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reading, I will contend that little
else in the course need differ from
one type of higher education insti-
tution to another. Students in all
colleges and universities need to
become active learners. The com-
parative scientific method focuses
on an important dependent vari-
able, that is, on an important prob-
lem in political science. And be-
cause the whole enterprise is
comparative, it works to mitigate
parochialism among students every-
where.

Students from all types of educa-
tional institutions are characterized
by the attributes set forth here.
They are passive, parochial, and
initially uncommitted to political
science. Yet, in the face of the im-
portant challenges that will con-
front them once they leave higher
education, it is crucial that they
become more active problem-solv-
ers, open their horizons to other

parts of the world, and develop a
sense for how politics is important
to human beings everywhere. We
must do a better job of training
thinkers and doers, rather than
treating our students as merely pas-
sive vessels for the receiving of
facts.

Notes

*David D. Laitin, now of the University
of Chicago, had a substantial impact on the
early formulation of my teaching philosophy
and on some of the important, specific fea-
tures of the pedagogy for introductory com-
parative politics that I outline here, in par-
ticular the focus on variables and the
scientific method as a plausible and compel-
ling way of teaching undergraduates compar-
ative political science. His influence has
shaped many of the specifics and the general
concepts presented here. I also thank
Sheilah Mann, Joseph Klesner, and two
anonymous referees for serious and thought-
ful critiques of an earlier version of this es-

say. Nonetheless, weaknesses and contra-
dictions in this approach are, of course, my
own.

1. The importance of case selection to the
integrity of the scientific process that then
unfolds has been forever impressed upon me
by Arend Lijphart, who has been mentor,
friend, and exacting taskmaster since gradu-
ate school. Indeed, I owe to him my empha-
sis on the indispensability of the compara-
tive method to the whole political science
enterprise. (Some students, however, wish I
had never studied with Lijphart—or Laitin,
too, for that matter!)
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Teaching Administrative Ethics with Help from Jefferson
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An important question in public
administration education asks
whether moral education should
concentrate primarily on intellec-
tual skills or moral character. An-
other way of stating this is to ask
whether the education of students
should aim at refined intellectual
skills or instinctive and habitual
patterns of behavior. The debate is
over whether the teaching of ad-
ministrative ethics should be aimed
at “‘improving the moral cognitive
capacities, focusing on the devel-
opment of moral judgment and an
attitude of moral responsibility to-
ward the public service . . . or
whether the fundamental goal
should be directed at cultivating
moral character and moral con-
duct” (Hejka-Ekins 1988, 885).
Lilla argues that morality is a
way of life, not a method of analy-
sis, and by bringing abstract ethical
reasoning to the study of public
administration, the ethics move-
ment helps to create a moral vac-
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uum rather than fill one. He de-
scribes the popular movement of
ethics in government as a ““para-
dox,”” because it promotes ethics
without first emphasizing ‘‘moral
education” (1981, 4). An exclu-
sively intellectual approach is likely
to produce administrators who are
““shrewd in the convenient applica-
tion of ethical principles, rather
than administrators with integrity”’
(1981, 13).

To better understand the debate,
it is helpful to note that many
courses in administrative ethics
seem to be based on the premise
that by the time students are en-
rolled in the undergraduate or grad-
uate curriculum, the opportunity
has passed for shaping their moral
character. When dealing with
adults, often it is assumed that the
most the instructor can hope for is
to refine the student’s analytical
skills. These presuppositions deter-
mine, in part, the curricular ap-
proach taken in the classroom.
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Thomas Jefferson and the
Character-Cognition Debate

It is comforting to see that Tho-
mas Jefferson also questioned
whether education should be aimed
primarily at teaching cognitive
skills or developing character. His
educational thought offers a helpful
perspective on this issue.

While Jefferson resolutely be-
lieved in the character-building goal
of education, he was curiously am-
bivalent when considering studies
in moral philosophy as a means to
achieve that goal. Moral philoso-
phy, which typically consisted of
studies in ethics, politics, and eco-
nomics represents a cognitive ap-
proach to moral behavior. In most
of his proposals for university cur-
ricula, Jefferson includes a course
in moral philosophy, while in infor-
mal discussions he appears to con-
tradict his formal proposals. For
example, he advised a nephew in
1787 that time is spent vainly in the
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study of moral philosophy because
moral character is not produced by
abstract rules. He advocated the
acquisition of virtue through con-
sistently upright behavior, which
would serve to form right habits
(Peterson 1988, 425).

Regarding his grandson’s educa-
tion, he wrote to his daughter Mar-
tha that, ‘It would be time lost for
him to attend professors of ethics™
because ethical conduct ‘““may be
as well acquired in the closet as
from living lectures’” (Honeywell
1931, 125). Courses in moral philos-
ophy sought to develop moral and
intellectual character by refining
one’s ability to reason through
moral questions. Thus, moral phi-
losophy was a rational approach to
ethical behavior. It assumes that
moral formation—if it occurs—is a
by-product of moral cognition.

The primary moral faculty for
Jefferson, however, was not the
intellect but the ““moral sense.”
For Jefferson, a moral sense was a
more reliable faculty than reason,
because reason is often and easily
led into error. ¢‘The Creator, Jef-
ferson said, had designedly sepa-
rated reason from morals in order
that the motives for action, which
stabilized the economy of nature,
should be preserved from the diver-
sity and infirmity which character-
ized the minds of men”’ (Boorstin
1948). Jefferson explains the moral
sense to Peter Carr as he warns
him that it would be ““lost time to
attend lectures’ on moral philoso-
phy. Our Creator, Jefferson contin-
ues, would have been ““a pitiful
bungler” if moral conduct was an
intellectual calculation, because the
great proportion of the population
has not the capacity or training for
discursive reasoning.

Intellect plays a role in guidance,
but even below-average intelligence
is sufficient for correct moral judg-
ment. Moral behavior is only
slightly dependent upon the guid-
ance of reason. To prove this the-
sis, Jefferson proposed submitting a
moral dilemma to a common la-
borer and to an academic. He sug-
gested that the laborer would re-
solve the difficulty as well as the
individual with advanced educa-
tion, if not better:
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State a moral case to a ploughman
and a professor. The former will de-
cide it as well, and often better than
the latter, because he has not been
led astray by artificial rules (Boors-
tin 1948, 141).

The Liberal Arts and the
Promotion of Characl;er

Although Jefferson warns against
a predominantly intellectual ap-
proach to cultivating the moral fac-
ulty, he believed that education did
play an important role in its devel-
opment: when a moral sense is de-
ficient in the student, ‘“we en-
deavor to supply the defect by
education” (Boorstin 1948, 145).
More specifically, he is referring
here to the use of literature. After
discouraging moral philosophy, he
told his nephew to ‘‘read good
books because they will encourage
as well as direct your feelings’”
(Peterson 1988, 425). ““Good books
were to be read, not because of the
doctrines they contained, but be-
cause of the encouragement and
exercise which they gave the moral
feelings.”” Judging by his comments
and curricula designs, the educa-
tion to which he refers is a liberal
arts education. His enthusiasm for
the utility of the liberal arts in
forming character, conspicuous in
his correspondence, stands in stark
contrast to his ambivalence toward
moral philosophy.

Jefferson says that liberal studies
exercise ‘“‘the sentiments’” and by
this ‘““men become just” (Boorstin
1948, 145). He advised his nephew:
““Good books are to be read be-
cause of the encouragement and
exercise which they give the moral
principles’” (Peterson 1988, 425). In
these passages, Jefferson suggests
that liberal studies use the emo-
tions in forming right habits.

Jefferson seems to refer to a
principle of moral development ex-
plicated by Aristotle in his discus-
sion of literary tragedies. Aristotle
explains that when tragic stories
are presented in artful form, the
spectator experiences intense fear
or pity at the demise of the protag-
onist. If the plot of the drama is
constructed well, the cause of the
protagonist’s downfall is due to
some character defect in the actor,
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rather than the consequence of an
extraordinarily corrupt personality.
This defect is ordinary enough that
the spectator can personally iden-
tify with this degree of vice. For
example, Oedipus’s inordinate curi-
osity is a fault to which many
might admit. The active identifica-
tion of the spectator with the actor,
compounded by the intense pity or
fear he experiences while watching
the play, will motivate the specta-
tor to improve his own conduct
(Aristotle 1982, 1452b12-1454b18).
Those in the audience, then, ac-
tively participate in the presenta-
tion of the drama sufficiently enough
to benefit personally from the moral
lesson involved. From this discus-
sion and others,! Aristotle expounds
how moral formation is promoted
by the creative presentation of
drama, music, and literature.

Another function of liberal edu-
cation also depends upon a vicari-
ous student experience as a means
to character formation. It was
noted earlier that Jefferson asserts
that liberal education can “en-
large” the mind of the student
(Honeywell 1931, 250). Jefferson’s
statement might be interpreted in
light of what today is called a
‘‘broad-minded”’ habit of thinking.
To understand this idea, we begin
by noting that the ‘‘great books™
are so described because they cre-
atively address important themes
such as the nature of justice, the
delusion of utopianism, or the elu-
siveness of equality. Careful con-
sideration of such fundamental
questions prepares students for oc-
cupational experiences in which
these themes reappear. Study of
classic works in which these con-
cepts are seriously and artistically
treated heightens the student’s ap-
preciation of their importance. A
study of the development of equal-
ity, as it has been treated in litera-
ture and philosophy over the last
two millennia, will sensitize the
welfare director, for example, to
understand that some expression of
equality is intertwined into discre-
tionary decisions over entitlement
and allocation.

It is helpful to note that the
traditional conception of virtue in-
corporates much more than the
prohibition of, say, adultery or em-
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bezzlement. Moral virtue should
comprise one dimension of per-
sonal character, but intellectual
virtue is necessary to make a per-
son of integrity. Intellectual virtue
is illustrated by the virtues of wis-
dom, discernment, prudence, and
knowledge, to name only a few.

Pedagogical Implications

What do these ideas suggest for
the administrative ethics instructor?
For one thing, a recognition of the
importance of liberal studies as
preparation for public service im-
plies that public administration
graduate program managers might
consider the number of liberal arts
courses prerequisite to graduate
study admission. Compared with
other professional graduate pro-
grams, public administration pro-
grams usually have few prerequi-
sites, so requiring more courses in
literature, for example, should not
put an undue burden on students.

Besides considering undergradu-
ate preparation in liberal studies,
instructors might look for opportu-
nities to ““liberalize’” existing
courses.? An administrative ethics
class provides an excellent oppor-
tunity for the strategic use of liter-
ary works. Marini (1992) recom-
mends Sophocles’ Antigone to
acquaint the student with dilemmas
involving competing sources of au-
thority and the role of personal
conscience. Future or current pub-
lic servants could read or view
Goethe’s Faust. A Faustian bargain
can be struck in one tragic decision
or by smaller compromises that
accumulate over a professional life-
time. The Hyppolytus by Euripides
provides an excellent study of the
problem of ‘‘dirty hands’” that
Michael Walzer (1973) has articu-
lated.? Hyppolytus represents an
individual who may be roo good.
The arrogance generated by his
own righteousness leads to his de-
struction and the demise of those
around him. He is told by the god-
dess Artemis: ‘It was the goodness
of your heart destroyed your life”’
{Warner 1958, 122).

The instructor might also incor-
porate literary works into other
courses. An abstract discussion of
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courage in an administrative leader-
ship course might be supplemented
or even replaced by a class reading
of Robert Bolt’s immortal portrayal
of Sir Thomas More in 4 Man For
All Seasons, or at least a viewing
of the videocassette.* Biographies
such as this one have a quality that
can inspire one to virtuous living.’
Kafka’s The Castle might be used
in an organizational theory course
to introduce the phenomenon of
bureaucratic irrationality. Zola’s
Germinal and A Bell for Adano by
John Hersey are appropriate for a
course in labor relations.® For a
course in personnel administration

. . . a recognition of the
importance of liberal
studies as preparation
for public service implies
that public administration
graduate program
managers might consider
the number of liberal arts
courses prerequisite to
graduate study admission.

one might follow Kassiola’s sugges-
tion for Alice Walker’s The Color
Purple to illustrate a person denied
human freedom and dignity. Ex-
cerpts from Dicken’s Bleak House,
which is a caricature of the self-
serving operations of the nineteenth-
century British legal system, and
Kafka’s The Trial, are useful in
preparing students for the frustra-
tions inherent in the world of ad-
ministrative law.

It should be noted that the effi-
cacy of the liberal arts curriculum
rests heavily on the attitude of the
instructor. As in most other types
of instruction, if the material is
treated cynically, the students’ ex-
perience will be different than if the
material is treated respectfully. On
the other hand, it is true that ambi-
guity and contradictions sometimes
characterize the way that moral
questions are portrayed in the clas-
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sics. This is true of life itself, and
sound character formation should
prepare the student to grapple with
such frustrations with courage and
determination.

Conclusion

It is a truism that character is
formed through early experience.
For this reason some may reject
the idea that moral growth can con-
tinue in higher education. The lib-
eral arts are able, however, to pro-
vide life experience vicariously.
Hypothetical case studies attempt
to do this, of course, but the expe-
rience they provide often reduces
the involvement of the student to
the intellect. Dwight Waldo once
argued:

From literature we can learn what
we could not possibly learn about
administration otherwise. . . . [T]he
life experiences of a single individual
are necessarily highly limited in
terms of all possible experience. . . .
[T]hrough literature the life experi-
ences of many are given to us.
Moreover, they have . . . the ability
to communicate whole-life situa-
tions, to present questions of a fun-
damental nature in cogent and stir-
ring forms (Egger 1959, 451).

Ultimately, the best mode of eth-
ical education is a balanced one.
Jefferson seemed to be reacting
against a predominant emphasis
upon rationalism in his day; he saw
a need therefore to stress an ap-
proach less concerned with rules
and principles than with behavior
itself. Yet, as previously noted, he
did not exclude moral philosophy
from the curriculum—as he had
religious studies—so he apparently
accepted the value of the develop-
ment of moral cognition. Cooper
(1982) recommends supplementing
an intellectual approach with one
concerned with character in public
administration ethics, and Lilla
(1981), similarly to Jefferson, is re-
acting against a contemporary im-
balance. None of these thinkers
would necessarily prohibit studies
of ethical systems, case studies, or
any other activity aimed at discur-
sive skills. The implication for pub-
lic administration is to take note of
an imbalance in pedagogy within
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the discipline which calls for re-
dress. Jefferson wrote to advise his
nephew, Peter Carr, who aspired to
public service. His letter begins:
““An honest heart being the first
blessing, a knowing head is the sec-
ond”” (Arrowood 1930, 161).

Notes

1. For example, in the Politics, Aristotle
provides a discussion of moral character and
music which is parallel to this explication of
dramatic presentations (1339all-1342b33).

2. The prospect of teaching existing
courses with a “‘liberal arts attitude’” when a
wholesale liberal arts curriculum is not feasi-
ble is argued by Herbert Storing in an un-
published and undated essay, in mimeo-
graphed form, entitled ‘“‘Liberal Education
and the Common Man.””

3. Michael Walzer, 1973. *“Political Ac-
tion: The Problem of Dirty Hands.” Philos-
ophy and Public Affairs, vol. 2 (Winter), pp.
160-180.

4. Bloom (1964), with Jaffa, demonstrates
how a classic work—in this case the plays
of Shakespeare—often contains important
political and moral principles and is a useful
vehicle for conveying such ideas to stu-
dents. See The Politics of Shakespeare.

5. Rohr (1989) illustrates this point in a
review of a discussion of ethics written by a
“‘distinguished scholar of British public ad-
ministration,”” Richard A. Chapman (Ethics
in the British Civil Service, 1988). Chap-
man’s treatment of ethics consists of an
“‘administrative biography of a particularly
distinguished British civil servant, Sir Ed-
ward Bridges,”” who served in the British
government in the 1940s and 1950s. Accord-
ing to Chapman, Bridges provides an inspira-
tional example for public administrative stu-
dents.

6. These two works are highlighted by
Howard E. McCurdy in ‘“How Novelists
View Public Administration,”” Ralph Clark
Chandler, ed. A Centennial History of the
American Administrative State (New York:
The Free Press, 1987). A discussion of the
““administrative novel’” has persisted for the
better part of this century. In this area of
research, scholars have valued using fiction
to teach public administration. In addition to
other works cited in this article, see Hum-
bert Wolfe, ‘““‘Some Public Servants in Fic-
tions,”” Public Administration, 2, (January,
1924), p. 40; Rowland Eggar, ““The Adminis-
trative Novel,”” American Political Science
Review, 53 (June, 1959), p. 449; Howard
McCurdy, “Fiction, Phenomenology, and
Public Administration,”” Public Administra-

June 1995

Teaching Administrative Ethics with Help from Jefferson

tion Review, 53 (June, 1959), p. 449; and
Thomas R. McDaniel, ““The Search for the
‘Administrative Novel’,”” Public Administra-
tion Review (November/December, 1978), p.
545; and Mortin Kroll “‘ Administrative Fic-
tion and Credibility,”” Public Administration
Review, 25:80-84 (March) 1965. For antholo-
gies of administrative fiction see Dwight
Waldo, The Novelist on Organization and
Administration: An Inquiry Into the Rela-
tionship Between Two Worlds, (Berkeley:
Institute of Government Studies, University
of California, 1968) and Marc Holzer, et al.,
Literature in Bureaucracy: Readings in Ad-
ministrative Fiction (Wayne, New Jersey:
Avery Publishing Group, Inc.: 1979).
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