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Abstract One very important remedy proposed for the wide-spread ethical failure of
accountants in recent years is ethics education. Although ethics education has been
variously explored in the literature, the nature of ethics education in accounting
programmes and the factors that are associated with the integration of ethics education
still remain largely unexplored, particularly in the context of developing countries and
at university level of education. This study, therefore, ascertains the nature of ethics
education and examines how two factors, namely the type of institution and the
affiliation status of the institution, affect the structure and integration of ethics education
in the accounting programmes of universities in Ghana. Drawing on primarily second-
ary data from twenty-seven (27) out of the thirty-four (34) universities in Ghana, results
show that the content and structure employed in integrating ethics into accounting
programmes are associated with the type of institution and the affiliation status of
institutions.
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Introduction

Calls for ethical behaviour and business practices is not a recent development (Thau
1962). However, the calls have been accentuated over the years due to reports of
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business failures and scandals stemming from unethical managerial behaviour and
business practices (e.g., Enron, WorldCom). In response to these developments, edu-
cators at both university and professional levels have introduced ethics into their
curricula, hence the resurgence of interest in ethics education (e.g., Apostolou et al.
2013; Armstrong et al. 2003; Cohen and Pant 1989; Fisher 2005).

Ethics education has generally been explained as deliberate educational attempts
designed to promote ethical awareness and decision-making (Jackling et al. 2007).
Over the years, there have been various studies on ethics education from different
perspectives: designing and teaching business ethics (Felton and Sims 2005; Sims and
Felton 2006), perception of students and faculty on the importance of ethics and
accounting ethics education (Adkins and Radtke 2004), implementation of ethics in
accounting programmes (Ghafarri et al. 2008) and many more. However, many of the
existing studies are based on data from developed economies, arguably, because many
of the ethical improprieties reported are said to have originated from the developed
countries (see Enron, WorldCom).

In the specific case of accounting, the coverage of ethics in accounting is said to be
minimal, with the exception of auditing (Cohen and Pant 1989). Also, an inventory of
studies by the International Accounting Education Standards Board (IAESB) (2006)
reveals that few studies examine ethics education in the accounting curriculum. Thus,
the TAESB (20006) report calls for global studies, because, ethics is a global subject that
is not the reserve of a particular class of people.

In the light of the above and considering the fact that issues of ethics are still
pertinent today, continued research is essential to give fresh perspectives on ethics
education in accounting. In fact, studies on ethics education in the accounting disci-
pline, using evidence from developing countries, are scanty (Onumah et al. 2012).
Moreover, many of the studies focus on establishing the existing ethics in the training
of accounting students, pedagogy of accounting ethics and many more (see e.g.,
Apostolou et al. 2013; Fisher et al. 2007; Fisher 2005). This current study therefore
has a unique focus, in that it not only seeks to establish the existence of ethics in the
accounting programmes of universities, but it also seeks to introduce other elements
such as the type of university (i.e., ownership) and affiliation status. Studies have
suggested that regulation is one factor that influences institutions’ choice to integrate
ethics into their programmes (Nelson et al. 2014; Rutherford et al. 2012; Sims and Sims
1991; Whitla 2011). This study examines how affiliation (a source of regulation) and
the type of institution (ownership) are associated with the inclusion of ethics education
as part of the accounting programmes of universities.

To achieve the foregoing objectives, data are drawn from Ghana, a developing
country. The choice of Ghana for this study is due to a number of reasons. First,
universities in Ghana have been attracting many foreign students from the sub region in
recent years. Secondly, a World Bank report (2004) on the observance of codes showed
that the pre-qualification programmes in the sub-region, including Ghana, did not
comply with the IFAC requirements on ethics education in professional accountancy
training. Moreover, Onumabh et al. (2012) revealed that about seventy percent (70 %) of
key stakeholders such as employers and employed university graduates argue that
ethics training of accounting graduates is inadequate. In fact, using students’ familiarity
of the IFAC code as an indicator of the level of ethics in their accounting programme,
none of the respondents were familiar with the Code. Thus, evidence from Ghana
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serves as an effective representational case study for many other developing countries
in Sub-Sahara Africa.

The remainder of the paper is as follows. The next section presents an overview of
the literature relevant to the objectives of the paper. Specifically, the section focuses on
the concept of ethics education in general and accounting ethics in particular, as well as
the factors that may influence a university’s decision to introduce ethics education into
any programme. This is followed by the presentation and justification of the research
method adopted. The findings are presented in the penultimate section. The final
section presents conclusions made by relating findings to the literature..

Overview of the literature
Nature of ethics education

Literature on ethics suggests that business ethics and related ethical issues constitute
one of the topical areas over the past two decades (Apostolou et al. 2013; Armstrong
1993; Felton and Sims 2005; IAESB 2006; Sims and Felton 2006). Although getting
consensus on many aspects of the subject appears elusive, review of the literature
shows some level of agreement with respect to the means by which ethics can be
integrated into any curriculum (IAESB 2006). They include the pervasive approach
(where ethical content is integrated into several accounting courses), the discrete
method (where ethics is taught as a separate area of study), and the combined approach
(where both methods exist in the same programme).

Despite the foregoing developments, evidences on the best approach to include
ethics courses in a programme are mixed. Proponents of the discrete method argue that
one well-organized, reasonably long course in accounting ethics for accounting stu-
dents sensitizes them on the critical and complex nature of analysing and solving
ethical problems (see e.g., Fisher et al. 2007). Fisher (2005) adds that having a separate
course impresses upon students the institution’s commitment to, and the importance of,
ethics education. On the other hand, advocates of the pervasive method posit that since
ethical dilemmas are possible in all functional areas of accounting, ethics content
should be integrated into all accounting courses. In fact, the IAESB (2006) reports that
a separate ethics course “may diminish the appearance of relevance of the topic to
accounting candidates, especially if the materials used are either overly theoretical or
overly simplistic” (p.71). Furthermore, the report indicates that ethics is not an isolated
issue but an integrated part of the daily life and experience of the business student.

Empirically, recent studies show overwhelming support amongst accounting educa-
tors for embedding ethics in accounting courses (see e.g., Armstrong et al. 2003;
Ghafarri et al. 2008;). However, a limitation highlights that this approach requires
almost all educators in the programme to understand and teach cthical issues in their
respective areas of knowledge (IAESB 2006).

In the light of the above debates, some scholars argue that either approach, when
employed alone, is insufficient in equipping accounting students with the requisite
skills to deal with ethical challenges on the ground (see e.g., Armstrong 1993;
Hiltebeitel and Jones 1991). In fact, Armstrong (1993) advocates for a structure that
includes both a separate course and embedded courses. In this way, the distinctive and
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important benefits of each approach are fully achieved. Also, IAESB (2006) recom-
mends that this approach recognizes the relevance of ethics to all aspects of the
professional life of the accountant, since ethical issues are discussed in areas where
they arise naturally from the subject matter.

Beyond the above approaches, there are debates on whether ethics courses should be
a core (compulsory) or an elective. Arguably, a core course ensures that all students
receive the requisite ethics education; hence recent studies argue for ethics courses to be
a core course (Evans and Weiss 2008; Rutherford et al. 2012; Whitla 2011). Earlier,
Piper et al. (1993) observed that an elective course has the tendency to suffer from a
self-selection bias. Also, an elective ethics course may convey the impression that
ethical behaviour is optional (Gandz and Hayes 1988; Whitla 2011).

The foregoing studies suggest that choices in relation to the nature of ethics
education are influenced by various factors. Some scholars have argued that these
factors are both internal and external and may assume the form of coercion (see
Nelson et al. 2014; Rutherford et al. 2012). Some of these factors are discussed
below.

Factors affecting ethics education

A perusal of literature brings out various recurring themes that affect the decision of
heads of academic institutions to integrate ethics into the accounting curriculum and
also determine the form that it takes. The notion that a person’s ethical framework is
fixed and cannot be modified often is cited as the major objection to ethics education
(IAESB 2006). The attitudes of stakeholders regarding ethics education vary. Whilst
some scholars reject the idea completely, others are sceptical about the effectiveness of
ethics education. Still, others are neutral and adopt a “there is no harm in trying”
disposition, and others are positive about its benefits and support it (McDonald and
Donleavy 1995). Sims (2002) found that the first step in instituting a policy was for the
faculty to declare that it believes in the importance of ethics education. Also, if policy
makers do not believe in the relevance and effectiveness of incorporating ethics content
into the curriculum, they will not be willing to commit time and resources to see it
through (Uyar and Gungormus 2013).

Earlier, Sims and Sims (1991) reported that external pressure generated from
professional organisations is one major factor that increases the likelihood of account-
ing educators including ethics in the curriculum. For instance, it is a precondition of
qualification that accountants engage in a programme of structured training in ethics
and, in most countries, professional accountants are bound by a code of ethics
developed by the International Federation of Accountants (IFAC 2009a). Thus, where
accounting education regulators require ethics education as a prerequisite for accredi-
tation or affiliation, ethics education will form a significant part of the accounting
curriculum.

At the university level, studies show that there are both external and internal factors
that influence the inclusion of ethics education in business education in general. Earlier,
scholars argued that the inability to introduce new topics or courses into overcrowded
degree programmes is one barrier to the inclusion of ethics in the business curriculum
(Lampe 1996). Generally, ethics is viewed as a “soft” course, and so educators are
usually not willing to devote time and effort to it at the expense of what they view as
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more important courses (Power 1991). Also, the issue of insufficient materials for
teaching is suggested as a factor for low ethics coverage.

Ethics education is most frequently addressed in auditing courses (Cohen and Pant
1989), and yet the most popular auditing textbooks devote only one chapter specifically
to the subject of ethics. Puxty et al. (1994) found that accounting and auditing
textbooks recommended by the member bodies either avoid any consideration of
ethical principles or reduce ethical principles to a mechanistic following of written
behavioural guidelines. However, Gunz and McCutcheon (1998) are of the view that
lack of material argument is often used to camouflage a more broad-ranging reluctance
to incorporate ethical issues into the course. Similarly, other scholars argue that
business and accounting educators do not have sufficient training to teach ethics in
accounting (Cohen and Pant 1989). They add that the lack of appropriately trained or
qualified teachers has implications for ethics education. For instance, Adkins and
Radtke (2004) suggest that a lack of training would cause teachers to avoid ethics in
their courses, or deal with the topics only superficially.

From the external perspective, studies show that for accreditation and affiliation
purposes, accreditation bodies, particularly those in developed countries (e.g., The
Association to Advance Collegiate Schools of Business, AACSB), require business
schools to include ethics courses in their programmes (Evans et al. 2006; Rutherford
et al. 2012). However, the content and structure often are made the prerogative of the
individual universities.

Related to the issues of affiliation is university type, that is, ownership. Evidence
from many developing countries, including Ghana, shows that the universities are
either publicly or privately owned. Moreover, the privately owned universities may
be owned by a religious body or otherwise. Evans et al. (2006) posit that schools that
are affiliated to religious institutions are likely to include ethics courses (see also
Rutherford et al. 2012). This argument suggests that universities owned by religious
bodies are likely to include at least an ethics course into their curriculum. Also,
Rutherford et al. (2012) hypothesized that, privately owned universities are more likely
to include an ethics course than public universities. Results from the study showed that
private universities are much more likely to include ethics course than public univer-
sities (Rutherford et al. 2012). Also, private universities with religious affiliation or
ownership make ethics courses core (Evans et al. 2006; Rutherford et al. 2012).

From the internal perspective, some scholars argue that, the prestige of the university
programmes, internal politics and power arising from faculty interests, coalitions and
relative size of non-accounting departments, gender and educational background of the
university’s leadership, and amount of the university’s financial resources, may influ-
ence the introduction of ethics related courses (Evans et al. 2006; Rutherford et al.
2012). For instance, Evans et al. (2006) argue that universities running prestigious
programmes are likely to include ethics course to reflect their responsiveness to current
issues. Moreover, universities with general management and marketing departments
that are relatively larger will devote more attention to ethics courses. They reported that
whilst the results show that the prestige of the university programme influences
decisions to introduce ethics course, the relationship is not statistically significant. In
the case of the relative size of department, results show a significant relationship
between the relative size of management non-accounting department and the
presence of ethics course. Also, Rutherford et al. (2012) report that universities with
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leaders (e.g., deans) who are females include ethics courses in their programmes.
Moreover, deans with educational background in management require students to take
ethics courses. Furthermore, contrary to their expectation, for universities with greater
financial resources, it is less likely that ethics courses are included in their curriculum.
Finally, their results show that politics and the power issues arising from the relative
size of faculty in a management department does not statistically influence the decision
to include an ethics course.

Based upon the foregoing literature, ethics education requires some level of coercive
pressure from accreditation bodies at national level and some considerations specific to
the universities which may include politics, power, financial resources, gender of
leadership, and many more. However, many of the above studies are not based on
specific programmes, hence the focus on accounting in this study. Moreover, though
not explored in the literature, the age, size and reputation of the university may
influence ethics education. This, Hannan and Freeman (1984) postulate, is because
organisations, including schools with significant financial wealth, older and larger, are
likely not to feel pressured to change due to external pressures that are not mandatory.

Research method

The research population consists of institutions that offer accounting programmes in
Ghana. According to the National Accreditation Board (NAB), there are a total of
thirty-four (34) institutions that offer accredited accounting programmes (distinct
accounting programmes and business programmes with accounting majors) in Ghana
as at December, 2013; seven (7) public and twenty-seven (27) private institutions
(National Accreditation Board, n.d). Due to the small population size, request letters
were sent to the population, and twenty-seven (27) favourable responses were received
(see details in Table 1). This was followed by the collection of secondary data in the
form of curriculum documents and course outlines. Moreover, general information on
the type of institution, name of accounting programmes offered, and affiliation was
sourced from the institutional websites as of December 2013. For example, Table 2
shows details of university affiliation relationships in Ghana. As can be seen from the
Table 2, only four (4) of the public universities provide mentoring role (parent
institution).

The collected data were analysed and managed using a data spread sheet designed to
collect data on each institution. The areas of inquiry were based on the IAESB’s outline
of areas of enquiry for the qualitative analysis of ethics education (IAESB 2006, p. 29).

Table 1 Types of universities

Type of institution Total Total responses Response rate (%)
Public 7 6 85.7

Private religious 15 12 80

Private non-religious 12 9 75

Totals 34 27 79.4
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Table 2 Affiliation

Parent universities Frequency Percentage

Parent Inst. A 7 25.9
Parent Inst. B 5 18.6
Parent Inst. C 7 25.9
Parent Inst. D 1 3.7

No parent Inst. 7 259
Totals 27 100

Furthermore, other developed categorisations include institutional information and
structure of ethics education, the approach to ethics education, and many more.

To ascertain whether the university type and affiliation relate to ethics education in
accounting programmes, the relevant categorisations were cross tabulated and results
shown in brackets. Further, the Pearson’s Chi-Squared test was employed to test the
association between various variables and the type of institution as well as affiliation.

Results and discussion

In achieving the primary objective of the study, a key consideration was to elicit
information on whether the institutions include ethics education in their accounting
programmes, the structure they employ in including it (separate or embedded courses or
both), as well as whether the courses are core or elective.

Results from the analysis of the data show that twenty (20) out of the twenty-seven
(27) institutions studied, representing approximately 74 % offer ethics courses in two
categories, namely, business ethics and accounting ethics courses. The business ethics
courses are distinct ethics courses that are designed for all business students including
accounting students. Furthermore, this category of ethics course exists in different
forms: a distinct business ethics course (which was the most popular way of presenting
the course) combined with either corporate social responsibility or corporate gover-
nance (though these accounted for a small proportion of courses). As can be seen in
Table 3a, this finding is consistent with the literature. In fact, the evidence of univer-
sities in Ghana employing either a separate course or an embedded course, and in
almost all instances making ethics courses compulsory, regardless of whether they are
offered as a separate course or embedded in other courses, confirms the growing
advocacy for ethics to be a core course for all business and non-business students
(Evans and Weiss 2008; Rutherford et al. 2012; Whitla 2011). However, the evidence
that some universities (approximately 26 %) do not offer a general business ethics
course indicates that ethics is not mandatory in Ghana as it is in developed countries.
This finding differs from practices in developed countries where accreditation bodies
(e.g., AACSB) make ethics courses mandatory in business schools.

In the specific case of accounting courses, as can be seen in Table 3b, there are no
separate ethics courses; rather, the ethical issues are embedded in accounting related
courses, including auditing. In fact, consistent with the studies by Armstrong et al.
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Table 3 Distribution of types of ethics courses

Courses Frequency Percentage

A. Business ethics courses

Business ethics 13 48.1
Business ethics and corporate governance 3 11.1
Business ethics and corporate social responsibility 4 14.8
No business ethics course 7 26
Totals 27 100
B. Accounting ethics courses

Separate accounting ethics 0 0
Ethics embedded in auditing 23 82.1
Ethics embedded in advanced accounting 1 3.6
No accounting ethics course 4 14.3
Total 28 100

(2003) and Ghafarri et al. (2008), but contrary to Puxty et al.’s (1994) findings, results
show that all institutions offer one accounting ethics course except one which had two,
bringing the count of accounting ethics courses to 28. Also, results do not differ from
the literature, which suggests that the majority of the ethical issues are embedded in
auditing (Cohen and Pant 1989).

A cross tabulation of ethics courses by the type of institution (Table 4a and b)
revealed that ‘business ethics’ was the most popular form of ethics course offered in the
business ethics category. Consistent with existing studies (Evans et al. 2006; Rutherford
et al. 2012), private religious institutions recorded the highest compliance in terms of
offering both business ethics (83.3 %) and accounting ethics (84.6 %) courses. Also,
the only institution that embedded ethics into accounting is from the private religious
group, and that institution was the only one with embedded ethics in more than one
accounting course (both accounting and auditing).

On the other hand, private non-religious institutions were the most non-compliant in
both categories; accounting for 57.1 % of institutions not offering business ethics, and
50 % of schools not offering accounting ethics. This finding, that is, the apparently poor
performance of private non-religious institutions and public institutions in relation to
including ethics courses, suggest that they do not feel pressured to introduce ethics
related course because, such external pressures are not mandatory (See e.g., Hannan
and Freeman 1984).

Similarly, in the case of affiliation status, that is, whether a mentoring university
(parent institution) may influence the mentee institution to include ethics courses,
results are shown in Table 5. Results show that the sole institution affiliated to parent
institution B, has a separate course in ethics, making it the only group with a hundred
percent (100 %) incidence. The other three (3) groups also recorded above average
results from 80 to 85.7 %. However, a majority of institutions without parent institu-
tions (i.e., no affiliation) did not offer business ethics courses.

Also, in the case of ethics embedded in an accounting course, results were similar to
the findings on general ethics courses. In fact, most schools offered ethics as part of

@ Springer



51

Ethics education and accounting programmes in Ghana

001 8C 001 6 001 €1 001 9 2oL
(€%1) 00T 14 (T20) 0S 4 (L0 st I (L91) st I 9SIN0d SOII0 SUNUNOIOE ON
0
(9°¢) 001 I 0 0 (L) 001 ! 0 0 SunuUNOdOE PAdUBAPE UT PAPPaqUI
(1'28) 001 €T (8°LL) ¥0€ L 948) 6Ly 11 (€€8) L'IT S Sunipne ur pappaqurg
SOIYI0 maﬁﬁsooo< ‘d
001 LT 001 6 14! 001 9 [e10L
(657 001 L tp) 1LS ¥ (L91) 9'8C 4 L9n ¢yl I 9SINOD SOIYIO SSAUISNY ON
(8+1) 001 14 0 0 991) 05 4 (€€9) 0s 4 SO pue SO ssauIsng
(1°11) 001 € 0 0 (52 001 € 0 0 2oueuIdA03 9re10diod pue somy)e ssauisng
(T'8P) 001 €l (9°69) §'8¢ S (L1¥) §'8¢ S (09) "€t € SoIyIe ssauIsng
mo.:tu mmo:_msm v
% baxg % baxg % barg % baxg
el SNOISI[2I-UOU JeAL] SnoI3Ija1 AeALd aqng

suonmnsur Jo sodA) pue sasmod sonpg  § AqEL

pringer

AN



S.N.Y. Simpson et al.

52

001 8T 001 3 00T L 001 L 00T I 001 S [e10L
0
(€+1) 001 14 (s2) 0 T (€v1) st I 0 0 0 0 (02) st I 3SIN0D SOIYIS FUNUNOIOE ON
(9°¢) 001 1 (s2D o001 I 0 0 0 0 0 0 0 0 SUNUNOOOE PAdUBAPE UI PAPPIQUIF
(128) 001 ¢ (79 L1T S (Ls®) 19t 9 (00D ¥0¢ L (00D vy T (08 tLl 14 Sunipne ur pappaqurg
SO0 maﬁﬁsooo< ‘q
(00D LT 001 L 001 L 001 L 001 I 001 S [el0L
(92) 001 L (L) rLs v (€vD el I @yD €yl I 0 0 (00 ¢y1 I 9SIN0OD SOIYId ssauIsng ON
(8+1) 001 ¥ (9°82) 0§ 4 0 0 0 0 0 0 (op) 0$ 4 SO pue saryio sng
(I'11) 001 ¢ 0 0 0 0 (6Tp) ool ¢ 0 0 0 0  90uBWIdAOS 9jer0diod pue soIpd ‘sng
(1'8%) 001 €l €vDLL I (Ls8) 1'9% 9 (6T 1'€T ¢ (00D L'L I (b +s1 4 SoIya ssauisng
mofuo mmocmmsm A4
% baxg o,  barg o,  barg o,  barg o,  barg o,  barg
[elo], juared oN  Isup D Isuf d suf VY Isup

SNJe)s UOTBI[IJE PUB SISINOO SO S J[qeL

pringer

A's



Ethics education and accounting programmes in Ghana 53

accounting courses. Here too, institutions with no affiliation (parent universities) were
the most non-compliant.

Also, from the literature, apart from the affiliation relationships and the type of
university (ownership) having the potential of influencing the inclusion of ethics
courses into any programme, these factors may influence an institution’s decision to
make an ethics course, compulsory or elective. To that end, results based on analysis of
data according to the specific structures that institutions adopted with respect to ethics
education, that is, whether they offered separate courses only, embedded courses only
or both, and whether the courses were core or elective are shown in Table 6a and b. Due
to the fact that all embedded courses are compulsory accounting courses, the choice
between core and elective related to the separate courses only.

Results revealed that the most popular mode of integration is the combined mode, as
74.1 % of institutions chose this means of integration. From this number, about 83.3
and 83.4 % of the public and private non-religious universities respectively use the
combined approach. The private religious universities prefer the embedded approach.
The literature offers little explanation for these findings.

On the subject of ethics courses being core or an elective, results in relation to the
inclusion of ethics courses as a separate course show that 90 % of all the universities
offered the courses as a core. In fact, majority of those universities were the public
universities, followed by the private non-religious group. On the other hand, the only
two institutions that offered ethics courses as elective were the private religious
universities.

Finally, the Pearson’s Chi-Squared test was performed to ascertain the association
between the structure and nature of ethics education and university type and affiliation
status. As shown by Table 7, there is a significant association between the ownership of
the institution and the manner in which ethics is integrated (P- value of 0.000). This
finding suggests that the ownership of a university, that is, public, private or religious,

Table 6 Structure of integration and type of university (Ownership)

A. Separate/embedded/combined

Public Private non-religious  Private religious Total
Freq % Freq % Freq % Freq %
Separate only 0 0 0 0 0 0 0 0
Embedded only 0 0 1 333 (8.3) 2 66.7 (222) 3 100 (11.1)
Combined 5 25 (83.3) 10 50 (83.4) 5 25 (55.6) 20 100 (74.1)
No ethics course 1 25 (16.7) 1 50 (8.3) 2 25(22.2) 4 100 (14.8)
Total 6 100 12 100 9 100 27 100
B. Core/ elective and type of institution
Core/Elective Freq % Freq % Freq % Freq %
Core 5 278 (83.3) 8 444 (66.7) 5 27.8 (55.6) 18 100 (66.7)
Elective 0 0 2 100 (16.7) 0 0 2 100 (7.4)
No ethics course 1 143 (16.7) 2 286 (16.7) 4 57.1(444) 7 100 (25.9)
Total 6 100 12 100 9 100 27 100
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Table 7 Test of association

P-value At 5 % significance
Association between the type of institution and:
Approach employed in ethics education (separate/embedded) 0.000 Significant
Form of ethics tuition (core/elective) 0. 000 Significant
Association between the affiliation status and:
Approach employed in ethics education (separate/embedded) 0.002 Significant
Form of ethics tuition (core/elective) 0.003 Significant

influences how ethics courses are structured, that is, either mounted as a separate course
or embedded in existing course, and the decision to make ethics course core or an
elective (see details in Table 6a and b). This was also the case for affiliation and how
ethics is integrated, which recorded a P-value of 0.002. Even though there was no
literature found which suggests that ownership would influence ethics, it was expected
that the religious institutions would place more emphasis on ethics education generally.
This is seemingly corroborated by these results; being a religious institution has some
bearing on ethics education.

Conclusion

The study generally sought to examine ethics education in the accounting programmes
of universities. It specifically explored whether university type (ownership) and affil-
iation status influence ethics education in the accounting programmes. In as much as it
can be concluded that universities in Ghana employ either a separate course or an
embedded course into their accounting programmes, the evidence that some universi-
ties (approximately 26 %) do not offer a general business ethics course indicates that
the NAB of Ghana, which provides accreditation, needs to do a lot if products from the
many universities in Ghana are to be ethically sensitised and educated. Furthermore,
from the perspective of the universities, the findings suggest the need to expand the
discussion of ethical issues beyond auditing, which is usually a semester course. There
are many cthical issues surrounding corporate reporting which could be discussed in
accounting courses other than auditing.

With regards to university type and affiliation, the analysis reveals an association
with the approach of ethics education adopted and whether the ethics course is core or
elective. Specifically, it can be concluded from the findings that private religious
institutions, in both developed and developing countries, are inclined to offering
business ethics than public and non-religious universities, in order to reflect their
religious dispositions. Moreover, it appears that the little attention given to ethics
courses by the majority of the public and non-religious institutions is spurred by the
absence of pressure from any oversight body (e.g., NAB) to change. Interestingly, it can
be concluded that majority of the public and non-religious institutions that offer ethics
courses make such courses compulsory (core). Also, in the case of affiliation relation-
ships, it can be concluded that majority of institutions without parent institutions (i.e.,
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no affiliation) did not offer both business and accounting ethics courses. This finding
suggests that such institutions are not compelled by any parent institution to include
ethics courses. They are free to introduce ethics courses for other reasons.

Despite the modest findings from this study, which was primarily based on only
secondary data, future studies may explore the use of data from primary sources. Also,
the study did not examine the content of the ethics courses, therefore, future studies
may focus on the content of the ethics-related courses. Moreover, future studies may
examine the phenomena at postgraduate levels studies, and explore how internal factors
such as the age, size, financial wealth and autonomy, as well as the rankings of
universities may influence the integration of ethics education into accounting
programmes. Finally, comparative study of parent institutions and their affiliated
institutions over some years may be an ideal way to establish the extent to which
parent institutions may influence the inclusion of ethics courses in the accounting
programmes of the mentee institutions.
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