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Abstract 
 

People training to become police officers in NSW undertake an ethics subject in both their 
second and fifth sessions of study.  The second session immediately precedes their attestation 
as Probationary Constables and, therefore, their initial 12 months of work as police-officers-
in-training.  The fifth session is the final session prior to confirmation as a Constable, and its 
conclusion marks an abrupt change for students from ‘junior’ to ‘senior person on the truck’.  
The recent redevelopment of the Session 5 ethics subject called for consideration of this 
forthcoming leadership role, while also allowing students to consolidate their second session 
learning with the benefit of their experiences as probationary constables.  
 
The intent of this paper is to explore a number of key issues that arose when the authors were 
revising the Session 5 ethics subject referred to above, with specific reference to the use of 
meta-cognitive processes, including reflection on and critiquing of their experiences of both 
ethical and leadership issues during their time as probationary constables in the New South 
Wales Police.  The paper discusses the process undertaken to develop the subject and the 
considerations that were accounted for in its design, including the broader issue of what it is 
to teach ethics, particularly to this cohort of students.  The paper will attempt to draw more 
general conclusions about the teaching of ethics to professionals by way of dedicated ethics 
subjects. 

 
  
 
  
Introduction 

We have recently redeveloped an ethics and leadership subject for Probationary 

Constables in NSW1.  A key aim of the subject is to facilitate students’ reflections on 

their experiences of policing and enable them to turn mirrors into windows, that is, to 

move from reflections on past experiences to projecting forward to inform future 
                                                 
1 Anna as ethics lecturer, Matthew as educational designer. 
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actions.  During the subject’s revision, a number of issues arose both in relation to 

teaching ethics in particular and teaching distance education students more generally.  

Addressing these led to a subject which is innovative in its teaching and learning 

strategies (at least in the context of the course in which it sits).  Of perhaps greater 

importance is the fact that it has led us, as ethics teachers, to consider more deeply 

and articulate more carefully what it is we are trying to ‘do’ when we teach ethics to 

police and almost-police.  In this paper, we will explain the main issues that we faced, 

explore some of the current thinking on these, and then discuss how they were 

resolved in the context of the subject we revised. 

 

Background/Context 

The course on which we teach is the main pathway for employment as a police officer 

in NSW.  It is taught over five trimesters.  For the first two of these, the students are 

Charles Sturt University (CSU) students rather than NSW Police Force employees.  

However, as the course is taught at the NSW Police College, the students are subject 

to various police directions and policies, and various other police requirements are 

enforced via professional suitability standards2.  Once the first two sessions of study 

have been successfully completed, students are offered employment in the NSW 

Police Force and are attested as Probationary Constables3.  For the remaining three 

sessions of the ADPP, students are working full-time in police stations while 

undertaking two CSU subjects each session by distance education – a practicum 

                                                 
2 ‘Professional suitability’ is a blanket term which refers to a number of behavioural standards which 
students must meet to be eligible to remain in the Associate Degree in Policing Practice (ADPP).  The 
decision that a student is not professionally suitable results in their immediate withdrawal from the 
course. 
3 Attestation involves students being solemnly sworn in as Constables of Police. 
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subject and an ‘academic’4 subject.  When these three sessions have been successfully 

completed, students are confirmed as Constables of Police5, and are eligible to 

graduate with the Associate Degree in Policing Practice. 

 

Ethics subjects are studied in Sessions 2 and 5, i.e. the session immediately prior to 

attestation and the session immediately prior to confirmation6.  In Session 2, students’ 

learning is two-fold:  firstly, there is some introduction to the key philosophical 

concepts that should inform ethical decision making, and to the various expectations 

of the NSW Police Force about the values and behaviour of its employees.  Secondly, 

there is considerable practice in applying these to case studies.  In addition, students 

are expected to relate their learning in ethics to their experiences in the Session 1 and 

Session 2 simulated policing subjects.  In relation to philosophical concepts, the 

subject is fairly ‘thin’; we teach students to identify the rights, duties, consequences, 

policies/legislation, etc. relevant to particular circumstances as well as to understand 

something of why each is important, and that the importance of each can differ, 

depending on the situation.  However, we do not look at theoretical positions 

concerned with assigning respective weightings to these factors (such as a Kantian 

concern with duties), nor do we cover any theory concerning why particular rights and 

duties exist – qua rights and duties – in the first place.  Justifying this particular 

approach would take us too far from the primary concerns of this paper; suffice to say 

that these objectives are arguably reasonable in light of the competing demands of the 

                                                 
4 This is not to imply that the practicum subject is academically empty; it is simply to make the 
distinction which students themselves (and many lecturers) make during this period of study. 
5 Confirmation marks the conclusion of the probationary period.  With confirmation, students can wear 
the Constable epaulettes and receive a pay rise as a result of this change of rank.  
6 In earlier versions of the course, this has been different:  at one time, there were ethics subjects in 
Sessions 1 and 6, then such a subject in Session 1 only when the course was reduced to five sessions.  
The current course pattern was introduced after a 2002 course review.  
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course on the students, the primary end for which they are studying the subject, and 

the varying educational backgrounds with which students can enrol in the course.   

 

In contrast, the Session 5 ethics subject (PPP252) is a distance education subject and 

students come to it with at least seven months of actual policing experience, albeit as 

a Probationary Constable7.  The subject covers both ethics and leadership, the latter 

having been suggested by a number of oversight bodies8 during the 2002 review of 

the course.  This recommendation was based on the current demographics of the NSW 

Police Force which mean probationary constables could be ‘senior person on the 

truck’ within days of completing their probationary period.  Moreover, in being 

‘senior person on the truck’, they could be leading people who are themselves 

probationary constables, i.e. colleagues who are in the very early stages of their own 

learning ‘on the job’.  It is only in this limited sense that issues concerning leadership 

are addressed in the subject.  PPP252 will be the focus of the remainder of this paper.  

 

Re-developing the subject – some issues 

The subject PPP252 had existed for some years in a ‘standard’ distance education 

format – a book of mini-lectures, a book of readings and two or three assessment 

items – but the inclusion of material on leadership provided an opportunity to rethink 

the subject more broadly.  This was partly a pragmatic issue:  what could we delete or 

change from the ethics material if we had to ‘fit in’ material on leadership?  But, in 

addressing this question, we faced the broader conceptual issue of what exactly it is 

that we are trying to do when we teach ethics – particularly to students at this stage of 

                                                 
7 While Probationary Constables have a full range of police powers, there are some jobs from which 
they are excluded while in the probationary phase, e.g. Coroner’s matters and serious sexual assaults.  
8 The Police Integrity Commission, the Serious Crime and  Internal Affairs Unit (NSW Police), and 
NSW Ombudsman. 
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their professional education.  From this flowed the further issue of how best to 

facilitate students’ learning about ethics.  These issues resolved into two specific 

questions, which we will now consider in light of current literature. 

 

(i)  What exactly did we want PPP252 to do?   

While bearing in mind the specific learning objectives set by the University, what 

broader concept did we have of what an ethics subject could – and should – do at this 

stage of students’ professional development as police officers?  Longstaff’s 

distinction between ethics training and ethics education is a useful starting point for 

thinking about the ‘general orientation’ an ethics subject could have (1995).  Ethics 

education, he says, refers to  

   

….. those processes and experiences which are designed to impart knowledge, 
understanding and skills to people in order that they might autonomously and 
authentically develop and maintain an ethical framework that is their own (Longstaff 
1995, p. 8). 

 

Ethics training, on the other hand, is about 

 

….. those processes and experiences which are designed to impart knowledge, 
understanding and skills to people in order that they might share in the task of 
maintaining an organisation’s ethos (ibid.). 

 

Longstaff is careful to make the point that ethics training does not amount to ensuring 

blind obedience to an organisation’s Code of Ethics or the like (ibid., p. 9) – training 

should not aim at ‘compliance without understanding’ but should  include ‘the 

development of a capacity to reflect on what one does and the fostering of certain 

dispositions’ (ibid.).  Nonetheless he goes on to argue the importance of ‘fostering the 
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conditions for autonomous moral agency’ – that is, the importance of moving from 

ethics training to ethics education, as he has defined them (ibid.). 

 

In an organisation such as a police service, which still relies heavily on command and 

control to ensure compliance, the development of autonomous moral agency in 

students can seem a risky goal.  Indeed, Longstaff recognises that developing such 

agency ‘has the potential to cause division between people’ (ibid., emphasis in 

original).  When police practitioners are involved as teachers in the Session 2 ethics 

subject, their inclination is to adopt something more like the training approach, out of 

a concern to ‘protect’ the students from the perceived punitive treatment of police 

who stray from the ‘accepted line’.  This can be a source of tension between these 

practitioner-teachers and the ethics teachers who do not have a policing background.   

 

Nonetheless, two of the reasons Longstaff gives for promoting moral autonomy are 

especially relevant to the policing context:   

 

…  that autonomous individuals will … [have the] ability to cope with genuinely 
novel circumstances that they might encounter from time to time … [In addition] 
autonomous moral agents will be less likely to sacrifice ethical considerations on the 
altars of expediency or materially rewarding impropriety (ibid., pp. 9-10; our 
emphasis).   

 

The italicised expressions point to key features of police work:  the variety of jobs and 

issues police can be faced with, together with police officers’ well-documented 

vulnerability to corruption.  Also relevant here, we would argue, is the discretionary 

nature of many police powers – the ‘simple’ fact that police are required to work 

autonomously to a considerable extent.  Taken together, these considerations provide 

compelling reasons for skewing an ethics subject for police officers more towards 
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ethics education than ethics training, at least at some point (i.e. bearing in mind that 

such education may need to be preceded by a period of training)9.   

 

While the training/education distinction can provide us with an indication as to the 

broad orientation of a specific ethics subject for police, it does not take us too far in 

relation to determining specific content.  In his paper, Longstaff mentions six ‘general 

features’ that an ethics education ‘might’ have (ibid., p. 18).  We will not discuss 

these in detail.  Suffice to say that one of the six is ‘The further development of skills 

of critical reflection …’ (ibid., our emphasis).  Schön (1987) argues that it is 

necessary for a professional to engage in reflection both on and in their practice to 

better develop their professional capacities.  Although his argument is focused upon 

skill and knowledge development, such an argument extends quite easily to the ethical 

development of an individual.  However, Longstaff’s qualification ‘critical’ must be 

taken into account.  Within an ethics education, the reflection must be informed by, 

amongst other things, relevant ethical imperatives and facts about the professional’s 

role and obligations.  Insofar as an ethics education incorporates reflection on 

professional practice, that reflection must provide students with learning opportunities 

which allow them to be evaluative and questioning in their reflections. 

 

What else should an ethics subject do, in addition to providing such opportunities?  

Clarkeburn has argued that an ethics education should ‘concentrate on the process of 

moral decision making’ (2002, p. 310).  Her paper makes this claim in the context of 

arguing against two other ways of  characterising ethics education, viz. as focusing on 

‘character and virtue’, and as conducted in terms of ‘behavioural change and value 

                                                 
9 The use of ‘skewing’ rather than something more robust is in recognition of the fact that in a 14 week 
course, there is only so much that can reasonably be achieved. 
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inculcation’ (2002, pp. 308-310).  Of these latter two, she regards the first as being 

‘unreasonable’ (not ‘within the reach of a limited education approach’; ibid., p. 308); 

and the second as ‘unacceptable’ (not ‘in accordance with the general values and aims 

of higher education’; ibid; see also pp. 309-310).  It would take us beyond the scope 

of this paper to consider these arguments.  For now we want to focus on her preferred 

description of ethics education to determine its degree of fit with the conclusions so 

far arrived at about what an ethics subject should ‘do’.    

 

In relation to ethics subjects that focus on ethical decision making processes, 

Clarkeburn says their aim is to: 

 

… support students in developing tools to recognise, analyse and solve moral 
problems and to create opportunities to practice these skills.  The emphasis would … 
be … on the appreciation of ethical facts, rules and problems and on skills to 
recognise, understand and solve them (2002, p. 310) 

 

This aim is consistent with – though clearly not sufficient for – developing and 

promoting the moral autonomy of students.    It is also an approach which has specific 

links to the policing context, wherein a number of ethical decisions are made each 

shift, many of which then need to be defended to numerous internal and external 

entities.  In her paper Clarkeburn identifies four features which she says a ‘successful’ 

ethics subject should have (ibid., p. 313).  Of these, one is specifically focused on 

what such a subject should ‘do’:  ‘The key element that emerges from previous 

educational programmes is the importance of nurturing students’ personal moral 

agency’ (ibid.).  Clarkeburn expands on this by saying: 

 

The key is student interaction with moral problems. … If we wish to have a 
successful ethics programme within an undergraduate curriculum, we need to provide 
opportunities for students to interact with moral problems. We need to find problems 
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that interact with their curriculum and which can also increase student motivation 
towards ethics (ibid. p. 314). 

 

So, an ethics subject that focuses on moral decision making should enable students to 

have an active role; indeed, it should positively discourage anything that might 

encourage passivity in students.  And this has clear links to our earlier points 

concerning moral autonomy:  an opportunity to interact with moral problems, to be 

able to see them as ‘their own’, is clearly going to advance students’ moral autonomy, 

their sense of personal responsibility for how a situation is resolved. 

 

Thus far, then, we have arrived at the following conclusions as to what PPP252 

should ‘do’:  it should be oriented towards ethics education in that it should foster the 

development of students’ moral autonomy; it should facilitate critical reflection; and 

its content should focus on the process of ethical decision making, as this will ensure 

it is consistent with the overall orientation described above10.   

 

(ii)  How could we best foster students’ reflection on their practice, and the further 

development of their ethical sensitivity and ethical decision-making? 

With the above conclusions in hand, the next outstanding issue concerns the 

pedagogical methods that the subject should employ.  The matters that could be 

covered here are many, however we want to focus on just two:  (a) the use of case 

studies and (b) the use of interaction with each other to foster students’ reflection on 

their practice and to hone their ethical decision making skills. 

 

 

                                                 
10 Of course, some other ‘style’ might also be consistent with that orientation, however we cannot 
consider this possibility in the current paper.  
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(a) Case Studies 

As Muskavitch states ‘[c]onsideration of problematic scenarios, cases, is widely 

accepted to be an essential part of effective ethics education’ (2005, p. 431).  We have 

no argument with this view; however we do want to raise some issues about the ways 

in which case studies are often used in ethics subjects.  To the extent that case studies 

are to be employed in a subject that promotes – amongst other things – critical 

reflection on practice, it will be important for those case studies to be ones which stem 

directly from students’ own practice.  They will be best served by case studies based 

on their own experience.  In this way, relevance will also be assured.  By developing 

the case studies on which their learning will then be concentrated, the students will be 

working with the issues that they find difficult, for which they need to find 

resolutions.  Moreover, they will be less likely to engage in the sort of passivity which 

Clarkeburn warns against if they can develop their own learning resources to some 

extent.  As Pollock and Becker argue, ‘…the best ethics course for police is one that is 

relevant to them.  One way to achieve that is to utilise their own dilemmas in guiding 

discussion of ethics’ (2005, p. 103).    

 

Pollock and Becker raise another issue (inadvertently, we think) about the nature of 

the case studies for an ethics subject such as PPP252 with their reference to 

‘dilemmas’.   ‘Dilemmas’ are referred to in many discussions about the use of case 

studies in ethics subjects.  Indeed Clarkeburn refers (confusingly) to ‘… programmes 

that … [are] based on dilemma discussions on controversial moral problems’ (2002, 

pp. 313-314) – ‘controversial’ and ‘dilemma’ not being as coextensive as she appears 

to suggest.  Casting ethics in terms of dilemmas has the consequence of desensitising 

students to the ethical issues they face (and are able to deal with) each day, of making 
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ethics seem so rarefied that it has no real applicability to their personal or professional 

lives.  In addition, presenting ethical issues as dilemmas gives the impression that 

ethical decision making can always be reduced to choosing the best out of two 

alternatives.  And this, Keefer argues, encourages students  

 

to approach moral problem-solving as an attempt to find the best justification for 
choosing one action over another; a conception that may produce an “exclusionary” 
attitude or mind-set likely to reduce the motive to search for creative alternatives 
(2005, p. 422; emphasis in original). 

  

In the specific context of police work, anything that inhibits the need to consider 

creative solutions seems dangerously out of place, especially in light of the police role 

as problem solvers and considering the variety in the types of jobs with which they 

may have to deal.  For all these reasons, we conclude that an ethics subject such as 

PPP252 should avoid the use of dilemma-based case studies; and if students are 

providing their own case studies, they should be given directions which guide them 

away from the development of dilemma-type ones. 

 

(b)  Interactions with each other 

In a recent paper, Karen Muskavitch has emphasised the importance of social 

interaction as a platform for the enhanced teaching of ethics (2005).  Referring to a 

number of the threads of our discussion so far, she says ‘[e]liciting a sense of moral 

obligation and personal responsibility, and helping students to tolerate – and resist – 

disagreement and ambiguity require … interpersonal interaction’ (ibid. p. 432).  Such 

interactions support the development of moral autonomy by creating a situation where 

participants need to actually state and, to at least some extent, defend their own moral 

position on an issue.  Critical reflection is also facilitated by interpersonal interaction, 
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in that engaging with the considered views of others sheds light on one’s own views, 

perhaps requiring those views to be revised or refined.  Further, the exposure to the 

ethical views, decisions and issues of others allows for the development of students’ 

ethical sensitivity and, in turn, extends their ability to identify relevant ethical 

considerations and therefore arrive at creative ethical decisions.  

 

The specific context of Muskavitch’s paper is facilitating this sort of interaction via an 

on-line environment, in relation to which she says that ‘interaction among people is 

necessary, but it need not be synchronous’ (2005, p. 433).  This is an interesting point 

as it is easy to assume that ‘interaction’ by its nature implies contemporaneous 

contact.  Murphy and Coleman (2004) go further, noting that the asynchronous nature 

of on-line discussions shifts the locus of control in favour of the learner with one 

important benefit being the ability for the learner to take time to reflect on their 

response and consider what they write (ibid.).  This is probably most important for 

learners in the earlier stages of their professional development, where marshalling 

relevant facts and information still takes some time.  However, it is also important in 

the area of ethical issues where a hasty, unconsidered response could serve to 

undermine a person’s credibility – both personally and professionally. 

 

When developing an ethics subject such as PPP252, the need for interaction between 

students should be considered of prime importance and should not be narrowly 

conceived of in terms of face to face discussion.  We also note that in maximising 

students’ interaction with each other a lecturer should be mindful of the ways in 

which their intervention can impact on this interaction.  Clarkeburn, for instance, says 
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that for a ‘successful ethics programme … [w]e … need good facilitators, who can 

provide support for student learning without dominating the process’ (2002, p. 314). 

 

*********************************** 

How we take account of the preceding considerations in PPP252 

Interactions with each other 

The online forum provides the obvious way for us to facilitate interaction between 

students.  Mindful of the likely size of each student cohort (from a minimum of 

approximately 180 to a maximum later this year of approximately 700), and the fact 

that students are less likely to engage with each other in large, anonymous groups, we 

divide the cohort into smaller groups of 18-20 and give each group their own online 

sub-forum.  These smaller groups are named Syndicates, in a nod to police 

terminology, and are the main group within which students interact (analogous to a 

tutorial group in face to face teaching).   

 

Each syndicate is populated in such a way as to ensure no two students come from the 

same geographical location and, as far as possible, that a range of rural, regional and 

metropolitan sites are represented.  In this way, students are obliged to engage via the 

online forum rather than having the option of organising face to face meetings.  As 

well as compelling forum use, this also ensures that no students can feel 

disadvantaged on the basis that others have been able to hold face to face meetings 

and thereby avoid the drawbacks of communicating online.  Originally, an attempt 

was made to ensure gender diversity in each syndicate.  This proved difficult due to 

the large numbers of men in the course.  However we were advised that groups where 

men outnumbered women provided a genuine replication of the sorts of groups in 
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which police are likely to work qua police officers11, so we gave up trying to create 

any specific configurations in this regard. 

 

An additional issue here is the more general one of simply encouraging distance 

education students to engage with the subject.  A number of strategies are employed 

in this regard.  We rely to a large extent on students’ interest in having contact with 

their peers – that the requirements to share individual experiences will motivate them 

to interact with each other.  And this indeed has proven to be the case, with many 

students expressing appreciation for both the contact itself and the learning which that 

contact allows.  We have also structured the subject in such a way that it is in 

students’ interests to keep engaged with it.  This is mainly done by way of a number 

of compulsory but non-assessable tasks, which students need to complete to be able to 

complete the assessment items.  For example, the critiques in Module 2 (see next 

paragraph) are not themselves assessable, but they provide the foundation for the 

assessable group work in that module.  Even the ‘simple’ requirement that students 

work with each other’s case studies creates a subtle form of peer group pressure in 

favour of active engagement, as students know that their failure to complete tasks in a 

timely manner will impact on their fellow students’ ability to do the same with 

assessable items.   

 

On the basis of these facilitation mechanisms, we could then consider the types of 

interaction which would best provide students with opportunities to practice both 

ethical decision making and leadership skills, thereby furthering their moral 

development and critical reflection.  At its simplest, this is done by requiring students 

                                                 
11 This point was made by a number of our ex-NSW Police colleagues. 
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to post their own case studies to their syndicate forum, thus making them accessible to 

their fellow students.  In addition, in two of the modules, students are required to 

focus directly on work from other students – in Module 2, to critique two fellow 

students’ responses to the case studies we provided, and in Module 3 to identify 

ethical considerations that should inform decision making in the case studies of two 

fellow students.  In each of these tasks, students are directed to refer back to their 

Module 1 learning about leadership and to demonstrate in their responses a leadership 

style they think is most appropriate to the situation.  In this way, their leadership skills 

can be practiced while their ethical sensitivity and decision making skills are further 

developed.   

 

Mindful of Clarkeburn’s warning about teachers not dominating students’ 

interactions, our forays on to the forums are minimal.  We respond to student queries, 

which are usually placed on the main subject forum rather than on the respective 

syndicate forum.  And occasionally we add to a sub-forum if, for instance, students 

appear to be labouring under some form of misunderstanding.  Helpfully, the forums 

used by the University have a function such that all forum postings can be diverted to 

our own email addresses.  Using this allows us to remain aware of what is taking 

place on each forum without appearing too intrusive.   

 

Use of case studies, moral decision making & critical reflection 

Consistent with conclusions drawn above, students are required to provide case 

studies from their own experiences in two of the three modules in PPP252.  The 

exception to this is Module 2 where we provide students with a set of relevant case 

studies.  In this module, students’ attention is focussed on ethical values, professional 
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standards and behaviour in light of their forthcoming leadership role.  Of particular 

concern here is the distinction between ‘being accountable’ and ‘being held 

accountable12, their duty of care in respect of their colleagues, and identifying 

responsibilities to assist colleagues to further the pursuit of professional goals.  Since 

each of these involves positive obligations (obligations to do something), asking 

students to provide a case study from their own experience would put them at risk of 

disclosing a situation where they did not act but in fact had a formal obligation to do 

so.  And such a disclosure would amount to a form of self-incrimination since many 

markers on PPP252 are serving police officers who have a legal obligation to report 

misconduct.  By providing students with relevant case studies, we can give them the 

space to explore issues which they might not think are clear-cut (even where police 

policy and/or law is definitive) while still recognising that the institutional rules of 

their organisation can not be suspended for the period of that exploration.   

 

In relation to actually engaging with the case studies, students demonstrate, both in 

the Session 2 ethics subject and in PPP252, that they have confidence in applying 

rules devised and dictated by the police organisation but struggle to engage with 

underpinning ethical values and principles in their decision making.  One effect of this 

is that when called on to make ethical decisions about case studies, they settle on 

whichever decision they can most easily justify in rule-based terms.  For this reason, 

in their interactions with the issues raised in the various case studies, we do not ask 

students to actually make decisions about what a police officer should have done.  

                                                 
12 ‘To be held accountable is to be asked by some external source (perhaps a law court, or a 
disapproving friend, or an administrative unit) to give an account of your decisions, to defend your 
action or decision not to act.  To be accountable is to act in such a way that your actions could 
withstand scrutiny should you ever be held accountable. A person could be an accountable police 
officer in this sense, even if they are never held accountable for their decisions’ (PPP252 CD, accessed 
8/11/6). 
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Rather, we ask them to identify, and explain, the ethical considerations that should 

inform the key ethical decision to be made in the respective case study.  This takes the 

emphasis off the final decision, and puts it back onto the process of moral decision 

making itself.    

 

One barrier we confront in getting students to engage with moral problems is that they 

tend to the view that police rarely face genuine ethical issues because police rules and 

policies allow everything to be rendered into ‘black and white’ choices.  We turn this 

assumption on its head in Module 3, where students are required to submit a case 

study which explains an issue that they find ‘ethically challenging’.  They are not 

given any direction as to what ‘ethically challenging’ might involve, although some 

may of course be influenced by early forum postings from others.  This generates a 

(fascinating) range of situations and issues, including dealing with the illegal 

behaviour of off-duty colleagues, working out what to do when their partner is clearly 

making a decision based on racist premises, and finding reasons not to succumb to 

cynicism when dealing with repeat instances of domestic violence where the victim/s 

appears unwilling to help themselves.  In this way, they demonstrate an ethical 

sensitivity which is then extended by their exposure to, and interactions with, each 

other’s ethically challenging situations via their syndicate forum.  Their initial (often 

tacit) assumption about the rarity of ethical challenges in police work is subverted by 

the ‘every-day-ness’ of the case studies they themselves submit.   

 

Bearing in mind our earlier conclusion that critical reflection should be informed by 

relevant ethical imperatives and facts about the professional’s role we provide 

students with a number of brief readings relevant to leadership and to some of the key 
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ethical challenges that tend to be raised in Module 3.  As regards the latter, some is 

effectively revision of their Session 2 work on the respective ethical issues, but some 

relates to topics that were not introduced in Session 2 as it was determined students 

would better appreciate the relevant ethical issues having been exposed to them 

during actual police work.  These include racism and institutional racism and policing 

domestic violence.  We have recently completed the third trimester of delivering the 

subject in its redeveloped form, and it has become apparent that additional readings 

need to be given to the students to provide a more sound theoretical basis for their 

reasoning around ethical issues – in relation to both their ability to reason and present 

logical argument and their having a sound working knowledge of the relevant issues 

and considerations. 

 

Conclusion 

In the preceding, we have identified a number of the key considerations which should 

inform the development of ethics teaching, particularly within a policing-specific 

course.  Such a subject should foster students’ moral autonomy (i.e. it should move 

from ethics training to ethics education) and their critical reflection on their practice, 

and it should do this by extending students’ understanding of, and ability to employ, 

the process of ethical decision making.  In relation to this latter, case studies should 

avoid the language – and construction – of dilemma-situations, and should (where 

possible) draw on students’ own experiences of their professional environment.  

Finally, all of the above should take place in a context which maximises students’ 

active participation in their learning and provides them with the social interaction 

necessary to further develop their moral autonomy and critical reflection. 
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By way of the example of PPP252, we have briefly considered how to accomplish the 

above in an on-line learning environment.  This latter facilitates reflective practice by 

providing time for considered responses and also the ability to draw on the immediate 

experience of the practitioner in the field.  The discussion of PPP252 has also 

indicated ways in which initial ethics training (undertaken prior to students beginning 

professional practice) can be developed into a form of ethics education, enhanced by 

students’ own professional experiences but with a view to using these to inform future 

practice – i.e. with a view to turning their probationary year mirrors into much more 

extensive windows. 

 

********************************************* 
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