnel are 
disposed to things like ethics training. From my own research this separation tends to set the 
scene for military to marginalise and dimmish training like his – for example – equity and 
diversity is minimised by describing it as inequity and perversity (as just one example. In 
other words, civic machinery, education can be seen as anathema to the military ethos – on the 
ground. Personnel resistance to ethical training would be a different study but it is relevant and 
does feel like a bit of a hole. 
 
The study looked at military organisation through doctrine, as well as 16 semi-structured 
interviews with Australian and international military and non-military ethics education experts. 
It sought to understand how a shared understanding of values contributes to the development of 
ethical practice of Australian Army Recruits. The study is concerned with a distinction between 
ethics and values but understanding values is a core aspect of the study. The framing is logical 
and practical and has great explanatory value: these being driving training, engaging learners, 
and shaping behaviour. The key questions are: What guides the practice of military ethics 
education of soldiers in the Australian Army? The secondary question was: How can current 
practices in  ethics education for beginning professionals inform soldier induction in the future? 
To achieve this an impressive selection of largely Army documents were analysed. This was very 
instructional and makes a great contribution to his field. Personally, I was waiting for more on 
Ormes – Beyond Compliance as a I see that as a recent and relevant institutional statement on 
how it understands unethical conduct and what is required to improve it. It is not an educational 
document, however. This quote was an excellent summary statement: 
 

Discussion on the range of values showcased on the ARC demonstrates the difficulties 
in developing shared understanding of these values and the implied requirements place 
on soldiers. 
“Overall, What  direction   is  provided,  and  the  definitions  stated,  do  not  provide  a 
philosophical stance for the teaching of ethics”. 

 



Appendices 
 

365 
 

Analysis of the teaching material demonstrated the dominant cultural subject – the images of white 
men and the humor used to engage them was directed at this group. Women, indigenous and 
other diverse subjects were under represented. The point that there is a lack of philosophical 
direction provided in the doctrine was very interesting and may point to the question I had above 
about resistance to the materials (based upon my own observations): 
 

This definition also suggests that the Army’s approach to ethics is not based on a 
philosophical position but is about adherence to a set of standards. The definition 
claims that “ethics is simply a set of principles or standards” - understating and 
minimising its importance. 

 
The study articulates the need for this foundation for improved educational experiences and wider 
ADF culture. “Values were found to be unshared where they were not clearly and consistently 
articulated in doctrine and curriculum; where the doctrine, curriculum and delivery did not align; 
and where ethics education was not supported and promoted more widely across the Army” was an 
illuminating finding. 
 
The material on pedagogy, instruction and learning material in line with doctrine and 
documents is perspicuous. Would it have been possible to move into discussion about 
andragogy and heutagogy? Could this discussion have expanded on the more instructive and 
occasionally dialogical ways of educating? There is also the potential to explore other 
educational knowledge including for example the work on funds of knowledge/identity, which 
sits behind a social constructionist epistemology/ontology. My question is if the education 
took on a stronger deeper cultural direction would it engage defence personnel more effectively? 
Obviously one tension is adopting an approach that challenges the core of military action which is 
tactical dominance. 
 
The thesis started using war crimes as an example for ethical education. It was important to see it 
expand to diversity and could also have included the question of defence abuse which mobilised 
the last decade of culture reviews. As a side observation, at the time we were managing the jus 
and inclusive ethos, Major General Campbell was leading the SAS into the world of kill and 
capture, the basis of the war crimes matter. 
 
Overall, the thesis is well structured and easy to read. In Chapter 1 the study is set up and key 
concepts like the strategic soldier are introduced to generate a rationale for the study. This was well 
set with the Australian VET system and the Army training manuals. This is new and exciting 
research. Chapters four and five followed the methodology chapter and described findings 
around the core category of understanding values. As mentioned, the framework of (1) driving 
training, (2) engaging learners, and (3) shaping behaviour generated clarity. The strength of the 
thesis for me is in the description of this hidden educational context. The recommendations also 
make the thesis useful for militaries generally, the ADF and the ARA. I do not recommend any 
substantive changes other than another edit and proof. 
 
Pg 173 – permission – spelling 
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December 2021                                                                                                       Daniella Forster 
 
Thesis Examination Report for Doctor of Philosophy Charles Sturt University 
Wendy Marlene De Luca 
 
Preparing the ethical soldier: A grounded theory of how a shared understanding of values 
contributes to the development of ethical practice of Australian Army Recruits 
 
Preamble 
I greatly appreciate Wendy’s diligence, research competence and comprehensive analysis of the 
many artefacts associated with the Australian Army’s character and interviews with informants 
about professional ethics education. It could not have come at a better time. Ms De Luca has 
demonstrated a strong understanding of the foundations of ethics education, its concepts and aims, 
and her analysis demonstrates a very worthwhile, significant and high quality thesis for 
examination. 
 
Understanding of the Field of Study 
I offer some general thoughts in the below, aimed not at pointing out gaps, but perhaps useful 
for provoking future thinking. There are many ways of understanding the field of ethics 
education, which I take this thesis to be contributing whist it makes some excellent 
recommendations specifically for Army Recruit ethics education. These two ideas, ‘ethics’ and 
‘education’ have each a long history. There is a fraught relationship between training and 
educative experiences, and character education is often this in name only.  
 
Developments in the field of philosophy of education have pushed into post- critical conceptual 
terrain (for example highly cited work of Gert Biesta: and his three domains ‘qualification, 
socialisation and subjectification’). Measurement of learning, transformational change, the 
isolated learner and the diminishing role of the teacher succumb to political rhetoric about ‘good 
education’ and linear modelling whose cause- effect schemas can be difficult to dislodge, 
conceptually. My key comment to make here is that the term ‘education’ is rightly understood as 
contested, perhaps even more so than the Introductory sections of this Thesis indicated, or the 
later analysis visualised in diagrams 6.1 and 6.3. I say this mainly to suggest future research to 
conceptualise the emergent qualities of educational experience as they relate to ethics, which may 
(or may not) be useful to think about in terms of the three domains of education Biesta develops. 
 
Similarly, ethics has a wide scope, from relational modalities of Emmanuel Levinas to neo- virtue 
theories and the classic tripartite of Care, Consistency (deontology) and Consequentialism, only 
some of which are brought into the professional decision making process traditionally-speaking. 
What are the meta-ethical assumptions underlying this thesis? How might relational, feminist or 
authenticity ethics contribute to shifting the discussion of ethics in Military contexts? It can be 
an uneasy foray into these territories when writing from a professional ethics or applied ethics 
lens. There is a difference between the pedagogical aims of CD and the ways that more inclusive 
ethical orientations can   nuance analysis, especially when re-framing for inclusivity and 
diversity. Recruits may not need to be highly theoretical, but it would be worth thinking carefully 
through the nuances of the concept of ‘inclusivity’ which lends weight to the curriculum analysis 
and recommendations in this thesis. It is better to be more inclusive, morally, of course, and it is 
clear that there is a greater need for it given the Army’s own stated purposes, but what are the 
assumptions being made about the idea of inclusivity, its meaning, and how can it be theorised 
with a variety of tools from ethics, distinguished perhaps from social justice politics? Broadening 
conceptualisations and schemas of ethics can only work to further inclusivity and perhaps 
provide tools to dislodge hyper-masculine warrior tropes and assumptions of traditionalist 
theories which create ideal forms. Field-specific associations such as the Association of Moral 



Attachments 

368 
 

Education are intersecting with social justice purposes (2021’s conference theme) in productive 
ways. In terms of the ways in which this thesis demonstrates an understanding of character 
education, the field is also very rich (richer than I have indicated here) and well worth continued 
critical investigation. Overall I appreciate the very solid foundation of this thesis. 
 
Originality of the work embodied in the thesis 
As a contribution to professional ethics, the thesis produces original knowledge specific to 
Military ethics education in Australia with its detailed analysis and critical investigation of 
pedagogy, curriculum and expert informants’ perspectives. I am not aware of such a 
contribution, which, as it does, builds on the extensive research in Military ethics but situates it 
for this specific Australian context and for Army Recruits. The model offered to understand the 
sharing of values and how this process can be improved given the gaps identified has strong 
value. 
 
I offer a suggestion for future work, given the deep knowledge Ms De Luca demonstrates of 
Army Recruit curriculum and methods which may produce more opportunities for original 
research: it may be worth looking to co-create complex normative case studies such as those 
found at www.justiceinschools.org  by Harvard Professor Meira Levinson and others. These 
rich educational artefacts may be useful to investigate as an opportunity for future original 
contributions to Army Recruit education curriculum and pedagogy tailored to the field, shaped 
by core dilemmas and real-world complexities. 
 
Significance of the thesis as a contribution to knowledge in the field of study 
Reading this thesis raises real questions for the possibility of moral heroism in Army Recruits. 
Despite the rhetoric around courage, selflessness and mateship the analysis of CD here reveals a 
significant need for reappraisal of purposes, approach, content and pedagogical experience, as 
well as teacher training, policy and the implementation of a code of ethics to create foundations 
on which to build. Whilst it may not be novel to reveal the overall challenges in teaching ethics 
in military organisations given assumptions of the ‘just war’ and the shifting roles of military 
personnel for maintaining peace, the specific detail developed in Ms De Luca’s thesis offers 
substantive focal points and compelling recommendations. Pointing out particular, critical 
contradictions in curriculum and its likely implementation opens the way for reimagining the 
character development provided to Army Recruits with possibility for greater reflective capacities, 
heightened ethical decision- m a k i n g  skills and ethical models leadership which are more truly 
inclusive, driven by a love of peace and the courage to protect it, and role modelled by the whole 
organisation. This thesis is makes a significant contribution to educational ethics. Educational 
ethics aims to advise all facets of the educational community on the ethical nuances of policy, 
practice, pedagogy, etc and to grow the capacity for public discussion. This thesis makes 
significant and timely recommendations. 
 
Adequacy of the research methodology (construction of hypothesis, analysis of data, 
arguments advanced to support conclusions 
The grounded theory methodology is very well justified and applied. It draws on conceptual 
tools from gold standards in the field. Curriculum analysis is rightly combined with qualitative 
interviews to triangulate the meaning making around ‘values’. The analysis is linguistically fine-
grained, claims are not overstated and situated firmly in evidence. The inconsistencies, 
contradictions, theoretical categories and translational challenges for internalising values emerge 
gradually and carefully build the picture of much needed re-alignment around what is 
being/could/should be shared, the ambiguities of moral and cultural values and the overlapping 
insights of informant expertise and practice. Modelling and recommendations are similarly well 
justified. 
 

http://www.justiceinschools.org/
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Worthiness of the thesis for publication 
Parts of this thesis are immediately worthy of publication in some form, particularly the 
dimensions which set up the significance of the research problem in light of recent media 
portrayals of military behaviour. It is clear that there are many different ways to slice up and 
organise the analysis of the Doctrines, documents and informant perspectives which will speak 
both to ethics education in general and to those specifically in military pedagogy. The readership 
for a suite of publications are moral educators, policy makers, military leadership, media and 
military community. The program of ethics education developed for Australian Army Recruits 
requires significant adjustment and Ms De Luca’s analysis will be instrumental in lighting the 
path towards its betterment. 
 
Minor amendments for editing 
There are a number of very minor amendments for editing. 
p. 41 last paragraph, last line: delete ‘be’ 
p. 42 last paragraph, line 3: spelling ‘brought’ 
p. 117 last paragraph, line 3: spelling ‘initiative’ 
p.174 paragraph 2, line 15: spelling ‘paratrooper’ 
p. 177 paragraph 1, line 1: spelling ‘bringing’ 
p. 204 paragraph 2, line 19: ‘not to mention the that’ 
p. 206 Note line 3: spelling ‘demonstrated’ 
p. 227 paragraph 1, line 6: rephrase ‘In terms of This could’ 
 
Thank you for the wonderful opportunity to read this excellent work. I wish you all the very 
best wishes for a successful future. 
 
Daniella 12/12/21 
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Attachment 2: Response to Examiners 
I wish to sincerely thank the examiners for their positive and constructive feedback. Their recommendations have been addressed and have allowed me to improve 
the final quality of my thesis.  I provide my responses to the examiners’ recommendations below. 

Examiner One: Professor David Whetham 
1 My only reservation would be in the area of chapter 5 and 

through to chapter 6 highlighted below (especially notes on p. 
134) and relate to the explanation of the comparison between 
the different levels of training and education that are being 
explored. A good explanation of this will strengthen the thesis 
further and, in the process, tie together some of the other 
questions that are teased in the thesis but not explored. Is there 
a real difference between what officers and enlisted personnel 
can be expected to understand? Is this a cultural hangover 
from a different age and does this still shape attitudes towards 
training (for soldiers) and education (for officers)? Is everyone 
capable of learning ethical decision making to the same 
standard or level? The contemporary operating context that 
provides the testing ground for what is done here suggests that 
these are core skills that everyone must be trained and 
educated in. If that is accepted, then it does raise questions 
about what it means to be a coherent profession. Much of this 
is already implicit or indeed explicit in the thesis. It just needs 
bringing together in a paragraph or two which provides both 
context and justification for the approach. This is, however, 
not significant enough to detract from the quality of the thesis 
and should be resolvable very quickly. 

The different approaches to ethics education for officers and soldiers is introduced in Chapter 
1 and further discussed in Chapter 6. The footnote relating to this at the bottom of the page (p. 
134) has been removed and this information incorporated in the main text that now reads: 
As discussed in Chapter 1, the Australian military differentiates between soldiers and officers 
in its approach to teaching and learning in general, including its approach to ethics education. 
This will be further discussed in Chapter 6. 
 
This issue is further highlighted in Chapter 6 (pp. 221-223), as follows:  
While this study specifically critiques the ARC in relation to other programs, broader concerns 
remain around the Army’s general approach to teaching and learning across the enlisted and 
commissioned ranks, and specifically in terms of differences between the way ethics education 
is conducted for soldiers and officers. The contemporary operating context suggests that 
ethical decision making is a core skill that everyone must be trained and educated in; 
nonetheless, different approaches to the education of soldiers and officers persists. This is in 
part an historical hang-over reinforced by the rigidity of the rank system, as well as being 
created by the privileging of Defence-wide officer training institutions (such as the Australian 
Defence Force Academy and the Australian Defence College). For example, Orme (2011, p 
43) recommended that the Army adopt a “profession of arms concept” including: 

developing a “cradle-to-grave” program of professional socialisation 
(and similarly for education in leadership, followership and ethics), 
from pre-enlistment through to senior career-level Professional Military 
Education, paying particular attention to mid-career officer (especially 
at Australian Command and Staff College and the Centre for Defence 
and Strategic Studies) and senior Non-Commissioned Officer career 
courses (Orme, 2011, p.43). 
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The Ryan Review (Australian Army, 2016, p. 9) into the Army training system also 
recommended that all-corps officer and soldier training (ACOTC and ACSTC) should be used 
to introduce “an officer and enlisted professional development framework” utilising innovative 
technologies and emphasised the need for the development of greater inter-service and joint-
operations capability. While the report recommended a professional approach to capability 
development, it failed to question the underlying assumption that a hierarchical rank structure 
assumes a hierarchical learning system by reinforcing the notion that “military officers of the 
rank of Major … are experts in the profession;” while junior officers (Lieutenant and Captain) 
are considered professional specialists; with “Warrant Officers forming the technologist; and 
Senior Non-Commissioned Officers as technicians” (Australian Army, 2016, p. 126-127). 
Interestingly, the professional analogy used by Ryan does not include Junior Non-
Commissioned Officers and Soldiers. Furthermore, while the more recent Australian Joint 
Professional Military Education Continuum developed by the Australian Defence College 
(Department of Defence, 2019, p. 16) considers ADF-wide professional development in terms 
of ethics36, it only directly delivers training to personnel of the rank of Warrant Officer and 
above. 

The capability of learners in terms of developing ethical expertise is also limited by the 
Army’s broad acceptance of cognitive-developmental stage theories, such as Piaget and 
Kohlberg as described in the Character Doctrine (Australian Army, 2005), and the erroneous 
superimposing of these child/adolescent development stages on adults within the military rank 
structure. Knight and Collins (2014) cite a range of contemporary research that establishes 
children’s capacity to exercise ethical reasoning and philosophical thinking, further eroding 
the applicability of cognitive-developmental stage theories to ethics education. Adult 
education research has found that factors other than cognitive-development stage (including 
socialisation, engagement, motivation and individual difference) also strongly impact the 
ethical education of adults (Gibbs 2003; Lapsley, 2006; Merriam & Baumgartner, 2020; 
Schlenker et al., 2009; Wlodkowski, 2008).   

The complexity of the contemporary operating context, referred to by Krulak (1999), 
Orme (2011) and others (Aitken, 2008; Brereton, 2020; Carrick, 2008) acknowledges that core 
ethical competencies are required of all personnel. Orme (2011, p. 6) went so far as to 
recommend the development of “an operations-focused culture underpinned by the profession 
of arms construct” and acknowledged that “programs of socialisation” would be critical to 
the success of this initiative. As McCormack (2019, p. 26) points out, a military ethical 
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framework must “[focus] upon the individual as a moral agent with the capacity for ethical 
decision making”. This approach supports the inclusion of ethics education across all ranks as 
well as advocating a need for appropriate rank/role specific contextualisation within the 
program (Wolfendale, 2014; Whetham, 2018). 
36The Joint Professional Military Education Continuum is structured around four broad 
content areas, these being: (1) National security policy and strategy, (2) Command, leadership 
and ethics, (3) Joint warfare, and (4) Technology and capability (Department of Defence, 2019, 
p. 17). 

2 Acknowledging where the ADF has recently gone, and how 
that progress matches against the points raised in this thesis 
would be a timely and useful contribution to the ongoing 
debates about how best to instil the appropriate ethical culture 
in the ADF. Clearly, this also presents an opportunity to 
integrate the Brereton Report findings more comprehensively 
into the work – such a thing is always going to be a challenge 
in a work that is addressing a living profession that is itself in 
a state of constant change. However, some of the deficiencies 
identified in the report could be linked to the gaps and 
inadequacies in training going all the way back to the ARC 
and the clear foundation that this is supposed to provide. 
Talking a little more about the relationship between Army and 
broader ADF values, tensions and complementarities, would 
also be an area to expand in the future 

This issue is acknowledged and now further highlighted in Chapter 6 Section 6.4.1.1 (pp. 232-
234), as follows:  
 The ADF, and in particular the Australian Army, is currently determining its course of 
action following the publication of the Brereton Report (ADF, 2019). The Brereton Report 
concluded that the failure of personnel to adhere to the Law of Armed Conflict and 
International Humanitarian Law were enabled by organisational and cultural weaknesses and 
recommended significant reform (ADF, 2019). A number of the Report’s recommendations 
related to ethics education initiatives and advocated for the inclusion of ethics education “from 
the start of a military career and continuing throughout it” (ADF, 2019, 35). Specifically, 
educational recommendations included: 

[that personnel] …receive education on the causes of war crimes…  
that basic and continuation training should reinforce that not only is a 
member not required to obey an obviously unlawful order, but it is the 
member’s personal responsibility and legal duty to refuse to do so… 
that both selection and continuation training should include practical 
ethical decision‐making scenarios in which trainees are confronted in a 
realistic and high pressure setting with the requirement to make 
decisions…[and] 
that the training of officers and non‐commissioned officers emphasise that 
absolute integrity in operational and other reporting is both an ethical 
obligation and is fundamental for sound command decisions and 
operational oversight (ADF, 2019, p.110). 

 While these recommendations are welcomed, it is noted that the need for significant 
cultural reform was identified as early as Orme’s 2011 report. Orme (2011, p. 16) argued that 
the “strongly-held informal view within the ADF that the events in question are not only 
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isolated but represent a failure of individuals rather than a failure of culture” meant that the 
“early warning signal of a culture at risk” was not recognised. Not only did Orme (2011, p. 
17) point to the numerous ADF inquiries into unacceptable behaviour, he also argued that 
lessons should be learned from the experiences of our allies39, and that cultural problems such 
as mis-placed loyalty, “tribalism”, and the use/abuse of alcohol needed to be addressed. He 
concluded that ADF culture should reflect Australian society, and that one way of ensuring this 
was the professionalising of the ADF, starting with the implementation of a “central ADF code 
of conduct, based on the profession of arms construct” and “a ‘cradle-to-grave’ program of 
professional socialisation …[including] education in leadership, followership and ethics” 
(Orme, 2011 p. 42).  

Similar conclusions were reached in the Aitken Report into accusations against British 
Army personnel of abuse and unlawful killings in Iraq in 2003-2004 (UK Ministry of Defence, 
2008).  The Aitken Report warned that lessons learned on operations had not led to cultural 
change and that professional development and education initiatives were needed to provide 
that “a better understanding of the Army’s Core Values, and their application, is inculcated 
into all ranks” (Ministry of Defence, 2008, p. 25). Had lessons been learned from the 
operational experiences of the British, Canadian and United States forces, as well as ADF non-
operational investigations and reports including Orme (2011), opportunities to address 
cultural failings may have been more timely than they have been.  

The ADF has recently begun to address these lessons, acknowledging the need for a 
philosophical underpinning to ethics education and linking that to a notion of military 
professionalism: 

There are three ethical theories that provide a basis for the ADF’s 
approach to ethics. They are related to our traditions as a profession of 
arms and reinforce our obligations to operate within LOAC. These lines 
of enquiry help us think, act and reflect on what we should do: Natural 
law theory. Natural law theory examines ‘intention’, ‘good ends’ and 
‘reasonableness’. Duty ethics. Duty ethics asks, ‘Is the act right in 
itself?’ Virtue ethics. Virtue ethics examines, ‘What sort of person 
should I be?’ (ADF, 2021, p. 14).  

This is also supported by the new Defence Values and Behaviours (ADF, 2020) and the recently 
promulgated ADF Ethical Decision-Making Framework (ADF, 2021):   
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The ADF Ethical Decision-making Framework asks all ADF members 
to think through four questions when faced with ethical decisions. It also 
asks ADF members to periodically reflect on a fifth question regarding 
their character and pattern of decision-making. 1. Is this lawful? What 
are the obligations and constraints this creates? 2. What is my intent? 
Is the objective I intend good? 3. Is it aligned with Defence Values? 4. 
Have I evaluated my thinking? 5. How can I reflect on my character and 
decision-making? (ADF, 2021, p. 27). 

39Orme (2011, p. 16-17) cites “13 major inquiries into ADF behaviour, sexual harassment, 
and the like since 1995” as well as reflecting on lessons that could have been learned from 
incidents “such as the [United States Army’s] Abu Ghraib prisoner abuse and the Canadian 
Airborne Regiment abuse of civilians in Somalia”. 
 
Comments are also noted for possible further research and future publications. 

3 p. 5 I’m not clear as to how the ADF can have 100% 
permanent personnel, but the Army (which is part of the 
ADF), has only 51% in the same category? 

The comment is noted, and the table and accompanying text have been revised to provide more 
clarity, specifically the confusing table entry has been deleted (p. 5) and a footnote added (p. 
4) explaining that: 
This number represents 51% of the ADF with the remaining 49% being comprised of Navy and 
Air Force personnel. 

4 p. 8 onwards teasing out the difference between stated 
curricula elements, and the broader cultural elements that are 
not documented, but are just as important. Hopefully, we will 
return to this. 

The comment is noted, and this issue of undocumented values is discussed in Chapter 5 
(Sections 5.1.1. and 5.1.3). 

5 p. 29 notes that none of the case studies examined at the 
USMA were actually genuine dilemmas. However, there is a 
tendency for non-specialists to use the term dilemma to 
describe any ethical challenge. This is brought out well in the 
Coleman article cited. What these are, rather, is a method of 
exploring and reinforcing behaviour that is culturally 
acceptable in that particular situation, from a PMEE 
perspective. Genuine dilemmas can be useful, but are not the 
key to the case study method as they can tend to reinforce the 
idea that every situation is a dilemma, when that is very clearly 

The comment is noted, and the explanation of Coleman (2013) has been expanded, as follows 
(p. 29): 
However, Coleman (2013, p. 5) points out that while the term ‘dilemma’ is widely used to refer 
to any ethical challenge, these can more usefully be classified as “test of integrity” or “tests 
of ethics”.  Here, Coleman (2013) differentiates between the two, describing the ethical 
dilemma as requiring the learner to decide what is right and the test of integrity requiring the 
learner to choose to do what is right.  
 
This issue is also noted for possible further research and future publications. 
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not the case. This is something that could be explored in a little 
more depth when this thesis is turned into a publication. 

6 p. 102 the dual loyalty or dual professional identity challenge 
is potentially extremely large, and warrants a thesis in its own 
right! 

The comment is noted and emphasised with the addition of the following sentences (p. 91): 
The value of loyalty is a particularly complex one, and recruits are not advised how to navigate 
between loyalties that conflict. This issue will be further discussed in Chapter 6.  
 
This issue is further highlighted, together with Examiner Comment #7, in Chapter 6 (p. 234), 
as follows: 

While this new framework for ethical decision-making has been introduced into 
doctrine, it does not address ethical failures that result from conflicting loyalties as described 
by both Orme (2011) and Brereton (ADF, 2019). The problematic issues around competing 
loyalties or dual professional identities of personnel has been well documented by military 
researchers (Bradley, 2012; Connor et al., 2019; Gross & Carrick, 2013; Kelly, 2015; Nijhof 
et al., 2012; Olsthoorn, 2019; Olsthoorn et al., 2013;). Bradley (2012, p. 123) points out that 
while loyalty to comrades is an important aspect of military cohesion, “the social processes 
employed to strengthen unit effectiveness also weaken individual responsibility. He specifically 
argues that “military duty-personal loyalty dilemmas” must be included in ethics education 
programs citing “Coleman’s distinction between tests of ethics (i.e., moral dilemmas) and tests 
of integrity” (Bradley, 2012, pp. 113-114). 

 
This issue is also noted for possible further research and future publications. 

7 p. 111 the very problematic value of loyalty, and why that may 
be the case, is demonstrated amply by this diagram. This, 
again, is worthy of a thesis in its own right, but the vertical vs 
horizontal loyalties that are part of military life are both a 
source of strength and enormous friction at times when loyalty 
to mission or country is overridden by the loyalty to mates that 
is instilled so carefully from day of basic training. The fact 
that it is not a tier one value is itself important, and a good 
thing. 

The comment is noted and dealt with as part of the response to Examiner Comment #6. 
 
 
 
 

8 p. 121 the lack of a priority hierarchy to solve conflicts is clear 
here, but also occurs elsewhere, which is why the values-based 

The comment is noted and emphasised with the addition of the following sentence (p. 121): 
Without the ability to prioritise values and resolve conflicts between values, the need for an 
ethical decision-making framework and/or priority hierarchy is highlighted.  
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character development (virtue ethics model) needs 
supplementing with ethical decision-making ethics tools. 

 

9 p. 126 the challenge of defining ethos! The comment is noted and emphasised with the addition of the following sentence (p. 126): 
This underscores the challenge of defining and communicating the military ethos, generally, 
as well as in terms of the induction of new personnel. 

10 p.134 this section needs to be careful as it is, or appears to be, 
equating USNA officer education and training (and other OT-
focused institutions) with the soldier-focused ARC 
curriculum. Surely, ADFA would be a better comparison 
here? But of course, ADFA is not the focus of this study, but 
rather ARC. This section is about the socialisation process in 
more general terms, looking at international experience etc. 
This apparent tension could do with unpacking and explaining 
further, with reference to the actual practical organisation side 
of this to show how this is or is not a case of comparing apples 
and oranges after all. The lack of published research on soldier 
training and education (and again the difference between these 
two is important) has been noted, and could be made more 
explicit here to justify the direct comparison with officer 
education here in multiple different contexts. The whole 
rationale for why different people would get equipped with 
different educational tools is touched upon and questioned 
elsewhere (e.g. p.187 etc), but there is a tension in this chapter 
that just needs sorting out. How and why do the ideas such as 
Kohlberg’s still influence who should be taught what and how, 
based on what people will be able to understand based upon 
their educational attainment, and even class, whether they are 
enlisted or officers, or are these irrelevant as everyone is 
capable, in theory, of aspiring to post-conventional 
understanding of morality? Is there a pedagogic rationale for 
presenting and teaching concepts in different ways to different 
people, and what evidence is that based upon? Is the military 
a genuine profession? If so, is all of it, or is this focused on 

The comment is noted and has been addressed as part of the response to Examiner Comment 
#1.  
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officers and maybe SNCOs? Should it include everyone? 
Coleman 2012 is good on this. If that is the case, does that 
make a difference to who gets taught what? Or is it better to 
have a uniform package and consistent approach across the 
entire organisation (perhaps like the USMC – if that claim 
does indeed cover all ranks?). Would this help answer the 
professionalism question? What does this mean in an 
Australian cultural context? Much of this can be linked 
through to chapter 6 of course, so this is also a question of 
framing and narrative. 

11 p.180 the problematic role of the chaplains here is very well 
brought out. 

The comment is noted, which also links to Examiner Comment #13, and the issue is emphasised 
with the addition of the following sentence (pp. 180-181): 
This problematic role for chaplains will be further explored in Chapter 6 (Section 6.3.1). 

12 p.204 “‘ends justifies the means’ approach may be seen by 
personnel as enhancing mission success at the tactical level, 
these decisions may actually lead to strategic mission failure” 
- I imagine this type of critique is why the argument against 
the ethical triangulation element of the ADF ethics doctrine 
won out. 

The comment is noted and emphasised with the addition of the following sentence (p. 204): 
This underscores the need for ethical decision-making skills that enable soldiers to consider 
the impacts of their choices from multiple perspectives. 

 

13 p.218. Interestingly, in Norway, military chaplains are used in 
this role. However, apart from the c.98% Lutheran make-up 
of the military there which affects the representation issue, 
they invariably have advanced degrees in ethics as well as 
divinity, meaning they have specific rather than assumed 
expertise in this area. 

The comment is noted and emphasised with the addition of the following sentences (pp. 219-
220): 

In the Norwegian Defence Force chaplains play a key role in military ethics education 
of soldiers (Berntsen & Rolfsen, 2008). As Berntsen and Rolfsen (2008) note, the ethics 
curriculum has moved over time from a focus on Christian values to teaching that centre 
around the organisation’s core values. Despite this, the teaching of ethics remains “one of the 
chaplain’s basic functions” (Berntsen & Rolfsen, 2008, p. 95). In The Netherlands, chaplains 
also provide advice informally to individuals and formally to unit commanders in an approach 
that is seen to be “closely linked to a concept of normative professionalism” which sees the 
curriculum focus on “training in basic professional attitudes” (Iersel et al, 2001, pp. 64-65).  
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   While there is not strong religious heritage across Australia society, chaplains retain 
a role in ethics education and are generally positioned as “part of the leadership of a unit, but 
will be clearly outside the formal hierarchy of that unit” (Field, 2008, p. 112). Grulke (2014, 
p. 59) points out that “loyalty to the organisation always remains subservient to the loyalty of 
chaplains to their faith and its traditions”. This assumes that the ADF Values are not just 
understood as generally Christian but as being associated with a number of specific Christian 
denomination. He further maintains that: 

while the church has a responsibility to ensure clergy comply with these 
standards, any organisation that embeds the clerical office into its 
structure assumes a shared responsibility in maintaining these 
standards. Advancement, leadership, seniority, appointment to 
supervision or oversight, should not be set on the standards of the 
organisation, but on the standards outlined within the faith traditions 
from which the clergy are appointed. Clearly this is a challenge for any 
organisation to adopt a set of values that may run contrary to that which 
is important to that organisation. The onus here, however, is not for the 
faith tradition to align its expectations of clergy to organisational 
standards, but for the organisation to modify its processes (Grulke, 
2011, pp. 59-60).  

As Grulke (2011, p. 64) argues, “chaplaincy…belongs first and foremost to the religious 
system from which it is drawn”; however, the ADF is yet to address any potential or real 
conflict that this presents in terms of chaplains having carriage of ethics education for 
recruits. 

14 p.222. This may well be entirely appropriate, but would link 
well to the need for an expanded discussion on what it is 
appropriate to teach to people at different stages of their career 
and rank profile. What evidence have you assembled that the 
existing distinctions are not adequate? The Strategic soldier 
concept shows the physical reality, but what of the conceptual 
one? How much is enough? This would also be a good place 
to return to the training versus education debates – the former 
about instilling the right answers to specific problems, the 
latter about being equipped with the tools for whatever the 

The comment is noted and has been addressed as part of the response to Examiner Comment 
#1. 
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situation may be. I would argue that the apparent emphasis on 
training over education (e.g. education is done at ADFA, 
training is done at ARC?) is key element of the puzzle here, 
even if it is an assumption that doesn’t match the operational 
reality of what happens afterwards anymore. 

15 p. 227. ‘Trevino et al. (2006) found that the impact of codes 
of ethics is greatest when personnel see leaders implementing 
policy, modelling behaviour and making decisions based on 
the values promoted by their code of ethics.’ – this is so 
important. 

The comment is noted and emphasised with the addition of the following sentences (p. 232): 
In his Annex to the Brereton Report, Whetham (2020, p. 517) notes that the there is strong 
“peer-to-peer influence” within military teams but argues that “the support (or rejection) of 
ethical norms by immediate peers and direct leaders is even more influential than that of senior 
military officers”. This underscored the importance of modelling ethical behaviour at all levels. 

16 p. 238. The mention of profession again. See above. The comment is noted and further highlighted in Chapter 6 Section 6.4.2.1 (pp. 238-240) as 
follows: 

The development of a code of ethics assumes the positioning of the military as a 
profession. Orme (Australian Defence Force, 2011), Ryan (Australian Defence Force, 2016) 
and others (Anglim, 2018; Brick 2018; Lovell, 2017b) have made cases for the 
professionalisation of the ADF. The AJPMEC (Australian Defence Force, 2019a, p. 10) 
proclaimed that “members of the Australian Defence Force belong to the profession of arm” 
and that: 

“a profession is defined as a disciplined group of individuals who 
adhere to ethical standards and who are accepted as possessing special 
knowledge and skills…. A code of ethics governs the activities of each 
profession and requires behaviour and practice beyond the personal 
moral obligations of an individual. … These codes are enforced by the 
profession and acknowledged and accepted by the community. 
Professionals are accountable to those they serve and to society” 
(Department of Defence, 2019, p. 11).  

This can usefully be interpreted as requiring all personnel to be part of the professional 
body that is the ADF. Jans (2017, p.29) argues that a “professional identity reorientation” is 
required to enable personnel to develop “distinctive skill-sets” as well as new ways to 
“conceptualise or orient themselves to their roles”. Furthermore, the doctrinal acceptance of 
the strategic corporal concept necessitates the inclusion of soldiers and JNCOs into the 
professional group. Lovell (2017b, p. 5) argues that “the notion of the ‘strategic corporal’ is 
a way of saying that modern defence forces want their soldiers to think about the broader 
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context and consequences of their actions”; while Moffitt (2017) p.176 describes a strategic 
soldier as being an “intelligent professional who is globally aware [and] culturally sensitive”. 
Indeed, to this could be added, by way of developing an aspirational descriptor, that while 
being “technically proficient and tactically autonomous”, they behave ethically, take 
responsibility for their actions, and reflect the ADF’s core values (Adams, 2017, p. 33).  

However, Adams (2017, p. 33) argues that “where autonomous, purposeful and astute 
soldiers emerge…they emerge in spite of the presently dominant culture and not because of it”. 
More broadly, this speaks to the elitism of the military hierarchy which largely obstructs the 
inclusion of soldiers and NCOs in the PME space (Moffitt, 2017). In countering this, Moffitt 
(2017) argues for soldier education that includes “matters of law, international relations, 
politics, ethics, culture and the media” and advocates for “a whole-of-life, human-
performance-based approach with a strong emphasis on education” (pp. 177-178).  

It is also be recognised that significant cultural change is required to achieve these 
outcomes. However, the hidden messaging contained in a curriculum that minimises the 
importance of ethical behaviour (an example of which is the equity and diversity lesson 
described in Section 5.2.3.1) indicates that there are personnel who are resistant to ethics 
education resistance to ethics education. In order to build an ethically integrated culture, 
connections must be made between ADF core values and the conduct of each individual across 
all military settings and environments, as noted by Culp (2012): 

conduct is rarely linked to the organization’s values and principles. A 
pat on the back for a job well done, without mention that their conduct 
exemplified the organization’s values, often results in a missed 
opportunity to reinforce right conduct. Likewise, punishment is rarely 
linked to the values that are the foundation of the rule that was broken, 
again missing an opportunity to reinforce right conduct (Culp, 2012, p. 
66). 

This also requires an appreciation that the ethical continuum ranges from the sorts of 
unacceptable behaviour once seen merely as jokes or pranks through to war crimes.  

In the German military, this is conceptualised as ‘Innere Führung’ (or Inner Guidance) 
where soldiers are encouraged to view themselves and their military service as being part of 
the broader society rather than belonging to an institution that is distanced from it (Dörfler-
Dierken, 2017). In advocating for cultural change, Orme (Australian Defence Force, 2011) 
argues that:  
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this means that the ADF must strike the right balance in its culture so as 
to create a cohesive force that can succeed in operations while also 
acting in accordance with the values and expectations of the Australian 
community. This is not just because such a balance is mandated by 
international conventions and protocols and the subordination of the 
military to civil control through the Parliament. The essence of the 
argument is that the ADF must establish a resilient and professional 
culture that is able to withstand the rigours of combat, yet retain its 
humanity and its Australian character — and do so for practical as well 
as moral and legal reasons (Australian Defence Force, 2011, p. 20). 

In developing a similar Innere Führung concept, the ADF could adopt a more 
heutagogical education system, which effectively engages with personnel at a deeper cultural 
level and that includes recruits, soldiers and JNCOs in its PME (Hase & Kenyon, 2001, 2003; 
Hase, 2016). 

Examiner Two: Professor Ben Wadham 
17 I think the study could have made stronger connections 

between culture, ethics and values and also some awareness 
of the hidden curriculum may have been illuminating. … 
Personnel resistance to ethical training would be a different 
study but it is relevant and does feel like a bit of a hole. 

The comment is noted and has been addressed as part of the response to Examiner Comment 
#16. 
 
 

18 I was waiting for more on Orme’s – Beyond Compliance as a 
I see that as a recent and relevant institutional statement on 
how it understands unethical conduct and what is required to 
improve it.  

The comment is noted, and Orme’s (2011) report is further highlighted in Chapter 6 Section 
6.4.1.1 as noted in the response to Examiner Comment #2.  

19 Would it have been possible to move into discussion about 
andragogy and heutagogy? Could this discussion have 
expanded on the more instructive and occasionally dialogical 
ways of educating? There is also the potential to explore other 
educational knowledge including for example the work on 
funds of knowledge/identity, which sits behind a social 
constructionist epistemology/ontology. My question is if the 
education took on a stronger deeper cultural direction would 
it engage defence personnel more effectively? Obviously one 

The comment is noted and emphasised with the addition of the following passage (pp. 223-
224): 

In order for this to be realised, the ADF needs to question the capability of its 
education system and the suitability of its current pedagogical models. As discussed in 
Chapter 1, ‘training’ and ‘education’ are contested terms, viewed not as part of a learning 
continuum, but as dichotomous concepts. The AJPMEC (Australian Defence Force, 2019, p. 
50) defines training as the “process of inculcating specific skills” while classifying education 
as “theoretical learning” and presents these as either/or activities on which is based the 
soldier/officer education divide: 
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tension is adopting an approach that challenges the core of 
military action which is tactical dominance. 

Training 
• Based on: practical application  
• Perspective: narrow 
• Involves: job experience 
• Term: sort term 
• Prepares for: present job 
• Objective: to improve performance and productivity 
• Teaches: specific task 
Education 
• Based on: theoretical orientation  
• Perspective: wide 
• Involves: knowledge acquisition 
• Term: comparatively long term 
• Prepares for: future job 
• Objective: to develop a sense of reasoning and judgement 
• Teaches: general concepts 
(Australian Defence Force, 2019, p. 50). 

Army educators are made aware of the three domains of learning, simplified as “skills, 
knowledge, attitudes” and narrowly defined in LWD 7-0 Training and Education (Australian 
Army, 2018, p. 8) as: 

• Skill is the ability to carry out a function. 
• Knowledge is the awareness of, or cognisance of, information. 
• Attitudes are the opinions that influence action. 
(Australian Army, 2018, p. 8). 

However, there is little evidence that these are comprehensively utilised in terms of learning 
that integrates cognitive, psychomotor and affective capabilities (Gagne et al, 2005).  

Particularly in terms of developing soldiers who are ethical agents, connecting to the 
affective domain is critical. Biesta (2020) argues that, while the main purpose of education is 
the accumulation of knowledge and skills, socialisation, and individualisation37 should also be 
considered as key functions of learning. This allows a focus on both the development of identity 
through socialisation and the building of agency through individualisation (Biesta, 2020; 
Cowell & Biesta, 2016). The ability to be reflexive is crucial to developing agency, and this 
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also suggests the need for a more dialogical and heutagogical education approach38 (Hase & 
Kenyon, 2001).  
37 Biesta uses the term ‘subjectification’ to describe education focusing on developing “a desire 
for wanting to try to live one’s life in the world, without thinking oneself in the centre of the 
world” (Biesta, 2020, p. 98). This concept is often linked to civics and citizenship education 
initiatives (Cowell & Biesta, 2016). 
38 Heutagogy is an educational approach that advocates for learner agency and active self-
determination in terms of what and how people learn (Hase & Kenyon, 2001; 2003). As 
described by Hase and Kenyon (2001, p. 2), the heutagogical approach is learner-centred and 
emphasises a flexible “holistic development in the learner of an independent capability” for 
learning. 
 
This issue is also noted for possible further research and future publications. 

20 The thesis started using war crimes as an example for ethical 
education. It was important to see it expand to diversity and 
could also have included the question of defence abuse which 
mobilised the last decade of culture reviews.  

The comment is noted and has been addressed as part of the response to Examiner Comment 
#16. 

Examiner Three: Doctor Daniella Forster 
21 My key comment to make here is that the term ‘education’ is 

rightly understood as contested, perhaps even more so than the 
Introductory sections of this Thesis indicated, or the later 
analysis visualised in diagrams 6.1 and 6.3. I say this mainly 
to suggest future research to conceptualise the emergent 
qualities of educational experience as they relate to ethics, 
which may (or may not) be useful to think about in terms of 
the three domains of education Biesta develops. …What are 
the meta-ethical assumptions underlying this thesis? How 
might relational, feminist or authenticity ethics contribute to 
shifting the discussion of ethics in Military contexts? 

The comment is noted and has been addressed as part of the response to Examiner Comment 
#19. 
 
Comments are also noted for possible further research and future publications regarding issues 
around philosophy of education and how this relates to military ethics education. 
 
 

22 It is better to be more inclusive, morally, of course, and it is 
clear that there is a greater need for it given the Army’s own 
stated purposes, but what are the assumptions being made 
about the idea of inclusivity, its meaning, and how can it be 

The comment is noted and emphasised with the addition of the following paragraph (p. 254): 
The Afghanistan Inquiry Reform Plan prioritised “developing integrated, 

contemporary, whole-of-career, outcome focussed learning” suggesting the use of a mix of 
delivery approaches, including workplace experience and learning as well as formal education 
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theorised with a variety of tools from ethics, distinguished 
perhaps from social justice politics? Broadening 
conceptualisations and schemas of ethics can only work to 
further inclusivity and perhaps provide tools to dislodge 
hyper-masculine warrior tropes and assumptions of 
traditionalist theories which create ideal forms.  

programs (Australian Defence Force, 2021, p. 24). It claims that “Defence is reforming end-
to-end training for all Defence personnel on ethics, leadership, command, culture, character 
and LOAC” and that “more will be done to embed critical thinking and ethical decision 
making… and prepare people… to challenge the actions and decisions of others” (Australian 
Defence Force, 2021, p. 24). However, it is unclear how this ‘integrated’ approach will 
incorporate non-operational issues (unacceptable behaviour, discrimination, etc) without 
broadening the concepts of ethics and values, and without destabilising many of the existing 
cultural norms. This will inevitably encounter resistance; however, developing personnel with 
greater ethical capability need not reduce operational capability in terms of tactical 
dominance. 
 
Comments are also noted for possible further research and future publications regarding social 
justice issues and how this relates to military ethics education. 

Editorial Corrections 
23 p. 41 last paragraph, last line: delete ‘be’ 

p. 42 last paragraph, line 3: spelling ‘brought’ 
p. 117 last paragraph, line 3: spelling ‘initiative’ 
p. 173 figure: spelling ‘permission’ 
p.174 paragraph 2, line 15: spelling ‘paratrooper’ 
p. 177 paragraph 1, line 1: spelling ‘bringing’ 
p. 204 paragraph 2, line 19: ‘not to mention the that’ 
p. 206 line 3: spelling ‘demonstrated’ 
p. 227 paragraph 1, line 6: ‘In terms of This could’ 

All editorial errors are acknowledged, and corrections made. 
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	Note. A shared understanding of values was demonsrated where the organisation confirmed the importance of ethics education and where the programs promoted the development of ethical behaviour. However, an unshared understanding of values was demonsrated where the organisation failed to support ethics education and where the values of individuals and sub-groups conflicted with organisational values.
	Note. A shared understanding of values was demonsrated through constructive curriculum and pedegogical practices.  However, an unshared understanding of values was demonsrated through obstructive practices which led to discrepencies between doctrine, curriculum and lessons.
	Note. Doctrine drives training through directly informing the curriculum. Doctrine drives practice through establishing and reinforcing behavioural expectations and standards, both directly and via training. 
	Note. A shared understanding of values was demonsrated through consistent doctrinal messages about the need to address unacceptable behaviour and the importance of inclusivity to capability development. However, an unshared understanding of values was demonstrated through inconsistent messaging across doctrine in terms of how values represent the requirments of being a soldier.
	Note. Messages promulgated in doctrine flow though into curriculum and are then further interpreted at the lesson stage. In the case of MLO 13.1.1 Explain gender awareness and appropriate behaviour; however, the message delivered to recruits does not communicate the intent of the doctrine in terms of the organisation’s commitment to equity and diversity (Australian Army, n.d.-o, Slide 2).
	Note. The basic social process had three phases: (1) driving training; (2) engaging learners; and (3) shaping behaviour.
	Note. This diagram was developed to map the relationships between categories that led to the development of the basic social process.
	Note. This early diagram illustrates the professional context that was considered in terms of the reflexive approach to the study.  
	Note. The TMP is an endorsed and controlled document that sets out the educational requirements of the course (in terms of Module and Course Learning Outcomes) and guides the development of Lesson Plans and other related artefacts. Adapted from ADFP 7-0-2 Defence training model (Australian Defence Force, 2006a, p. 20, Chapter 3). 
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